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ABSTRACT

The purpose of this case study was to investigate how the interplay of political,
technical, bureaucratic, social and economic factors, as well as the perceptions and
dispositions of the actors at the successive levels in the implementation process, influenced
the process of making operational a curriculum policy initiative. The study was designed
as a two level study. A macro-level perspective was taken of what Alberta Education did to
introduce and facilitate the implementation of a policy initiative in combination with a
micro-level perspective of the factors which imfluenced the decision of actors at the local
level to become involved in early implementation of the policy.

The analysis of the study was divided into three stages in the implementation of the
CALM curriculum. The first stage dealt with the genesis of the curriculum and attempted to
answer the question "What factors influenced the development of the CALM curriculum?"
The second stage dealt with the administrative processes involved in the development of the
curriculum, and included an examination of the strategies and techniques adopted by the
CALM Project Team to create an awareri¢ss and understanding of the objectives of the new
curriculum. The third stage dealt with the processes involved in the actual implementation
of the curriculum. Specific factors which influenced principal's decisions regarding
whether or not to support the voluntary implementation of CALM were examined. A
critical reflection of the process and findings of the study from the perspective of the
researcher constitutes a concluding stage of the research.

The major conclusions of the study related to the notion of multiple realities.
Implementation had different meanings for people at each successive level in the process.
As the curriculum policy initiative was implemented individuals at each level interpreted and
responded to it, assigning it a measure of value in terms of its congruence with their
personal beliefs and interests, as well as with its implications for their occupational identity,

sense of competence and self concept. As the initiative was passed through these

vi



successive levels it was not the curriculum content that was modified, rather it was the
ascribed value and priority that differed.

Second, a mechanistic-systems view of implementation with an emphasis on inputs
and outputs defines effective implementation in terms of compliance which may inhibit
policy makers from hearing or seeing other perspectives of the implementation process
which accounts for the realities of practice.

Fina"v. implementation and subsequent change in practice is a process and not
event. T+ - mandating of the implementation of a new curriculum does not ensure that
theintend. ocals and objectives will be realized at the classroom level. It takes time to
build understanding of and commitment to implementation, whereas pressure can result in
mere acquiescence to the mandate.

Among the implications for theory development and research was the need to place
more emphasis on the historical and current contexts in which the policy process is
embedded. Second was the the awareness that a particular policy cannot be analyzed in
isolation from other policies. Analysts need to be cognizant of how a particular policy is
interconnected with other policies and with the achievement of broader government,

societal and educational goals.
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Chapter 1

THE NATURE OF THE STUDY

Introduction

An implicit assumption in some policy studies is that once a policy has been
formulated by a government it will be implemented in a manner fairly consistent with the
intent and expectations of the policy-maker (Smith, 1973). This assumption is based on a
view cf organizational and environmental conditions characterized by tight hierarchical
control, a stable environiment, reliable technology, and incremental change (Berman,
1978). Educational organizations, however, seldom have these characteristics. Rather
they are more representative of loosely coupled organ- “ions with ambiguous technology
that operate in a dynamic environment, thereby rendering the implementation of policy
much more problematic. Research strongly suggests that the organizational, political,
sosial, and legal context within which a policy is implemented profoundly affects its
chances for success (Berman, 1980; Van Meter & Van Horn, 1977; Sabatier &
Mazmanian, 1981; O'Toole, 1986). Consequently, there often appears to be a gap
between the intentions and statements of policy makers and the final delivery of public
services. The bridge between this gap is the study of policy implementation, or in

Hargrove's (1975) words, the "missing-link."

Statement of the Problem
The general purpose of this study was to describe and analyze the processes and
strategies involved in the implementation of a policy initiative. The focus of the study was
a detailed investigation of how a speciiic policy initiative from the Secondary Education in
Alberta policy -- the development and implementation of the Career and Life Management

(CALM) curriculum-- was transformed into action. Of primary concern was how the
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interplay of the political, technical, bureaucratic and socio-economic factors that defined the

context in which the policy initiative was embedded were combined with the perceptions

and dispositions of the implementers to influence and shape the implementation process.
The following questions were used to guide the investigation undertaken in the

study.

A. The Genesis of CALM
1.  What factors and/or events influenced Alberta
Education's decision to develop a CALM curriculum
as a mandatory core requirement for a high school
diploma?
B. The Implementation of CALM
2. 'What strategies and techniques were used by Alberta
Education to introduce and implement CALM at the
school district level?

2.1 What factors influenced decisions at the local level
regarding involvement n the implementation process?

C. Environmental Factors
4.0 How did the social, political and economic environment

influence the implementation of the CALM
curriculum?

Significance

The study of policy implementation is still in an incipient stage with various
perspectives and emphases being advocated by different theorists. Perhaps there will never
be a single theory or perspective that might explain the complex process of policy
implementation. The basis of this problem is captured in Fullan's (1982) statement:
"Implementation makes further policy; it does not simply put predefined policy into place”
(p.79). The study of policy implementation raises the most basic question about the
relationship between thought (policy) and action (implementation): "How can ideas

manifest themselves in a world of behavior?" (Majone & Wildavsky, 1979, p.177).
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The study of policy implementation gives students of politics, policy-makers, and
organizaticnal administrators "a new understanding of how the system succeeds or fails in
translating general policy objectives into concrete and meaningful public service " (Van
Hom & Van Meter, 1975, p.450). Rist (1984) reinforced the need for policy
implementation studies because "policymakers have come to realize that it is politically and
administratively dangerous to rely on outcome measures of program impact while they are
still guessing at the processes that produced those outcomes" (p.161). He suggested that
policy studies could benefit from a refocusing of attention on finding out what is "really”
going on. Furthermore, policy implementation studies can serve practical purposes by
"highlighting a problem (like the relationship between policy and action), sensitizing others
to it, and calling attention to persistently-important clusters of variables and relationships"
(O'Toole, 1986, p.203).

Finally, the stﬁdy of the implementation of public policy can contribute to
understandings of what government has been doing and what the consequences of those
actions have been. It also raises questions of possible alternative courses of action and
ways of improving policy implementation. Weiss (1982) reinforced the need for policy

studies when she said that such research

provides a background of data, empirical generalizations, and ideas that
affect the way that policymakers think about problems. It influences their
conceptualizations of the issues with which they deal; it affects the facets of
the issue that they consider inevitable and unchangeable or amenable to
policy action; it challenges some taken-for-granted assumptions about
appropriate goals and appropriate activities. Often, it helps them make
sense of what they have been doing after the fact, so that they come to
understand which courses of action they have gone by default. (p.289)

The study of the implementation ¢:' the CALM curriculum was significant because it
was the first new core curriculum to be developed and introduced into the secondary

education curriculum since 1966, when the Grade 10 Physical Education curriculum was



implemented. Consequently, CALM provided the opportunity to investigate an
implementation process as it was actually occurring.

CALM was also significant because it posed a number of challenges to the Alberta
Education Implementation Team, administrators and teachers. First, because CALM was a
required course for the completion of an Alberta high school diploma it had a direct impact
on students' access to complementary courses, and it had significant implications for
staffing, resource allocation and course redundancy.

Second, teachers were faced with the challenge of acquiring the knowledge and
skills to teach the CALM curriculum effectively because it focused on critical thinking and
process skills which involved methods unfamiliar to many teachers. This had pervasive
implications for teacher preparation and inservice education across the province. Alberta
Education developed a strategy to facilitate inservice education on a wide scale by
incorporating the concept of distance learning. Alberta Education, in cooperation with the
ACCESS Network, developed a series of video productions that were initially aired in
April, 1988 on the ACCESS teievision network. These broadcasts included an “on the
air" interactive component that involved a telephone information "Hot Line" through which
viewers could talk to the program's host. Alberta Education also encouraged schools to
conduct their own inservice programs using these video tapes.

Finally, as é result of the Secondary Education in Alberta policy statement, the
secondary education system was projected to undergo extensive curriculum revisions and
changes. Consequently, the timing and manner of the implementation of the various
directives, CALM being the first, was of importance because of the potentiai disruption

these changes could create in the everyday life of participants in the school system.

Background to the Study
In response to increasing public criticism and concern over education the Alberta

Government initiated a major review of the secondary education program in the province.



The intent of the review was to determine the extent to which secondary programs were
meeting the needs, values, and expectations of Alberta society as a whole. To assess the
need and direction for change in the secondary education program the Government adopted
a consultative approach through which members of the public and major stakeholder
groups (teachers, administrators, business community, students, parents) participated. The
Govermment believed that since educational policy has such a pervasive effect over the lives
and future of the public, they should have the opportunity to become involved in its
formulation and consequently in setting the future direction of the secondary education
program in AllSerta (Minister of Education, 1986). Additionally, the Government felt that
by invoivilg the public in the formulation proéess Alberta Education would have the
opportunity to test and expand the public's zone of tolerance for educational change by
increasing their understanding of the need for change and by providing them with an
opportunity to develop a sense of ownership in the policy. Finally, this consultative
process was intended to engender a sense of readiness for and acceptance of the proposed
change (Deputy Minist:~ of Education, 1986).

The context in which the Secondary Education in Alberta policy was formulated
and adopted is significant for understanding what was happening during its implementation
(Bosetti,1986). The formulation of the policy took place over sixteen months
(February,1984 to June, 1985) ahd was characterized by strong ;uppon from Premier
Lougheed together with the Legislature. It was directed by then Education Minister, David
King, who shared the Premier's vision of the future of education. Finally, the formulation
process enjoyed high media coverage and strong financial support. The outcome was three
documents that reported the results of the Secondary Education Review as well as
recommendations for the final policy. On June 12, 1985, the thirty-three page policy
statzment was released. While the formulation of the policy took place in a fairly stable
political, social and economic environment, the implementation of the policy did not enjoy

the benefits of a similar environment.



The Career and Life Management (CALM) curriculum was designated as a core
course for high school students in the Alberta Secondary Education Policy, 1985. The
need for such a curriculum evoived as a result of several briefs and position papers that
were submitted to the Secondary Education Review Committee indicating the need and
support for 1 course which would provide students with practical skills and knowledge for
"everyday living." In addition, there were a significant number of responses to a
questionnaire distributed by Alberta Education that referred to a need for access to such
course content. In response to these perceived needs the Policy Statement (1985) described
the proposed curriculum content as follov.:

career, personal finance, and life management skiiis, including personal

development, interpersonal relationships, effective learning skills, career

planning, skills and attitudes required in the workplace, preventive alcohol

and drug education, and other relevani social issues. (p.24)

CALM was authorized for development by the Honourable Neil Webber, Miriister of
Education, on March 3, 1986.

Conceptual Framework

The study was based on the assumption that the policy process has no existence
apart from the individuals and groups who define it. The policy implementation process is
shaped and constructed through the network of meanings created by the people involved in
the successive levels of the implementation process. These people's perceptions, values,
attitudes and beliefs reflect their personal characteristics, experience, and position within
the social structure in which they are embedded.

The study was conceptualized at two-levels. A macro-level perspective focused on
what Alberta Education did to introduce and facilitate the implementation of a policy
initiative, and a micro-level perspective examined the factors which influenced the decision
of administrators and teachers to become involved in the early implementation of the policy

initiative.
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A macro-micro perspective of policy integrates the macro-world of the policymaker
with the micro-world of the policy implementer (McLaughlin, 1987). ‘This perspective was
significant for a number of reasons. First, with the increasing trend toward the consultative
mode of policy formulation, this study examined the extent to which such a formulation
process enhanced or facilitated policy implementation. Second, the study examined the
basis upon which actors in the successive levels of the implementation process made
decisions regarding when and how to implement a policy initiative. Third, the perspective
of constructed realities and individualized meanings drew attention to the problem of
fidelity in the implementation of mandated policy initiatives, which has implications for the
monitoring and evaluation of the policy implementation process. Analysis from this
perspective asked the questions "What constitutes successful implementation?" and "What

constitutes a good policy?”

Assumptions

The following assumptions were made in the conduct of the study:

1. An analysis of the genesis and early stages of the implementation of the Career
and Life Management curriculum was assumed to be of significance for the future
development and implementation of other Secondary Education in Alberta policy
initiatives, as well as the implementation of educational policy in general.

2. An extensive review of the current literature of policy implementiation and
educational change indicated that there was still much to be learned about the complex
process of policy implementation in the educational setting. Thus, it was assumed that the
descriptive nature of this study would contribute to knowledge in this area.

3. A qualitative research orientation was considered appropriate for conceptualizing
the research process and for fulfilling the purpose of the study. Due to the exploratory
nature of the study, interviews and primary source document analysis were assumed to be

the most effective method of researching the process of implementing CALM.



Delimitations of the Study

The study was bounded by the time period from June, 1985 to June, 1988. The
first date serves as a natural beginning point because the Secondary Education in Alberta
policy was released officially on June 12, 1985; however, the terminating point was more
difficult to define because the implementation of the policy was tv be phased in over a
period of six to eight years. The decision to end the period of study in June, 1988 was
based on a number of reasons. The intent of the study was to investigate the early stages of
the implementation process, and more specifically to describe and explain how Alberta
Education translated the Secondary Education in Alberta policy statement into a plan for
action. To facilitate this, the study focused on the implementation of one of the policy
directives: the development and implementation of the Career and Life Management
curriculum (CALM). This curriculum was approved for development by the Minister of
Education on March 3, 1986 the first phase of voluntary implementation was completed by
June, 1988, with mandatory implementation scheduled for September, 1989.

Limitations
The following limitations applied to the study:

1. The study was limited by the willingness of individuals to be interviewed, by
their ability to recall accurately events of significance, and by their willingness to divulge
particular information.

2. Because the development and implementation of the CALM curriculum were
occurring as the study was being conducted, the researcher had to rely on interview data
and participant observation to identify undocumented decisions and events. Additionally,
primary source documents (i.e., working documents, proposals, memos, reports) were

used whenever possible to supplement the interview data.



3. The conclusions and recommendations of the study are based on a single case
study and therefore have limited generalizability.

4. The study focused on the early stages in the implementation of CALM. Those
actors who provided data for the study became involved in the implementation process on a
voluntary basis and, consequently, may not be representative of those who will be involved

in the mandatory phase.

Definition of Terms

The key terms used in this study are defined below in order to clarify their
contextual meaning.

Policy: "A policy is a philosophically based statement which is goal oriented and
establishes the direction for future discretionary action" (Alberta Education, Program Policy
Handbook ).

Genesis : This term is used to denote the inception of the CALM curriculum. It
describes the activities and processes which supported and guided the identification of the
need for the development of the CALM curriculum. In addition, it describes the contextual
conditions in which the development and implementation of CALM was embedded.

Implementation : This term was used to describe the processes involved in putting
a policy directive intb practice. In this study the impl;:mentaﬁon process began with the
genesis of the CALM curriculum, then moved to the second stage, the acceptance and
consequent adoption of the curriculum at the local level, to the final stage, the agreenient by
principals to include the curriculum in their secondary education program offering# before
the mandatory implementation date.

Policy Initiative : A term used to describe the directional stateszits 13 thie Secondary
Education in Alberta policy document indicating the need to develop a ¢ssse involving

careers, personal finance, and life management.
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Curriculum : A term used to describe the substantive content of a program of

study.

Organization of Thesis

The thesis is organized into eight chapters. The first three chapters discuss the
research design and research methodology adopted for the study. As well, they provide an
overview of the pertinent literature related to models of policy implementation, strategies
for implementation, as well as factors that influence effective implementation. In essence,
the first three chapters describe the theoretical orientation of the study.

The body of the thesis is divided into three chapters, each representing a particular
phase in the implementation process: the genesis of CALM (Chapter 4), the development
anc acceptance of CALM (Chapter 5), and the commitment to and implementation of
CALM (Chapter 6). The seventh chapter is a discussion of the findings of the study from
the researcher’s perspective. The concluding chapter provides a summary of the study and
a discussion of the conclusions and implications for both theory and practice. The chapter
ends with a a final comment on policy implementation in Alberta and recommendations for

future research.



Chapter 2
RELATED LITERATURE

This review of the policy literature provides an overview of the policy
implemnentation process from multiple perspectives in an attempt to identify pertinent
variables that appear to be influential in effective implementation. Initially, implementation
is viewed from a systems perspective and is followed by an analysis of the phenomenology
of the implementation process. Finally, the review attempts to synthesize those factors that

are influential in facilitating successful implementation at the local level.

Policy Implementation

Implementation refers to a process of carrying out a policy or program decision
(Berman, 1978; Pressman & Wildavesky, 1979; Williams, 1976 ). Depending upon the
theoretical orientation, there is some variation as to what constitutes the implementation
process. O'Toole (1986) pointed out that some implementation researchers refer to
implementation as "all that is part of the process between initial statement of policy and
ultimate impact on the world." Other researchers restrict implementation to "the actions of
those charged with handling a policy.” This definition excludes the behavior of aciors not
officially designated as policy implementers but who are instrumental, in a political or
technical sense, in converting the policy into action. As well, it assumes that the

prescribed actions are likely to have the expected effects on the real world (p.183).

There is general agreement that the process of policy implementation can be
described as technically simple, but socially complex (Berman & McLaughlin, 1976;
Fullan, 1982; Hall, 1985). The complexity involved in the implementation of a policy

initiative can be made clearer by examining the process from a systems perspective. The



12

happens in the classroom) can be tightly coupled. The problem lies in the assumption that
decisions will endure the successive levels of the implementation process. Consequently,
what happensiin the classroom will conform to, or be consistent with the desired behaviour
inherent in the initial policy decision {Olson, 1985, p.297). However, as policy passes
through and is implemented sequentially by various organizational levels the output of one
implementation organization becomes the input of the next organizational level, and the end
result at the classroom level is the implementation of a policy that has been adapted to meet
the needs and characteristics of individuals at the various levels. McLaughlin, (1987)
explained that in implementation

change is ultimately the problem of the smallest unit. At each point in the

policy process a policy is transformed as individuals interpret and respond

to it. What is actually delivered or provided under the aegis of a policy

depends finally on the individual at the end of the line. (p.174)

Thus, it becomes apparent that ultimately, the power to determine the impact of a
policy rests at the local level, not at the policy formulation level. Pressman and Wildavsky
(1973) reinforced this point when they stated that "the consequences of even the best
planned, best supported, and most promising policy initiatives depends finally on what
happens as individuals throughout the policy system interpret and act on them.” Therefore,

"policy at best can enable outcomes, but in the final analysis it cannot mandate what

counts" (McLaughlin, 1987, p.173).

Stages in the Implementation Process
A number of models have been developed which attempt to delineate the policy
implementation process. In general, the majority of models recognize that the
implementation process involves at least three phases: initiation or adoption,

implementation, and continuation or routinization. Additionally, the implementation
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process is not perceived as a linear process, rather it is a continuous and interactive
process; events that occur in one phase may feedback to alter decisions taken in previous

stages (Fullan, 1982; Berman & McLaughlin, 1976).

Phase One: Adoption / Mobilization

The first phase in the implementation process is variously referred to as preparation,
adoption, initiation, planning, or decision making (Conner & Patterson, 1982; Fullan,
1982; Schneider, 1982; Williams, 1976). Fullan (1982) defined this phase as "the process
which leads up to and includes a decision to adopt or proceed with a change” (p.3). He
explained that the decision to adopt an innovation (program or policy) is based on the
assumption that it responds to certain commonly held values and meets needs better than
existing practices. Williams (1976) viewed the adoption phase as a decision making
process wherein policy makers and policy implementers view the preliminary policy
specifications to determine how to make them operational, and how to raise organizational
capabilities to implement these decisions (p.180). Conner and Patterson (1983), however,
referred to the initial phase in the implementation process as the preparation phase wherein
the actors came into contact with, and were aware of, the proposed change. The adoption
phase, or in their terms the acceptance phase, was not encountered until the actors had
attained a degree of understanding of the purpose and intent of the policy initiative, and
could articulate a personal position regarding their support for, or opposition to, the
proposed change. This transition was defined as crossing the "disposition threshold"
(p.3).

Berman (1981) viewed the initial phase in the implementation process as involving
mobilization activities. These activities can be categorized into four major groups: 1) policy

image development, 2) planning, 3) gencrating internal support, and 4) generating external
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support. The overall goal in the initial phases of implementation is to attain 2 common
image and understanding of the meaning, intent, and substance of the policy or program,
and to attain a commitment to the policy's goals and objectives. Fullan (15682) identified
ten critical factors that influence the adoption of an innovation: 1) existence and quality of
innovation, 2) access to information, 3) advocacy from central administration, 4) teacher
pressure/ support, 5) consultants and change agents, 6) community pressure /support/
apathy/ opposition, 7) availability of federal or provincial funds, 8) new central legislation
or policy, 9) problem-solving incentive for adoption, and 10) bureaucratic incentives for

adoption (p.42).

Phase Two: Implementation (Adaptation and Clarification)

The second phase in the implementation process is the actual carrying out of the
program or policy decision. Williams (1980) argued that whatever technical approach is
adopted to implement a policy, the central problem is to adapt that approach to meet the
poliﬁcal, economic, social, bureaucratic, organizational and technical circumstances of the
particular setting (p.3). Proponents of the adaptive approach to implementation would
identify adaptation and clarification as being the two fundamental attributes of the ‘
implementation process (Berman, 1981; Berman & McLaughlin, 1976). Adaptation refers
to the process of shaping the initial innovation design to meet the needs and values of the
particular organizational setting. At the same time, the organization and its members must
adapt to the demands of the innovation (Benna;l & McLaughlin, 1976; Fullan, 1982; Hall
& Loucks, 1982). Clarification is the process by which individuals come to understand the
meaning, goals and objectives of the innovation, and their role expectations in the process.

Conner and Patterson (1983) referred to the implementation phase as the

commitment phase which they subdivided into four stages: installation, adoption,
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institutionalization, and internalization. They explained that once organizational actors had
developed a positive view and disposition toward the policy decision, they then took the
steps necessary to make the decision operational. This transition phase was defined as the
“commitment threshold" (p.4). The policy decision is initially implemented on an
experimental or temporary basis wherein the actors determine how the change works and
the initial technical and human repercussions of its implementation.

Fullan (1982) identified four categories of factors that influence effective
implementation at various levels in the organizational hierarchy. The first set of factors
includes an assessment of the nature and characteristics of the change itself to determine if it
addressed priority needs, if the goals and means of implementation were clearly statzd, the
difficulty and extent of change required by actors, and finally, the quality and practicality of
the learning materials, technologies, or other products used to support implementation
(p.59).

The second category of factors is related to the characteristics of the school district
level and focuses on the social conditions of change. They included the district's history of
innovative attempts; the degree to which the district utilized a problem-solving approach at
the adoption stage combined with planning ahead for implementation; district administrative
support; opportunity for staff development and participation during implementation;
realistic implementation time-line and information regarding student achievement and
implementation problems; and finally, school board and community characteristics.

The third category described school-level factors that influence implementation.
This category focused on the concept that change involves resocialization, and included
such factors as the degree of support and involvement of the principal in the implementation

process and teacher-teacher or peer relationships, and teacher sense of efficacy.
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The final category of factors which influence implementation placed school districts
and schools in the context of broader society. These included the relationship between
government agencies and the local school system, and the extent to which each side was
cognizant of the subjective world of the other. The second factor was the quality and
amount of financial and technical assistance provided by the government to school districts

during implementation.

Phase Three: Incorporation / Institutionalization

The final phase in the implementation process is the institutionalization of the
change -- the incorporation of the innovation into the routine behavior of the local
organization. Berman and McLaughlin (1977) contended that institutionalization involves
the school staff assimilation of what they have leamed during the implementation process,
as well as the district's incorporation of new routines created by the innovative process into

decision making about budget, personnel, support services, and instruction.

Top Down Perspective of Implementation

In many cases, policy decisions are made at the top of the organizational hierarchy
by government officials and implementation is delegated to lower levels of the organization.
Berman (1978) identified the difficulties that occur as a policy is implemented through
successive levels of the organization. Macro-implementation refers to the process of
translating a policy decision through successive levels of governmental agency operations
in an attempt to stimulate the adoption and compliance decision from local agencies. Micro-
implementation refers to the process of change necessary within the local agency in an
attempt to implement the policy decision. The essential problem is that there are many
layers that stand between decisions made at the top of the organizational hierarchy and the

ultimate impact of that decision at the operating level. The degree of fidelity with the
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original policy decision is contingent upon the degree of consonance between the local
organization's goals and interests, and those of the mandated policy. The challenge
implementers face is to bring together the necessary commitment, communication, and
capacity to transform the policy decision into action (Williams, 1980). The cardinal
command for policy planners and implementers is to "look down toward where services are
provided, that is the crucial point of policy determination” (Williams, 1980). The crux of
the implementation problem is that the crucial factors that affect the behavior of
implementers is beyond the direct control of policy makers and include the "individual
motivation and commitment, and the interaction and mutual support of people in work
groups" (Elmore, 1978, p.215). Policy does not exist in any concrete sense until
implementers have "shaped it and claimed it for their own; the result is a consensus
reflecting the initial intent of policy-makers and the independent judgement of
implementers" (Elmore, 1978, p.216).

Implementation Strategies: An Organizational Perspective

The policy implementation literature reflects a number of different implementation
strategies, each emphasizing a certain theoretical orientation, yet all dealing with similar
implementation problems. The kind of strategy adopted for an implementation situation is
contingent upon the level of implementation in terms of the successive levels in the
organizational hierarchy, as well as certain environmental and contextual factors that
characterize each implementation situation. An appropriate conceptualization appears to
involve a number of continua, in which a particular impleméntation situation, depending on
the contextual variables, would fit somewhere between the two extremes. Some of the
predominant continua are variations of the top-down (mandated change) vs bottom-up

(locally initiated change); adaptive vs planned implementation; and finally the fidelity vs
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mutual adaptation approach. Berman (1980, p.214) delineated five parameters that
characterize an implerentation situation and assist in determining the most suitable
implementation strategy. He suggested that the more structured the situation, the more
conducive it is to a planned or programmed implementation approach; conversely, the more
unstructured the situation, the more conducive it is to an adaptive approach to
implementation. Thus, the "effectiveness of implementation strategies depends on how
they interact with constraints inherent in the policy situation” (Berman, 1980, p.213).
Ideally, policy makers should choose implementation strategies which match different

contextual conditions.

Four Perspectives on the Implementation Process

Elmore (1978) identified four organizational models that represent four major
perspectives of organizations and the implementation process. These models included the
systems management model, the bureaucratic process model, the organizational
development model; and the conflict and bargaining model. While these models were
presented as distinct approaches, no one perspective can adequately address the political,
bureaucratic, and social complexity of an imﬁlememation situation. Therefore,
characteristics of the various models may be ¢vident at different phases in the
implementation process, as well as at different levels of implementation in the
organizational hierarchy. The utility of the four models is that they assist policy
implementers to recognize their theoretical orientation and perhaps expose them to

alternative ways of viewing and dealing with the implementation situation.



19

Model I: Implementation as Systems Mansgement

The systems management model is bureaucratic in nature. The parts of the system
are arranged to ensure that the central directives will be implemented. The model assumes
that system actors (policy implementers) will act according to the system plan, and if they
do not, the nature of the system will adjust to improve the link between the policy directives
(input) and the policy implementation (output) process. The model rests on the assumption
that policy implementers will find goals understandable and will have the technical capacity
to implement those goals. The problem faced by many system managers is to develop a
plan to operationalize sometimes ambiguous policy into clear and attainable policy
objectives.

Second, the system management model presupposes the existence of a controlling
and coordinating authority. Hierarchical control is integral to insuring organizations behave
as systems. Thirdly, the model makes the assumption that there is consonance among the
values inherent in the policy, the value framework of policy implementers, and the values
of the policy benefactors, so that cooperation during the implementation process is not a
problem (LaRocque, 1986). Finally, successful implementation is contingent upon the
power of the policy implementers to apply social sanctions and to hold subordinates
accountable for their performance (Elmore, 1978, p.195).

From the perspective of the Systems Management model, implementation failure is
the result of poor management in developing an implementation plan with clear and
consistent policy objectives, the poor allocation of responsibilities, unclear expected
outcomes, and lack of accountability of actors for their performance. Hence, effective
management is contingent upon goal-directed, value maximizing behavior.

The weakness of this model s that few examples of its use can be found in the

public policy implementation literature. Elmore (1978) attributed this to the tendency for



20

implementation of public policy to pass through a number of successive layers in the .
bureaucratic hierarchy which involvies a number of implementation agencies (p.197). In
this model the implementation agent is directly subordinate to higher management. When
the policy is implernented in these different sgencies the lines of authority hecome blurred
as does management control across jurisdictional boundaries. This makes the model an
inadequate description of the reality of organizational life; however, it still has utility in
directing attention to the mechanisms policy makers and administrators use to control

implementation behavior.

Model II: Implementation as Bureaucratic Process

The essential characteristic of the bureaucratic process model is the administrative
control of routine and discretion at the point of delivering the policy initiative from the agent
to the client. Elmore (1978) suggested that

[t]he growth of large public service agencies has created a distinguishable

class of bureaucrat--one who shoulders virtually all responsibility for direct

contact with clients, who exercises a relatively large degree of discretion

over detailed decisions of client treatment, and who therefore has

considerable potential impact on clients. From the client's ‘perspective, the

street-level bureaucrat is the government. (p.202)

The problem that the "street-level bureaucrat” must confront is how to develop
coping mechanisms or routines that create some semblance of order and stability in an
otherwise unpredictable, and dynamic social environment. When the "street-level
bureaucrat” is faced with a new mandate (policy) that must then be translated to meet the
varying needs of the organization's clients, requiring a subsequent increase in the program
delivery agency's workload as well as a disruption in their established routine, the prospect
of implementing a new policy is usually greeted with resistance (Lieberman, 1982).

Consequently, the program delivery agency may adjust to the “near occasion” of the
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change, selecting or modifying that which is familiar and :liminating the real change
(Fullan, 1982). Policy implementation failure might then be attributed to the division
between the policy-making and the operations sphere resulting in an inadequate
understanding of, and sensitivity to, the social reality of the implementing organization
(Fullan, 1982).

The essential utility of this perspective of organizations and policy implementation
is that it draws attention to how bureaucratic routines provide a buffer against change and
uncertainty, and consequently are difficult to modify as they have immediate utility to the
people who developed and use them. Elmore stated (1978) that "Failing to account for the

force of routine in the implementation of policy leads to serious misperceptions” (p.207).

Model ITII: Implementation as Organizational Development

The organizational development perspective is based on the assumption that

the closer one is to the source of the problem, the greater is one's ability to

influence it; and the problem-solving ability of complex systems depends

not on hierarchical control but on maximizing discretion at the point where

the problem is most immediate. (Elmore, 1979, p.605)
Thus, this perspective advocates the inclusion of local level policy implementers in the
formulation of the content of the programs to be implemented. This strategy is based upon
the belief that local level implementers (i.e., teachers) are in the best position to effectively
diagnose problems that lie at the heart of the change (policy) effort, and should therefore
not only be included in the program decision-making process, but should be given
adequate discrtion to implement the program to meet the specific needs of their clients
(Olson, 1985).

Successful implementation efforts could be anticipated by looking at

the extent to which implementers are involved in the formulation of a
program, the extent to which they are encouraged to exercise independent
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judgement in determining their own behavior, and the extent to which they
are encouraged to establish strong work groups for mutual support and
problem-solving. ( Elmore, 1978, p. 212)

The significance of the organizational development model is that it effectively tums
the entire implementation process on its head. Thus, the capacity to imiplement originates at
the bottom of the organization and flows to the top. The crucial factors that affect the
behavior of implementers are beyond the direct control of management and include the
"individual motivation and commitment, and the interaction and mutual suppot of people in
work groups” (Elmore, 1978, p.215).

In brief, the organizational development model takes the position that policy does
not exist in any concrete sense until implementers have "shaped it and claimed it for their
own; the result is a consensus reflecting the initial intent of policy-makers and the
independent judgement of implementers" (Elmore, 1978, p.216). The most that each level
of government can do to influence and direct the implementation process is to provide the
support, resources, and opportunity for local implementers to engage in a problem-solving
approach to understanding and implementing the policy directives. Berman and
McLaughlin (1976) referred to this strategy as mutual adaptation, in which implementation
is viewed as a process of shaping a policy to meet the needs and values of the particular
organizational setting while at the same time the organization and its members adapt to the
demands of the innovation.

A weakness inherent in the organizational development model is that it attributes so
much significance to the concepts of consensus, cooperation, and interpersonal ties, that it
does not address the problem of conflict, and the possible breakdown in consensus; nor

does it address such influential factors as the dynamic political and economic environment

and its effect on the change process.
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Model IV: Implementation as Conflict and Bargaining

The conflict and bargaining model is characterized by the struggle to maintain a
balance between centralized and decentralized control of the implementation process.
Implementation becomes a series of strategic moves by individual subgroups to meet their
own ends. Implementation failure is the result of the lack of power of any single subunit to
coerce or persuade the others to conform to a single conception of the policy. From the
perspective of this model the outcomes of policy implementation are the result of bargained
solut-ons and are temporary in nature. Allison (1971) makes this point when he stated that

the decisions and actions of government are...political resultants...in the

sense that what happens is not chosen as a solution to a problem but rather

results from compromise, conflict, and confusion of officials with diverse

interests and unequal influence. (p.162)

The conflict and bargaining process does not proceed on the assumption of the existence of
hierarchical control, a predicable set of routines, consensus and commitment to a common
set of values and objectives; rather it proceeds on the basis that participants in the
bargaining process are locked together by their dependency on conflict and the necessity to
preserve the bargaining arena in order to gain access to something of value (Elmore, 1978,
P.219). The success or failure of the implementation process is, therefore, a relative
notion dependent upon the relative advantage of each group in the bargaining process.

The major contribution of the conflict and bargaining model to the understanding of
policy implementation is that parties involved in the process can proceed without the
coordination and control of higher management; it requires only that the participants agree
on the necessity to bargain. Secondly. the model provides a framewcrk for describing and
interpreting the events in the implementation process without ateributing any overail
purpose to them. This, however, is also the major weakness of the model because it does

not permit an objective definition of the success or failure of the implementation effort since
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this definition is contingent upon positions of relative advantage in the bargaining process.
Finally, the model fails to provide a basis for recommending how to improve the

implementation process.

Variables Affecting Effective Policy Implementation

Nakamura and Smallwood (1980) argued that "the particular organizations and
institutions chosen to implement policies can significantly influence how those policies are
carried out” (p.53). Despite the implementation strategy or approach adopted to carry out
the policy or program decision, implementers within these organizations must deal with a
common set of issues that relate to internal organizational procedures (communication
clarity, accuracy, speed, complexity); allocation of resources (money, time constraints,
adequacy and competency of staff, power); psychological motivation and burecaucratic
norms (multiple realities, perceptual screens, organizational culture); and finally
communication networks and compliance mechanisms (Nakamura & Smallwood, 1980).

The following is a summary of what various researchers have determined to be
critical factors in effective implementation. While these factors reflect the four categories of
common issues identified by Nakamura and Smallwood (1980), each list emphasizes a

particular theoretical orientation.

Factors Affecting Implementation

O'Toole (1986)

1. Policy characteristics (clarity, specificity, flexibility of goals
and procedures, validity of policy's causal theory)
Resources (financial and other)

Implementation actors or multiple actor structure

. Number of actors

. Attitudes and perceptions of implementation personnel
Alignment of clientele (p.189)

SV ENRIN
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Van Horn and Van Meter (1977)

. Communication process

Disposition of implementers
Enforcement mechanisms
Characteristic of implementing agency
Political conditions

Economic and social conditions
Policy standards and objectives
Resources (p.109)

PNANRARRN-

Berman and McLaughlin (1976)
1. Local development of materials

2. Staff training keyed to local setting
3. Adaptive planning

4. Critical Mass

Sabatier and Mazmanian (1980)

1. Clear and consistent objectives

2. Adequate causal theory

3. Implementation process legally structured to enhance compliance by
implementing officials and target groups

4. Committed and skillful implementing officials

5. Support of interest groups and sovereigns

6. Changes in socio-economic conditions which do not substantially
undermine political or causal theory

Fullan (1982)
1. Characteristics of the change
eneed or relevance of the change
sclarity
scomplexity
squality and practicality of program

2. Characteristics of the School District Level
+history of innovative attempts
eadoption process
ecentral administrative support and involvement
estaff development and participation
etime-line and information system
eboard and community characteristic

3. Characteristics of School Level
othe principal
steacher-teacher relations
esteacher characteristics and orientations

4. Characteristics external to the Local System
erole of government
sexternal assistance
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In the preceding list of factors that influence iniplemetitation it is apparent that each list
bears a certain degree of consistency and that these factors require some elaboration. The

factors that will be discussed relate mostly to a provincially mandated policy.

Communication

Policy standards and objectives must be communicated with sufficient clarity to
implementers to enable them to know what is expected. Communication linkages become
problematic when dealing with provincially mandated policy. Policy standards and
objectives must pass through four successive levels of implementation operations (Alberta
Education to school boards, school board to school principlas, and school principals to
classroom teachers). This has a number of implications for communication linkages.
First, in the successive levels of implementation the output of one level becomes the input
of another level, and second, the message must pass through the selective perceptions of a
number of key actors at each level. Consequently, the message may be distorted as the
receiver places his or her own emphasis and interpretations on the uniform statement. Van
Horn and Van Meter (1977) identified three key questions related to the communication
process that should be addressed by the implementation coordinator. They point to the
need to examine the accuracy, clarity, consistency, and timeliness of the communication
compared with the policy standards, as well as the information going to a particular locality
over time. The field representatives' interpretation and understanding of the program and
their definition of acceptable local performance is also of significance in the communication
of and compliance with policy standards. Finally, the emphasis that the implementors place
on particular policy standards in their consultation with school distirct and local officals

affects the level of compliance (p.109).
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Enforcement

Successful implementation of a policy is contingent upon the compliance
mechanisms and procedures built into the implementation process that increase the
likelihood that the implementers will act in a manner consistent with policy standards (Van
Hom & Van Meter, 1977, p.110). Policy makers are faced with the problem of achieving
a balance by articulating a policy flexible enough to endure the modifications made during
the implementation process, and still satisfy its goals and objectives in the policy outcome.
Since government determines what will be taught, and the local districts determine how it
will be taught, then the government policy must define the amount of flexibility to be
tolerated during the implementation process. The central issue becomes "how can one set
of actors influence another set of actors to carry out policy directives, particularly if there is
disagreement over those directives?" (Nakamura & Smallwood, 1980, p.60). fficials
have essentially three means of achieving compliance from policy implementers:

*Physical (coercive) power-the application, or the threat of application, of

punitive sanctions.

Material (utilitarian) power-the allocation of material resources such as

goods and services (e.g. salaries, commissions, fringe benefits).

+Symbolic (normative) power-the allocation and manipulation of symbolic

rewards and deprivations (e.g. prestige, esteem, love, acceptance).

(Etizioni, 1964, pp.59-60)

Nakamura and Smallwood (1980) have identified a number of problems related to
securing compliance of policy implementers. First, there is the problem of vague or
ambiguous social policy initiatives that do not permit evaluation of intermediary
performance by easily measurable criteria. A second problem is the limitation in the
perceived legitimacy of the options that can be.employed by those who are attempting to
secure compliance. Many of the negative sanctions that can be used within organizations

are not appropriate ways to control loosely coupled institutions that have local monopoly
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over schooling. Pincus (1976) suggested that isicentives for implementing an innovation
relate to such factors as bureaucratic safety, responase to external pressure, and approval of
peer elites (p.50). Finally, Berman and McLaughlin (1976) made the point that
implementation can be characterized by three processes: mutual adaptation, non-
implementation or symbolic implementation, and cooptation. In attempting to secure a
certain degree of fidelity in the impiementation process they suggested that implementers
provide the opportunity for local practitioners to develop a sense of ownership in the
innovation through the following four activities: 1) Adaptive planning, which they
described as involvement in planning activities which are congruent with the needs of the
project and the participants; 2) Staff training keyed to the local setting. They stated that
teachers preferred concrete "how to do it" workshops directed by experienced and empathic
leaders; 3) Local material development and a "leaming by doing" approach to inservice or
pilot testing. This approach gives the practitioner an opportunity to work through and
come to an understanding of the project precepts as well as have the opportunity to develop
a sense of ownership in the project methods and goals; 4) It is important that practitioners
have the oyportunity to establish a support network with fellow implementers to provide
the chance to share concerns, ideas, fears and anxiety about implementing the new
program. Additionally, this support group can reduce the feeling of isolation often felt by
the implementer of a new program, thereby creating a norm for change in the setting.
Berman and McLauglin (1976) referred to this support group as a "critical mass” (j 360-
361).

Disposition of Implementors
The success or failure of a policy may be attributed to the commitment,

understanding, and support within the agency responsible for implementation. Asa .t
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of an investigation into the receptivity or lack of receptivity to innovation, McLaughlin
(1976) concluded that within the implementation arena "the amount of interest,
commitment, and support evidenced by the principal actors had a major influence on the
prospects for success” of the policy. Van Horn and Van Meter (1975) discussed three
conditions which may frustrate successful implementation, even when policy standards are
communicated with accuracy, clarity, and consistency. These conditions are contingent
upon the implementer's cognition {comprehension) of the policy standards; the direction of
their response toward the policy (acceptance, neutrality, rejection); and finally, the intensity
of their response to the policy directives (p.472).

Fullan (1982) suggested that successful implementation at the local level takes

a fortunate combination of the right factors—a critical mass--to support and

guide the process of resocialization which respects the maintenance needs of

individuals and groups and at the same time facilitates, stimulates, prods

people to change through a process of incremental and decremental fits and

starts on the way to institutionalizing or discontinuing the change in

question. (p.79)
Characteristics of Implementing Agency

Implementing agencies can be characterized by their formal structural features as
well as by the informal attributes of their personnel. Van Horn and Van Meter (1975)
identified six characteristics that may impinge on an organization's capacity to implement
policy: the competence and size of an agency's staff; the degree of hierarchical control of
subunit decisions and processes within the implementing agencies; an agency's political
resources (e.g., support among legislators and executives); the vitality of an organization;
the degree of 'open' communication (i.e., networks of communication with free horizontal
and vertical communication, and relatively high degree of freedom in communications with

persons outside the organization) within an organization; and the agency's formal and

informal linkages with the 'policy making' or 'policy enforcing' body (p. 471).
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Environmental Conditions

Policy implementation can be viewed as an interactive process in which the
demands and supports from the organization's immediate and general environment play a
significant role in defining the organizational context in which the policy is to be
implemented. These environmental factors also can shape the direction and form that the
implementation process will take and the consequent policy outcomes. For example,
economic factors such as the needs and resources of the local implementing agency may
determine the priority given to various dimensions of the policy, resulting in its acceptance,
adaptation, or rejection. Political factors such as support or opposition to the policy anmiong
stakeholder groups can influence implementation efforts and results. Van Horn and Van
Meter (1975) identified five kinds of questions that might be asked in determining the effect
political, social, and economic conditions may have on the environment:

Are economic resources available within the implementing jurisdiction (or
organization) sufficient to support successful implementation?

To what extent (and how) will prevailing economic and social conditions
be affected by the implementation of the policy in question?

What is the nature of public opinion; how salient is the related policy issue?
Do elites favor or oppose implementation of the policy? |

To what extent are private interest groups mobilized in support or
opposition to the policy? (p.472).

Attention to environmental factors illustrates the dynamic nature of the implementation
process. Those factors that influenced the development and adoption of a policy may be of

little consequence once the policy has been implemented for a period of time.
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Guidelines for Ministries of Education in the
Implementation of Policies

Fullan (1982, pp.251-256) identified five major guidelines for Provincial
Departments of Education to consider when attempting to enhance the implemestation and
continuation of a program or policy in practice. The following is an overview of those
guidelines.

The first guideline identified by Fullan (1982) deals with government understanding
the difference between compliance and capacity. He made the recommendation that "
governments should concentrate on helping to improve the capacity of other agencies to
implement change" (p.252). Elmore (1980) made the observation that "[tJhere is a critical
difference between the ability or willingriess of implementers to comply with rules and their
capacity to deliver a service. Implementation depends more on capacity than it does on
compliance" /= 37). Fullan (1982) argued that while governments are legally responsible
for ensuring compliance with policies, they must also direct attention to the capacity of local
agencies 10 implement those policies; by delimiting themselves to a regulatory or
surveillance role they may be impeding rather than facilitating implementation (p.251).
Fullan (1982) explained:

because the levels and parts of educational systems are 'loosely coupled,’

and because program change is not simple to assess, it requires tremendous

energy to find out what is happening; the more precccupied governments

become with surveillance in such a situation, the more energy must be spent

at all levels on administrative paperwork, reporting, and other compliance-

type information. (p.251)

He added that a preoccupation with compliance diverts attention away from developing the
local capacity to make improvements and from providing support and guidance for further

development.
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The second guideline was related to relationships and expectations. Fullan (1982)
stated, "government must be clear about what the policy is and should spend time
interacting with local agencies about the meaning, expectations, and needs in relation to
local implementation” (p.252). Williams (1976) suggested that effective implementation
depends on the the clarity and specificity of program guidelines and expectations, as well as
on the capability of the people taking part in the implementation process (p.276). Detailed
instructions and a firm guiding hand may be what is really needed; local implementers
should also have the opportunity to seek clarification and assistance during the
implementation process. Fullan (1982) saw this interactive process as an opportunity for
government personnel to keep in touch with the problems and realities of the implementing
process, and to make the appropriate adjustments to the program or policy along the way
(p-253).

The third guideline focused on resources for program development and technical
assistance. Fullan (1982) suggested that "for any new policy, governments should see to it
that they or someone else is addressing and looking at the program development and in-
service assistance needs” (p.253). Fullan (1982) indicated that when governments have
had an impact on changes in educational practice they have déﬁe so by providing quality
programs and resources together with corresponding resources to support in-service
assistance during implementation (p.253).

The fourth guideline dealt with the preparation of government staff. Fullan (1982)
recommended,

Whether central or regional staff are being considered, government agency

leaders should take special steps to ensure that their own staff, especially

those who have the most direct contact with the field, have the opportunity

to develop knowledge and competence regarding the policy and program, as

well as in how to facilitate implementation (competence in the content of the
change and i the change process respectively). (p.254)
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In his final guideline for departments of education, Fullan (1980, p.254)
recommended the development of an explicit implementation plan to guide the process of
bringing about change in practice. Fullan paraphrased Williams (1980, p.101) when he
stated:

to; Iéaders must really want better implementation to the point of continually

asking staff and local personnel about implementation, committing

resources to support implementation, and being realistic but insistent about
progress.

Fullan (1982, p.254) briefly made reference to a few writers who have provided
recommendations or guidelines on how to carry out implementation planning and analysis.
Elmore (1980, p.3) commented on backward mapping and reasoning through potential
implementation problems before policy decisions are made. He suggested that "instead of
beginning at the top of the system with a new policy and reasoning through a series of
actions required to implement it, begin a: the bottom of the system, with the most concrete
set of actions, and reason backward to the policy” (p.29). Bardach (1977, pp.264-266)
and Levin (1981, p.68) stressed the importance of strong leaders who take an active
ineerest in probing and "fixing" implementation problems. These people are characterized
as task-oriented, instrumental leaders who guide implementers in the right direction,
determining where to go and how to proceed. According to this view, “leaders” must have
the power to intervene and must be willing to take time out to work through adjustments
along the way.

Fullan (1982) concluded his guidelines for implementation with a list of critical
supporting elements that are necessary once implementation is underway:

Balancing the relative emphasis on compliance and capacity; setting up

information-gathering procedures which are most likely to influence local

action; fostering interaction between local personnel and government staff

and others external to the local district; promoting program development and
technical assistance resources; and enhancing the capabilities of in-house
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staff to work effectively among themselves and with local and regional
agencies. (p.255)

Finally, Fullan cautions Departments of Education to remain cognizant of the practical

limitations of their direct control over what occurs in practice.

Summary

This chapter provides the theoretical foundations for the planning and analysis of
the implementation of public policy. It is evident from a review of the current literature that
the key to successful implementation is first the formulation of a policy that meets the
needs and values of the implementing organization, and second, the adoption of a policy
that is flexible enough to endure the successive levels of implementation, yet still maintains
the essential intent of the original policy. Implicit in this whole process is the need to build
into the implementation process the opportunity to adapt the policy to the contextual needs
and values of the implementation site. The central problem of implementation is not
conformity to the prescribed policy but, rather to engender consensus in and commitment to

the goals and purpose of the policy on the part of those whe must carry it out.



Chapter 3

RESEARCH METHODOLOGY

The purpose of this chapter is to describe the research orientation and design
adopted for investigating the processes and strategies involved in the implementation of a
policy initiative. The intent of the study was to make explicit the details of the process and
to develop an understanding of the various factors that had an impact on the implementation
of the policy. To achieve this objective, a case study approach was adopted and data were
collected through interviews, participant observation, and a review of primary and
secondary source documents. In the various sections of this chapter the general research
strategy adopted, the case study methodology, as well as methods of data collection and
data analysis used in the study are described. Finally, concemns for the trustworthiness of
the research and for adherence to ethical guidelines are discussed.

Preliminary Investigation

Data collection began in January, 1987 with a number of preliminary investigations
to ascertain the feasibility of the proposed procedures as well as to sensitize the resear=ner
to the field in order to gain an understanding of the present status of the CALM curriculum,
the general reaction to the proposed curriculum, and to gain access to key events as well as
to establish contacts with potential informants. A number of specific activities were
undertaken in this preliminary investigation phase. The investigation began with an
interview with Lloyd Symyrozum, Director of Curriculum for Alberta Education, regarding
the implementation of Secondary Education in Alberta policy initiatives and the feasibility
of studying the implementation of one of the initiatives. Given the nature of study which

the researcher wished to conduct, the development and implementation of the Career and
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Life Management curriculum seemed to hold potentiz! for a case study of implementation.
In addition, this promised to be of interest to Alberta Education because it was to be the
first policy initiative to be implemented from the Secondary Education in Alberta policy
statement. Symyrozum subsequently arranged for the researcher to have an interview with
those directly responsible for the implementation of CALM.

The second phase of the preliminary investigation involved an interview and
discussion with Garry Popowich, the Associate Director of Curriculum for Alberta
Education, and with Sharon Prather, the CALM Program Manager. At this session the
interviewees discussed the present and future status of the CALM curriculam, as well as
the proposed implementation. After these individuals had reviewed the research proposal,
the researcher was granted access to Alberta Education working documents and was invited
to attend Alberta Education meetings related to CALM. As a means of becoming familiar
with the CALM implementation process, it was agreed that the researcher would attend the
Alberta Education information-orientation sessions for school system and school
administrators, and wouid analyze the issues and concerns that were expressed by the
participants at these sessions. In addition, the researcher agreed to provide a report of a
revi.w of the literature on effective implementation strategies. This phase of the
preliminary investigation assisted the researcher in gaining access to implementation events
as they occurred, and in establishing a working relationship with the CALM

implementation team.

Pilot Study
After the completion of the preliminary investigation a pilot study was conducted
with members of the CALM Steering Committee. The pilot study was designed with

essentially three purposes. First, it was designed to give the researcher experience in
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conducting semi-structured interviews, and to provide experience in the analysis of data
collected using this technique. Second, the pilot study provided the researcher with the
opportunity to become sensitized to the field, and to begin to identify key informants and
significant factors that have influenced the implementation process. Finally, through
interviews with individuals intimately involved in the implementation process (CALM
Steering Committee members), the researcher was able to sharpen the focus of the study, to
modify researck: questions, and to validate the interview guide used in the pilot study. The
outcomes of the pilot study assisted the researcher in making the decision that a case study
strategy wovid te most suitable for the purpose of the investigation and that interviews,
participant observation, and document analysis would be the most appropriate data

collection techniques.

Investigation into the Genesis of CALM

As a result of the pilot study and the researcher’s attendance at two Alberta
Education CALM information-orier: *1tion sessions, it became apparent that the issue of the
origin of CALM was of interest and concemn to potential curriculum implementors
(administrators and teachers). Because CALM was the result of a policy initiative
articulated in the Secondary Education in Alberta Policy, 1985 the researcher undertook an
investigation into the background to, and formulation of, this policy and the consequent
CALM curriculum. ‘The purpose of this investigation was to obtain an understanding of
the historical context in which the CALM implementation process was embedded and of
how this context might influence the perceptions and actions of those currently involved in
the implementation of CALM. Carr and Kemmis (1986) suggested that inquiry into the
preconditions that make certain interpretations of reality available helps to reveal the

historical and social causes of action (3.95). Thus, in order to investigate what prompts
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people to act in certain ways it is necessary to reveal "how certain kinds of social structures
constrain particular social groups in a way that limits the range of actions open to them"
(Carr & Kemmis, 1986, p.95). To facilitate this portion of the investigation, primary and
secondary source documents from the files of Alberta Education and the study entitled The
Formulation of the Alberta Secondary Education Policy, 1985 1 (Bosetti, 1986) were
reviewed. In addition, interviews were conducied with individuals involved in the
formulation of the CALM curriculum, and with the former Associate Director of
Curriculum for Alberta Education who was instrumental in developing the Elementary and
Junior High School Health curriculum as well as a proposed Senior High Health
curriculum. The purpose of these interviews was to ascertain various perceptions
regarding the genesis of CALM, and factors which the actors deemed significant in

influencing its development and implementation.

Case Study Design

The case study approach was adopted because it "emphasizes the total situation or
combination of factors, the description of the process or sequence of events in which
behavior occurs” (Gee, 1950, p.230). Yin (1984) suggested that case studies are the
preferred strategy when"how to" or "why" questions are being posed, when the
investigator has little control over events, and when the focus is on a contemporary
phenomenon within some real-life context" (p.13). In a discussion of policy
implementation, Williams (1980) stated that "[tJhe most useful studies generally have been
factually dense with lots of information about what peopie actually did in trying to make a

1 This study was the rescarcher's Master of Education thesis. The study in
effect formed the basis for the first phase of her research into the processes
involved in the formulation and implementation of public policy. The second
phase of her research focused on the process involved in the implementation
of one of the Secondary Education in Alberta policy initiatives, namely, the
Career and Life Management Curriculum.
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programmatic decision operational. Case studies have been critical” (p.11). He wenton to
suggest that what is needed in the study of policy implementation is a detailed investigation
of what happened in the field and a description and explanation of the interplay among the
political, technicai, bureaucratic, and socio-economic factors that impinged on the efforts to
put a decision into place. Rist (1982) reinforced this position when he made the statement
that educational researchers have come to the conclusion that "it is dangerous politically and
intellectually to rely on outcome measures while one is left to guess at the process” (p.440).
Furthermore, historical treatment of the setting and genesis of a policy initiative is important
in enhancing understanding of the contemporary scene. Bogdan and Biklen (1982)
explained that the use of "data sources such as interviews with people who have been
associated with the organization, observations of the present [context or setting], and
existing written records” (p.59), are useful methods for investigating the historical context
of a case study. In essence, then, the case study approach has the potential to yield a more
or less continuous picture through time of the experiences, social forces, and influences to
which the implementation process has been subjected.

The case study approach has its inherent strengths and weaknesses. Macdonald
and Walker (1974) made the point that case studies are always partial accounts "involving
selection at every stage, from choosing cases for study to sampling events and instances,
and to editing and presenting material” (p.4). They went on to list a number of problems
that a researcher using the case study approach might encounter. These problems included
the researcher

becoming too involved in the issues, events, or situations under study;

problems over confidentiality of data; problems stemming from competition

from different interest groups for access to and control over the data;

problems concerning publication, such as the need to preserve anonymity of

subjects; problems arising from the audience being unable to distinguish
data from the researcher's interpretation of the data. (p.4)
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The researcher, however, can take into account many of these potentially problematic areas
by carefully structuring the research design and taking the appropriate steps to ensure the
trustworthiness of the research findings. |

In the view of Yin (1984), the case study does have inherent strengths and is
particularly useful when coaducting an inquiry that

investigates a contemporary phenomenon within its real-life context; when

the boundaries between phenomenon and context are not clearly evident,

and in which multiple sources of evidence are used. ( p.23)

Kimball Young (cited in Gee, 1950), succinctly summarized the advantages of using the

- case study approach:

[First], the case study gives a more or less continuous picture through time
of the individual's interpretation of his own experience and often that of
others...the nature of social reality is revealed only when we know the
meaning which people put upon their experiences. [Second], the case study
furnishes a picture of past sitnations which gave rise to new meanings and
new responses...[Third], repetitions of situations, meanings, and responses
may be noted and used for comparative purposes in forming
generalizations...and finally, by the use of the case-study method inferences
and generalizations are based upon an intimate knowledge of thé situation
and the habits and attitudes of the persons interacting. (pp. 246-248)

Thus, for the investigation of the processes involved in the implementation of a policy
initiative, the researcher deemed that a case study strategy would permit a detailed
examination into how the actors involved in the implementation process make sense of their
experience and involvement in the process.

Gergen (1968) suggested that policy processes are historically bound, and that it is
almost impossible to freeze the process at any one point and still gain an adequate
understanding. Dunn (1981) supported this argument when he stated:

In reality policy problems are not independent entities, they are parts of

whole systems of problems best described as messes, that is, systems of

external conditions that produce dissatisfaction among different segments of
the community. (p.99)
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Consequently, an adequate analysis of a policy process requires a holistic approach. Policy
problems have no existence apart from the individuals and groups who define them (Dunn,
1981, p.99), and the perception of these problems are further influenced by the ideologies

and social structures in which the actors are embedded.

Data Collection

In keeping with a case study strategy, which permits both the holistic treatment of
complex realities as well as depth of insight, the study was conducted using primarily
qualitative research methodology. According to Filstead (1970)

Qualitative methodology refers, to those research strategies, such as

participant observation, in-deptisinterviewing, total participation in the

activity being investigated, field work etc., which allow the researcher to

obtain first-hand knowledge about the empirical social world in question.

Qualitative methodology allows the researcher to ‘get close to the data,

thereby developing the analytical, conceptual, and categorical components

of explanation from the data itself. (p.6)

The main attribute of qualitative research is that the natural setting is the direct source of
data and the researcher 1s the key instrument in describing and observing events, or in
interviewing actors to determine how they interpret or ascribe meaning and significance to
events under observation or consideration (Bogdan & Biklen, 1982, p.27).

Adopting qualitative research methodology for the study, data collection and
analysis involved essentially three research activities: in- depth interviewing of selected
participants involved it the yascessive levels of the implementation of the Caresr and Life
Management (CALM) curriculum; pasticipant observation at CALM Steering Committee
meetings, Alberta Education CALM information-orientation sessions, and various CALM
related workshops and conferences; and the analysis of CALM Project Team and CALM
Steering Committee working documents, proposals and reports, as well as various other

government documents related to the genesis of the CALM curriculum.
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Interviews

Transcripts of interviews constituted a significant portion of the data collected in the
study. Both semi-structured and unstructured interviews were used essentially for three
purposes: 1) to identify perspectives of actors involved in the successive levels of the
implementation of the CALM curriculum with regard to significant events, issues and
concerns, process and strategiés that influenced the shape and direction of the genesis,
adoption and implementation of CALM; 2) to locate relevant sources of data and to confirm
and enhance the interpretation of documents, proposals and reports; 3) to provide attitudinal
data not recorded in documents. Interviews were deemed to be a significant source of data
because the decisions and strategies employed in the implementation of the CALM
curriculum were developed and interpreted by various actors involved in the process.
Consequently, it was necessary to assess how their perceptions and values influenced the
imiplementation process and outcomes. Van Homn and Van Meter (1975) emphasized this
point when they stated that

[t]he implementor's understanding of the general intent, as well as the

specific standards and objectives of the policy, is important... We want to

emphasize that implementors may screen out a clear message when the

decision seems to contradict deeply cherished beliefs....

The direction of implementor's dispositions toward the standards and

objectives is crucial also. Implementors may fail to execute policies

faithfully because they reject the goals contained in them. (p. 472)
Accordingly, interviews were conducted with the essential purpose of determining what

. was in and on the actor's mind. The researcher attempted to enter into the actors'

perspective to access their feelings, thoughts and intentions, without imposing any

preconceived categories for organizing and interpreting the world. In brief, interviews
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permitted the researcher to access information and insight that could not be obtained

through observation or review of documents.

Interview Method

Unstructured interviews were conducted during the initial stages of data collection
when the researcher was attempting to develop a more precise focus for conducting the
proposed study. In the initial stages, the study was guided by a number of general research
questions. These questions served as the basis for interviews with the Director and
Associate Director of Curriculum for Alberta Education and the Program Manger for
CALM to determine their definition of the present status of the CALM curriculum and the
direction in which they would like to see it develop; their interpretation of significant issues
and concerns that were perceived to influence the implementation process; and finally, their
identification of individuals and groups that could provide further insights into the
implementation process. In general, the data collection began with unstructured interviews
and progressed to semi-structured interviews as the investigation became more focused, as
research questions were sharpened, and as themes began to emerge.

The semi-structured interviews were conducted using an interview guide as a
starting point, with provisions for the researcher to probe more deeply using general
probing questions (see Appendix G). This approach was especially important in the later
stages of data collection when the -esedrcher attempted to identify the themes that had
emerged in earlier interviews, but still required further exploration in order to clarify and
enhance understanding. Patton (1980) explained the advantage of using semi-structure
interviews was that:

[t}he interviewer remains free to build conversation within a particular

subject area, to word questions spontaneously and to establish a

comfortable style but with the focus and particular subject that has been
predetermined. (p.200)



44

This method provides "a desirable combination of objectivity and depth and often permits
gathering valuable data that could not be obtained successfully by any other approach”
(Borg & Gall, 1983, p.441). |

The interview guide consisted of a number of specific yet open-ended questions that
were approved by « panel of individuals familiar with the policy process (members of the
CALM Steering Committee, and the CALM Project Team). Through a pilot study these
people were interviewed and responded to questions in terms of relevance of the content for
the purpose of the study and the policy, as well as for clarity in the wording and meaning
of the questions. As a result of the pilot study the researcher was able to identify
significant issues and concerns related to the development and implementation of CALM,

which shaped the focus of the study.

Interview Procedure

Thirty-eight formal interviews were conducted during the period from February,
1987 to October, 1988, with participants who were representative of individuals involved
in the successive levels in the implementation of the CALM curriculum (see Appendix F).
The interviewees consisted of seven CALM Steering Committee members, two members of
the Alberta Education CALM Implementation Team, two CALM curriculum supervisors
and a curriculum consultant from large urban school boards, two superintendents, seven
principals and twelve teachers from both urban and rura} boands, as ‘well as representatives
from Alberta Education Regional Offices and other government agencies who were
involved in the development and/or implementation of the CALM curriculum. On an
informal basis, interviews were conducted with a class of CALM students at an urban and

rural high school. Parénts; teachers and administraiors were also interviewed on an
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informal basis at the conferences, wor'kshops, and information sessions that the researcher
attended.

Two techniques were adopted for the purpose of identifying and selecting
interviewees: snowball sizapling and purposeful sampling. Snowball sampling is a
technique used when 2= interviewer asks the first person interviewed to recommend
others. Bog-an and Biklen (1982, p.66-67) recommended that once the first few selected
individuals have been interviewed, and themes have begun to emerge from the interview
data, it is important to provide examples of negative cases which can bring new
perspectives and insights to the evolving themes or theory which have been grounded in the
data. This is where the second technique, purposeful sampling, was used. Baily (1982)
described purposeful sampling as the strategy in which "tiic researcher uses his or her own
judgement about which respondents to choose, and picks only those who best. meet the
purposes of the study" (p.99). This technique was also of assistance when it was
necessary to use informants to clarify or to bridge a gap in the research data. In other
words, it was sometimes necessary to seek out interviewees who possesses certain kinds
of expert information, or had knowledge or experience in certain areas.

The interviewees were all contacted by telephone, and the purpose of study was
explained to them. The researcher requested verbal consent at this point to tape record the
interview session with provisions made to turn off the tape recorder for "off the record”
comments. Depending on tl;e interviewee's position and responsibility in th:
implementation process anonymity was assured. For example, it was impossible to ensure
anonymity to individuals who held recognizable positions such as the CALM Program
~ Manager, or to those individuals who were the only representative in a sample (i.e., the
only superintendent). However, if the interviewee was identified and directly quoted, he

or she was given the opportunity to view that portion of the report to verify that the
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researcner had accurately conveyed the intended meaning. Finally, all formal interviews

were tape recorded and then transcribed verbatim for later analysis.

Document Analysis

Both primary and secondary scurce documents were used in the study with the
main objective of constructing a chronology of the events that took place in the
transformation of the policy initiative (development and implementation of the CALM
carriculum) into action (see Appendices A and C). The chronology served as an organizing
framework for the analysis of the process. Documents were also used to clarify, elaborate
and validate data collected through interviews and in some cases they helped to identify
questions or areas for further exploration. Appendix A provides an outline in chronological
order of all of the documents used in the study.

Primary source documents such as correspondence, reports, memoranda, briefs,
new releases, and other relevant documents were obtained with permission from the files of
Alberta Educatior, and from other major stakeholder groups involved in the formulation
and/or implementation of CALM. Kerlinger (1973) made the distinction between primary
and secondary source documents:

A primary source document is the original repository of an historical

datum, like an original record kept of an important occasion, an

eyewitness Jescription of an event, a photograph, minutes of

organizational meetings...A secondary source is an account or

record of an historical event or circumstance once or more steps
removed from an original repository. (p.702)

Because the investigation was undertaken at the same time the policy initiative was
being implemented there were few official documents related to the strategies and techniques
involved in the implementation process. Most of the documents were "working

documents"; that is, they were proposals, agenda for meetings, recommendations, and
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initial reports. Interviews and participant observation at a number of the events from which
the documents were gathered or produced assisted in the clarification of their purpose and
intent, and yielded additional information in cases where the proposals came to fruition.

Participant Odservation
Bogdan and Biklen (1982) explained that participant observation is a technique
employed in the collection of qualitative research data where the researcher
enters the world of the people he or she plans to study, gets to know, be
known and trusted by them, and systematically keeps a detailed written
recorc of what is heard and observed. This material is supplemented by

other data such as schcol memos and records, newspaper articles, and
photographs. (p.2}

In this study the researcher was invited by the Associate Director of Curriculum for
Alberta Education and the CALM Project Manager to attend any relevant Alberta Education,
CALM related meetings, workshops or conferences that were available ir the researcher's
established time framework. During the months of May and June, 1987, the researcher
was able to attend three CALM Steering Committee meetings that dealt with the
development of the CAJ 3/ curriculum and issues or concemn related to course
implementation. In addition, the researcher attended information-orientation sessions for
school system and school administrators ist Edmonton and Calgary (June, 1987), as well as
an Alberta Education Custom Publishing Canference (it had been decided that a custom
published tcxt would be developed for the CALM curriculum) held in May, 1987. The
Alberta Catholic School Trustees' Association extended an invitation to the researcher to
attend their CALM implementation conference (February, 1988), and finally the researcher
chaired a number of CALM related sessions that were conducted at the Phi Delta Kappa
Conference entitled "Students at Risk" (October,1988). The CALM related sessions

involved a guest speaker (i.e., CALM teacher-coordinator, CALM curriculum supervisor,
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Community resource person) who spoke on topics related to the implementation of CALM
and then engaged in a question and answer period with the audience. In one session the
guest speaker brought along a panel comprising of parents, students, and teachers who
shared with the group their views regarding the bexrefit of the CALM curriculum for
students, and how it has affected their lives. At these conferences, workshops and
meetings the researcher kept detailed notes of the event's proceedings, conducted informal
interviews and had discussions with many of the participants. Attendance at these meetings
provided the researcher with the opportunity to make contacts with administrators and
teachers involved in the implementation of CALM throughout Alberta.

Data Analysis Procedure

Data analysis is essentially the process of "interpreting and making sense out of the
collected materials" (Bogdan & Biklen, 1982, p.145). Bogdan and Biklen (1982)
succinctly explained the data analysis procedures most appropriate for the qualitative
research techniques adopted in this study:

Data analysis is the process of systematically searching and arranging the

interview transcripts, fieldnotes, and other materials that you accumulate to

increase your own understanding of them and to enable you to present what

you have discovered to others. Analysis involves the working with data,

organizing it, breaking it into manageable units, synthesizing it, searcking

for patterns, discovering what is important and what is to be learncd, and

deciding what you will tell others. (p.145)

In this study the process of data collection and data analysis occurred concurrently.
After each interview was conducted and each workshop or meeting was attended the
researcher would record in a journal her ideas, reactions, reflections, understandings and
interpretations of the event or experience. Through this process the researcher engaged in a
kind of reflective analysis of the data and the identification of potential themes, questions,

and theories. Interviews were transcribed as soon as possible after they were conducted,



49

and researcher's comments and reflections were incorporated into the transcripts for easy
reference during the analysis phase. While general research questions guidc# the initial
collectior: and analysis of data, the understanding an4 interpretations made of the early
analysis of data served to inform and direct later data collection. As data were collected and
@ialyzed, questions that required further clarification and validation began to emerge.
Consequently, the guiding research questions became more refined, and the progressive
identification of the gaps in the researcher’s understanding were used to indicate the need
for and direction of further data collection. Hence, the outcome was a stuc: - “7hich began
with an examination of the prcesses involved in the implementation of a policy initiative
(the structural dimension of the study), and then moved towzrd a focus on the techniques,
strategies and perceptions of actors involved in the mn1agement of the implementation
process (the management of change). The direction and focus of the study was shaped by
the predominant themes that emerged from the interviews and preliming:y Savestigations.

Skirtic (1985) described in detail the methods that his research team used in
categorizing and unitizing research data. A similar procedure was adopted for the
categorization and analysis of data in this study:

Essentially, the categorization process involves sorting the [subject] unit

cards into groupings of like content and devising a rule to describe the

nature of the content to be included in each one. That is, the tacit

knowledge we used to judge the cards as look-alikes was translated into the

propositional language of a rule for classification. As the categorization

process continued, a number of cards could be placed in more than one

category. This is because they contained content that was relazed logically

to the content of established categories. These cards were duplicated in

sufficient number, noted as cross-reference cards, and placed in all

appropriate categories. (p.195)

Similarly, in this study the organization and unitization of data began with the
researcher systematically reviewing each interview transcript paragraph by paragraph with
the intent of labelling all of the phenomena that she perceived to be of potential relevance to

the study. Each label (unit) was written on 5 x 8 index cards. For reference purposes the
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name of the interviewee and the page number in the transcript where the unit was located
was included. Enough labels were generated to adequately account for the phenomena
described in each paragraph. The criterion for labelling nits was to use a word or phrase
which would describe the essence of the data as closely as possible. 7 some instances
direct quotes of significant passages in the transcript were #1cluded. Afteris -~ 'npletion
of each transcript, the researcher reviewed all of the index cars and then segregated them
into groups based on logical relationships among unit abels. A category or title was then
generated that once again described as closely as possible the essence of the group of uxits.
The index cards were then filed alphabetically according to the category or title. As the
cards were filed, they were numbered; for example, if the category was "Teacher Selection”
then all of the units filed under this category would be numbered TS1, TS2, TS3, and so
forth.

The second phase in the categorization and consequent analysis of data involved
further condensation of categories and the identification of themes and questions. First, all
of the categories and their sub-categories were entered irto a computer and a table of
contents was generated. This provided the researcher with an outline of all of the
categories. The researcher then reviewed all of the categories for relationships with the
intent of further condensing them into more specific categories. This involved two
processes. Once a potantial new category or revised category was identified the researcher
attempted to bring together enough examples (unit index cards) to define the category so
that it became clear what future instances would be included in that category. Secondly, as
the researcher compiled examples to fit into the new or revised category she began to
formulate a criteria for putting further instances into that category (Turner, 1981, p.231).
Using a computer program the condensed categories were once again indexed

alphabetically. For the purposes of cross-referencing, the new title or category was entered
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in bold capital letters. Directly under the title was a list of ¢l of the index cards that
pertained to this category. Finally, the vssence of the index. cards that were listed were
summarized in point form under sub-headings. For example:

CONCERNS: CALM STEERING COMMITTEE

Card Number: C10, C11, C19

<INFRASTRUCTURE

-need manpower to conduct workshops to supplement ACCESS

video inservice tapes (Goodman, p.8).

STRESS

-Administrators are working hard to overcome effects of budget

cuts (Ditchburn, p.2).
At the end of each category the researcher included observer comments based on her field
notes and journal entries, as well as questions or thoughts that might be useful in later
analysis. Based on this process questions and themes emerged, and the shape of the
research document began to take form.

The data were subjected to a final phase of data inalysis. This phase began with a
review of the literature on effective implementation strategies. After the researcher had
developed focused sets of themes, she went back to the literature to identify ways of
expanding and clarifying some of them. The literature was essentially used as a source for
identifying questions and comparing themes. There was no attempt to use the literature as
statements or measures of truth. In a study of this nature it is futile to search for single
truths. As discussed earlier, the researcher had adopted the assumption that many aspects
of social reality are subjectively constructed in the minds of the participants, thus social
environments are assumed to contain multiple, intangible realities. The purpose of this
study was to attempt to come to an understanding of the meanings that a number of actors
involved in the implementation of the CALM curriculum had attached to that process.
Based on a review of the literature and the themes and categories that the researcher had

already identified, it was decided that the best way to communicate the findings of the study
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was to organize the second round of categorized data iato the various phases involved in
the implementation of the CALM curriculum. Computer print-outs of the various
categories were appropriately segregated into separate folders labelled "Genesis of CALM,"
"Awareness and Accepiance of CALM," and "Implementation of CALM." Finally, yellow
tabs with one word labels were attached to the data for easy reference during the analysis
and writing of the research report. These data then became the basis for the various

chapters in this thesis.

Trustworthiness

The fundamental objective of a research report is to make sense of the data that have
been collected and to convey them to an audience in a eredible manner. When using
qualitative research strategies or techniques the purpose is to present a valid interpretation
of the world as perceived by its inhabitants. Patton (1980, p.327) argued that the
perspective gained through qualitative researct: is not arbitrary or predetermined. When
researchers employ qualitative methods to collect and analyze data, they must then present
the findings in a manner that convinces a critical community of fellow scientists that the
results are valid (Carr & Kemmis, 1986, p.91), and at the same time the final account must
be able to pass the test of participant confirmation. Carr and Kemmis (1986) stated that "it
is oMl When the theorist and those whose actions he observes come to agreement that a
theoretical inté#fretation of those actions is ‘correct’ that the theory can have any validity"
(p.92).

Lincoln and Giuba (1985, p.290) identified four concems that should be addressed
when using qualitative research methods to ensure that the research findings are
trustworthy. Thesaconcerns include truth value (credible), applicability (transferable),
consistency (audimble), and neutrality (confirmable). The question of truth value asks,
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"How can one establish confidence in the ‘truth’ of the findings of a particular inquiry for
the subjects with which-and the context within which-the inquiry was carried out?" (Guba
& Lincoln, 1981, p.103). To ensure credibility, Lincoln and Guba (1985) suggested
prolonged engagement at the site, persistent observation, triangulation, peer debriefing and
member checks.

The question of applicability asks, "How can one determine the degree to which the
fim#fings of a particular inquiry may have applicability in other contexts with other
subjects?" (Guba & Lincoln, 1981, p.103). To ensure transferability Lincoln and Guba
(1985, p.201) recommended purposive or theoretical sampling to maximize the range of
information that is uncovered. Pansegrau (1983) explained that the

nature of the sampling process is governed by emerging insights about what

is relevant and important, and 'thick’ description (Geertz, 1973) is collected

which permits judgements to be made concerning the fit between this and

other contexis (p.81).

The question of consistency asks, "How can one determine whether the findings of
the inquiry would be consistently repeated if the inquiry were replicated with the same (or
similar) subjects in the same (or similar) context?" (Guba & Lincoln, 1981, p.104). To
ensure consistency the researcher should establish an audit trail that explains in detail the
process the researcher used to collect and analyze the data. Halpern (cited in Lincoln &
Guba, 1985, p.319) identified six audit trai} categories that should be used when
constructing an audit trail: raw data; data reduction and analysis products; data
reconstruction and synthesis products; process notes; materiziz relating to intentions and
dispositions; and finally, instrument development information.

The final question posed by Guba and Liricoln (1981, p.104) dealt with the concept
of neutrality or confirmability. They asked, "How can one establish the degree to which
the findings of an inquiry are a function solely of the subjects and conditions of the inquiry

and zut of the biases, motives, interests, perspectives, and so on of the inquirer?" Lincoln
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and Guba (1985, p.319) suggested that the major technique for ensuring confirmability is
once again the audit trail. The other two techniques which are integrated in the audit trail
approach are the keeping of a reflective journal and triangulation (the collection of data from
a variety of sources using a variety of methods).

In addressing the four concerns described by Lincoln and Guba (1985) the
researcher utilized a combination of member chécks, triangulation, purposive sampling, a
reflective journal and an audit trail to ensure the credibility of the research procedures and
findings. The process of data wriangulation was adopted to cross check different data
sources ( documents, observations and perceptions of interviewees) agairist one another to
determine consistency in perceptions and interpretations of experience or events. The
process of triangulation was built into the interviews conducted for the study. Interviewees
were often asked to verify or assess the validity of a statement made by previous
interviewees, or o comment on a concept or event described in 2 document. When
appropriate, the interviewees were asked if there were any documents available that could
support statements. This was especially impoitant in researching the genesis of the CALM
curriculum.

Member checks was another method used to verify the credibility and accuracy of
the data. When conducting irterviews the researcher would often rephrase what the
interviewee had communisated to ensure that the researcher was interpreting the message as
the interviewee had inte¢nided. Secondly, data and interpretations were continuously tested
with members of various groups from which the data were solicited. For example,
members of the CALM Steering Committee were asked to share with the researcher their
understanding regarding the origin of CALM. If their understanding differed significantly

from other Committee members they were asked to comment on these differences.
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Purposive sampling was used in an attempt to obtain a better understanding of the
processes involved in the implementation of the CALM curriculum. For example, when
interviewing school administrators regarding their decision as to when to become involved
in the iraplementation of the CALM curriculum it was important to interview administrators
who were supportive of the curriculum and those who had not yet committed themselves to
its implementation. As well, it was at times necessary to seek specific people who could
provide certain kinds of expert information. Such was the case in determining the genesis
of the CALM curriculum.

In an attempt to ensure an acceptable degree of neutrality in the interpretation of the
data, the researcher kept a reflective journal. The purpose of the journal was to record her
personal thoughts or feelings regarding an interview she had just conducted, an event she
had observed, or an article she had read. The journal was useful during the data analysis
phase because it helped the researcher to more accurately recall the details (context,
feelings) of the situation in which the data were solicited or observed. As well, the
researcher asked three members in the Department of Educational Administration at the
University of Alberta who were familiar with the study and knowledgeable regarding the
character and disposition of the researcher to assess the findings of the study for
investigator bias.

Finally, in addressing the concern for the auditability of the research procedures and
findings, the researcher constructed an audit trail. This trail included a reflective journal,
tape recordings and verbatim transcripts of all formal interviews, all of her notes (file cards,
computer print outs, indexes, field notes) used in the categorization and consequent
reduction of data. Finally, the data reconstruction and synthesis products were also kept in

the file folders used to organize the various chapters in the study.
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Ethical Guidelines

This study involved the use of human participants as one of the sources of data.
Actors involved in the successive levels of the implementation of the Career and Life
Management curriculum were interviewed with regard to their involvement in and their
perception, of the implementation process. Because some of the actors interviewed held
key, readily identifiable positions in the administration of the implementation process, it
was not always possible to assure anonymity. Therefore, the researcher took the necessary
steps to ensure that the respondent was fully informed with regard to the purpose of the
study and the purpose of the interview, and that their responses would be treated with
confidentiality. In most cases this was carried out through a telephone conversation. In the
case of Edmonton Public and the Calgary Board of Education a letter of access was
submitted to Board's research liaison office explaining the purpose and intent of the study,
and in some cases this letter was then forwarded to the teacher or administrator that the
researcher had obtained permission to interview (see Appendix H). With regard to
confidentiality, if the respondent was directly quoted and specifically identified, he or she
was given the opportunity to react to, and confirm that the researcher's interpretation of the
information obtained through the interview was accurate and permissible to be used in the
dissertation. Finally, the researcher ensured that the information presented in the final
document would not embarrass or harm the respondent in any way; that is, "off the record”
comments were not used in the study, and whenever possible anonymity of an informant

was maintained.

Summary
The review of the research strategy adopted for the study indicates that the

investigation was conducted using various methods for collecting data from a variety of
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sources. The study ranges from being relatively focused and structured -- as in the analysis
of the genesis of the policy initiative -- to being more unstructured and exploratory
regarding participants' perspectives of the process of implementing the CALM curriculurm.
The first pait of the study tended to be historically based, in that documents were more
readily available and that the events in question had already occurred. However, the heart
of the study rested in the ongoing process of the implementation of a particular policy; that

aspect of the study required a more emergent design.



Chapter 4

GENESIS OF THE
CAREER AND LIFE MANAGEMENT CURRICULUM

The purpose of this chapter is to describe and explain the processes asuiiaied with
the genesis of the CALM curriculum. First the broad context in which CALM svas
developed is defined through a review of policy documents, progress reports, and
philosophical statements obtained from the files of Alberta Education. In the second
section of this chapter is presented a description of how a federal initiative to improve the
well-being of Canadians led to a provincial initiative, and was finally made manifest in a
comprehensive elementary and secondary education health curriculum, in which CALM
was initially viewed as a component part. The third section is a synthesis of the opinions
and perceptions of those involved in the development of the CALM curriculum, regarding
their understanding of Alberta Education’s rationale behind the development of a CALM
curriculum. The fourth section explains the actual processes involved in putting the
Secondary Education policy initiative to develop a CALM-type curriculum into action.
Finally, the chapter concludes with a discussion of significant issues and concerns that
emerged in response to Alberta Education’s decision to develop the CALM curriculum, and

to make it a core requirement for the attainment of a high school diploma.

Philosophical Foundations of CALM
On June 12, 1985 Premier Peter Lougheed and Education Minister David King
officially released a policy statement which was intended to set the direction for secondary
education programs in Alberta. The policy statement was developed in response to a
review of secondary education programs, a survey (Gallup Poll and questionnaire) of the
views and needs of the public, an analysis of current trends in education (national and

international), and forecasts of the future for Alberta and Canada (Secondary Education in
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Alberta, 1985, p.3). In his address to the Canadian Education Association in Septernber
1984, Premier Lougheed emphasized the need for the evaluation of the educational system.
He stated that "if you have a good educational system, the community at large is more able
to survive as an entity—to progress and to grow—providing fine opportunities for our
young people” (Secondary Educatizr in Alberta, 1985, p.3). The policy had its earliest
impact on senior high school students in September,1986 when the minimum passing
grade was raised from 40 percent *o 50 percent, and will have its full impact on students
graduating from high school in the 1990s when all of the new senior high diploma
requirements together with the new and revised supporting programs will have been
implemented.

The philosophical foundations of the policy statement reflect not only the goals and
purposes of education in Alberta, but also the economic and social goals of the provincial
government. The following quotation articulates the philosophical basis upon which the
Government developed its social and economic goals:

The Government of Alberta bases its actions upon a belief in the rights of the

individual within our democratic society. Each Alberta citizen has the right to

the opportunity to achieve the highest possible social and economic

standards. Along with this right, the individual has a responsibility of

contributing, as best as he or she can, t the economic and social well being

of our society (Economic and Social Progress Goals, Progress Report V,
1977, p.2). -

Similarly, the Department of Education reflects this philoscphical orientation in its
stated commitment to providing educational services in an orderly, efficient, and equitable
manner, and in its ultimate aim in education -- developing the abilities of individuals in
order that they might fulfill their personal aspirations while making a positive contribution
to society (Goals of Education, 1978). Specifically, the educational policies attempt to
provide “opportunities” for individuals to develop their potental to achieve social and
economic success, and at the same time to develop skills and knowledge which will enable

them to make positive social and economic contributions to society. These goals and
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responsibilities are supported in the 1985 Secondary Education in Alberta policy document
which reinforces such concepts as individuality, nurturing a quest for knowledge,
excellence, participatio: in a democratic society, and assuming responsibility for oneself
and for the future direction of society. The following statement reflects this perspzctive:

The aim of education is to develop the knowledge, the skills and the positive

attitudes of individuals, so that they will be self confident, capable and

committed to setting goals, making informed choices and acting in ways that

will improve their own lives and the life of their community. (p.7)

There is evident congruence between the provincial Government's economic, social
and educational goals. This congruence sejgests thut the Government perceives the
educational system, through defining i:s educationsl programs, as significant in assisting
Alberta to achieve its economic and social goals.

Responsibilities of Secondary Education Programs

The 1985 Secondary Education in Alberza policy document defines the primary
responsibility of secondary education programs as the intellectual development of each
student and the fostering of a desire for life-long, self-directed leaming. The secondary
responsibility is defined as the social and creative development of each student as a shared
responsibility with other agents in society (family, chufclt, and community). The policy
document also recognizes and addresses the need for students 1o acquire the practical skills
and knowledge for "everyday living" which prepares them to become self-reliant,
contributing members of a constantly changing society. To fulfill these responsibilities and
goals, the policy document outlines a broadly based general education program that
emphasizes "the achievement of basic skills, knowledge and positive attitudes" (Secondary
Education in Alberta, 1985, p.23). In the fulfillment of the secondary responsibility of
junior and senior high programs, and to provide a better balance between cognitive and
affective domains of learning, the policy document proposes the development of a new core

course referred to as "Career and Life Management." The course is to be practical in nature
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and directed toward "everyday living" skills. The document states that the new senior high
school course will require that students successfully complete a core course with the
following central characteristics:

career, personal finance, and life management skills, including personal

development, interpersonal relationships, effective learning skills, career

planning skills and attitudes required in the workplace, preventative alcohol

and drug education, and other relevant societal issues. ( p.24)

Finally, the new Career and Life Management (CALM) course i5 of particular
significance to secondary education in Alberta for essentially two reasons. First, the course
is the first policy initiative to be developed from the Secondary Education in Alberta policy
document, and second, it is the first new core course to be implemented in Alberta Senior

High Schools since 1966 when the grade 10 Physical Education course was introduced.

Impetus for CALM

The need for a course like CALM was recognized iong before the 1984 Secondary
Education Review which provided the basis for the Secondary Education in Alberta policy
document and the subsequent CALM curriculum. The founding basis for CALM can be
traced to the Canadian health promotion movement which was initiated in response to a
1974 report from the Minister of the Department of National Health and Welfare. The
report was entitled A New Perspective on Health of Canadians, and was quickly referred to
as the "Lalonde Report,” because the Honorable Marc Lalonde then held that portfolio.
The report states that the Government of Canada has a legitimate and important role to
assume in health promotion: "The Government of Canada now intends to give human
biology, the environment and lifestyle as much attention as it has to the financing of health
care organizations.” The report goes on to explain that in Canada death and disease can be
attributed to four main factors: biological factors, environmental hazards, unhealthy

lifestyles, and the health care system. Lalonde placed emphasis on the importance of the
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concept of a health partnership between the government and individual Canadians in the
management of the health status of Canadians. He explained:

The [health] problems cannot be solved solely by providing health services

but rather must be attacked by offering the Canadian people protection,

information and services through which they will themselves become

partners with health professionals in the preservation and enhancement of

their vitality.

The Lalonde Report indicated that the Federal Government viewed health promotion
and health education to be of critical importance to the management cf the Canadian health
care system and for the general well being of the public. The problem of getting people to
take personal responsibility for their health and to make wise lifestyle choices requircs
education, information and widespread awareness of the need to take personal action. The
Department of National Health and Welfare had a number of avenues of access to educate
the public; however, one of the best vehicles that not only ensured a "captive audience," but
also guaranteed access to the majority of young people, was through the provincially
controlled educational systems. i1 £$74, as a result of the Federal-Provincial Conference
of Deputy Ministers of Health, the Federal-Provincial Advisory Committee on Community
Health was assigned the task of providing a report and recommendations on school health

education in Canada.

Setting the Groundwork

During the period of 1974-1977 an ad hoc committee established by Alberta
Education studied health education in Alberta. The committee developed a rationale for
change in the existing school health program. On the basis of a seminar convened to hear
the views and opinions of concerned professionals regarding the need for drug education in
schools, a proposed curriculum scope and sequence for health education content was
developed (Mann, 1985, p.1). The committee also sponsored a two- day workshop for

concerned professionals and people not directly associated with an educational institution to



63

hear their views and opinions with regard to major issues involved in school health
curriculum revisicn and updating (Mann, 198S, p.2).

At the local level school boards, in cooperation with teachers and community
services, were already taking the initiative to develop new health materials as well as new
health units. A number of large districts had established standing committees on health
which resulted in the development of complete curricula such as "Dimensions for Living,"
prepared by the Lethbridge Public School Board, and "Perspectives for Living," developed
by the Edmonton Public Schoo! Board. In addition, a number of teacher initiated guidance,
health and life skills type programs were being taught in other districts around the province
in response to local level needs. Based on the ad hoc committee's findings, as well as the
number of locally developed health programs in existence in the province, Alberta
Education concluded that there was a need for a comprehensive provincial health
curriculum (Mann, 1985, p.2).

In 1976 a conference of Provincial Ministers of Health concluded that a realistic
goal for most Canadians would be healihful living. In reference to the Lalonde report, of
the four major factors causing death and sickness in our society, lifestyle was the one factor
over which people could exercise the most control. This goal was soon to be reflected in
the Alberta Health Curriculum.

In response to the report and recommendations prepared by the Federal-Provincial
Advisory Committee on Community Health, an Interdepartmental Task Force was
convened by Alberta's Ministers of Education, Social Services, and Community Health in
1977. Representatives of the Departments of Education, Social Services and Community
Health, Advanced Education and Manpower, Agriculture, Workers' Health, Safety and
Compensation, Recreation and Parks, and Transportation comprised the Task Force. The
Task Force was given the responsibility of critically assessing the current health education
and health related programs in the educational system, to identify the critical health needs of

students, and to make recommendations with regard to education and the health needs of
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students. In November, 1980 the Task Force released a report entitled Report of the
Interdepartmental Task Force on Health Education in Schools. In this report the Task
Force adopted the World Health Organization's definition of health: "health is a state of
complete physical, mental and social well-being and not merely the absence of disease or
infirmity" (1980, p.i). One of the rost significant recommendations made in the report
focused on the role the department could play in addressing the critical health needs of
students:

Because Alberta Education has the mandate to develop and implement
curriculum, and because the Task Force has determined that most of the
inadequacies and problems in the present situation could be dealt with
through development of a new comprehensive health curriculum and
support through resources to teachers in the delivery of the resulting health
program, a set of recommendations has been made specifically to that
department. (p.33)

The report went on to make five recommendations related to a health education
program. Essentially, they recommended the development of 2 mandatory core health
education program for grades 1 to 12 that addressed all of the critical health needs as
identified by the Task Force (see Appendix B). They also suggested the identification of
relevant government and community programs for inclusion as curriculum support
resources in the provincial school health curriculum guide (1980, p.iii).

The other significant outcome of the Interdepartmental Task Force report was the
identification of the critical health needs of the public. The term "critical” was defined as
needs that are of "essential importance” (1980, p.9). In the process of identifying critical
health needs the Task Force concentrated on the entire population rather than on just school
age children. Their rationale for this approach was that "health problems encountered later
in life are rooted in behaviors and practices established during the school years" (1980,
p.5). The Task Force identified twelve problems deemed preventable, for the most part,
through behaviour and attitudes that could be taught through a school education program
(See Appendix B). The report concluded by stating that "good health and its concomitant
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benefits can be achieved if Alberta children are assisted in developing healthy lifestyles”
(1980, p.35). The process of health education and health promotion was deemed
especially importait beczuse "good health is the bedrock on which social progress is built.
A nation of healthy people can do things that make life worthwhile, and as the level of
health increases, so (s the potential for happiness” (Lalonde Report, 1974). The
direction was set for & r:ew approach to the management of health in Alberta, with an
integral component being the new health education program that would be "an ongoing
process designed to motivate and assist students to develop knowledge, attitudes and
behaviors to ensure physical, mental and social well-being” (Mann, 1985, p.5).

In summary, the Federal Government report A New Perspective on Health of
Canadians , initiated a national awareness of the need to improve the health status of
Canadians and marked the beginning of a partnership between Government and individual
Canadians in the area of health promotion. The concept of partmership seemed to imply that
the Government would work toward educating the public with regard to improving and
taking responsibility for their personal well-being (through lifestyle choices) which, in
turn, would result in reduced government health and welfare costs and more effective use
of the health care system. The impact of this repert was felt in Alberta at both the
provincial and local levels as Alberta Ministers of Education, Social Services, and
Community Health combined forces in the review of the health care and health education
of society. The result was the 1980 Alberta Education authorization of the development of
a comprehensive core health curriculum for grades 1 to 12. The elementary health
curriculum was scheduled for mandatory implementation in September 1984, while the
junior high health curriculum was available for optional implementation in 1986. In 1985 a
draft senior high health curriculum was developed under the auspices of the Health and
Physical Education Coordinating Committee; the title adopted for the curriculum was

"Career and Life Management."
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The ciementary and junior high health curriculum were based on nine themes
developed in 1978 by the Interdepartmental Task Force on Health. Five of the themes
authorized by the Curriculum Policies Board in 1979, provided the framework for the
content developed for elementary and junior high health programs. These included self
awareness and acceptance, relating to others, life careers, body knowledge and care, and
human sexuality (optional). For the senior high health program an ad hoc committee
developed a draft curriculum for two, five credit sequc::tial courses for grades 11 and 12.
The curriculum focused on three themes that evolved from the elementary-junior high
health themes: interpersonal relationships, life careers, and life styles (Popowich &
Prather, 1986, p.9). However, the senior high curriculum outlined a total of nine themes
that were to be taught in the two y<ar program. These themes included the following:

1) body knowledge, care and maintenance; 2) self-awareness and acceptance; 3) the
family; 4) relating to others; 5) human sexuality; 6) preparation for marriage; 7) responsible
parenthood: %) life styles (spiritual and ethical ideals, death and dying, alternative life
styles, man 2:d his environment); and 9) life careers. Essentially, the draft curriculum
included an ¢:.tline of the nine themes complete with recommended student health
objectives for :::ch theme, and an indication of the possible overlap of the proposed
objectives with the content or intent of existing senior high programs (Health Education
Curriculum Report, 1985).

The draft curriculum was then presented to the Health and Physical Education
Curriculum Coordinating Committee and was positively received. However, that is where
the draft senior high health curriculum ended. In June, 1985 the Secondary Education in
Alberta policy document was released; this document put a "freeze" on all senior high
programs that were in their development stage. The policy set new directions, goals, and
challenges for the review and development of programs. Therefore, the senior high health
curriculum had to be reworked to reflect the concepts, skills and knowledge areas outlined

in the Secondary Education policy statement.
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The Genesis of the CALM Curriculum

The development of the Career and Life Management curriculum began in
February, 1986 when it was approved by the Alberta Education Instructional Prograrm
Review and Development Committee. The new curriculum was selected to be the first
secondary education policy initiative to be implemented, educators and others were
watching to see how things would develop under these new guidelines. While
considerable work had already been done by the Health and Physical Education
Coordinating Committee on the development of a draft senior high school health
curriculum, CALM was to be disassociated frorm this previous work. It was to be
promoted as a distinctly new pregram of study, unrelated to any existing curriculum.
CALM was a core curriculum, not unlike mathematics, English or social studies.
Consequently, people who had previously worked on the draft senior high health
curriculum were replaced, and a new implementation team was assembled. Their mandate
was to build a new curriculum that would reflect the intents of the policy document. The
rationale for this approach was never officially defined, however, CALM curriculum
committee members and those previously involved in the development of the draft health
curriculum provided their explanations during interviews.

Essentially, they identified five factors that might have influenced Alberta
Education's decision to develop a distinctly new curriculum (CALM), rather than
incorporating the content of the CALM curriculum into existing programs, or promoting
CALM as an extension of the elementary-junior high health curriculum. First, a member of
the CALM Curriculum Sub-Committee commented that "CALM is more than a health’
curriculum. Health is but one component of a curriculum that is designed to provide
students with the knowledge and skills to take control of, or to manage their own lives."
The association of CALM with any existing curriculum could bring with it preconceived

notions, expectations, and possible stigmas that are associated with the existing programs.
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Second, Alberta Education researcher Donna Patterson (1986), reported that senior
high students needed more than "health” education. She stated that the high rate of change
in our society emphasized the already existing need for "self-management skills -- the
developed ability to organize and shape one's life occupationally, financially, and
personally/socially” (p.3). Citing Gysbers (1984), Patterson warned: "There has been
growing recognition that our young people are ill prepared to cope with the ever
accelerating rate of change that is the main offshoot of the electronic revolution. There is
no indication that this rate will decrease” (p.3). In her report to Alberta Education,
Patterson (1986) provided strong support for the need for a mandatory core CALM-type
curriculum.

Third, some of those interviewed perceived a possible political motive behind
Alberta Education's decision to make CALM the first initiative to be implemented out of the
Secondary Education policy. They suggested that by promoting a curriculum like CALM
(one that deals with the affective rather than the cognitive domain, and one that fulfills a
recognized need among teenagers), the Alberta Government could be perceived as
demonstrating to the public that they have been listening to their needs and opinions, and
have addressed those needs through the CALM curriculum.

Fourth, CALM was viewed as being a good (expedient) curriculum with which to
begin the implementation of the Secondary Education policy because very little review or
revision of existing curricula would be necessary. In addition, the coordination of its
implementation should be easier because the curriculum would not be associated with any
existing curriculum department. Finally, the CALM development committee had the
benefit of observing and learning from the developmental process of the ¢lementary and
junior-high Health Curriculum. Sensitive issues had already been dealt with at the
elementary and junior high levels, and many of the community contacts and linkages have
already been established in dealing with the implementation of the elementary and junior-
high health program. As one Steering Committee Member commented, "the CALM
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curriculum developing committee gained from past experience and was better equipped to
fight similar battles.”

Implications of the Policy for the Development of CALM

The initial stages in the formulation of the CALM curriculum involved an analysis
of the Secondary Education in Alberta policy to make explicit the recommended curriculum
development guidelines inherent in the document. The policy made no reference to the
number of credits or the grade level for which the CALM curriculum should be designed.

It did make explicit that students should develop skills and knowledge in five broad topic
areas: careers (planning, skills and attitudes in the workplace); personal finance; life
management (personal development, interpersonal relationships, effective learning skills);
preventative alcohol and drug education; and other relevant societal issues. The policy
recommended that the curriculur should involve parents and public and private agencies in
the instructional program, auq i i -#<-1d develop a partnership with the community in
assisting students in career puiniin2 s training.

The development of w:= Career and Life Management curriculum posed a number of
challenges to the development committee. First, this mandatory curriculum had to be
designed to address a wide range of student interests, needs, backgrounds, capabilities and
learning styles. Second, the curriculum must provide strategies to ensure that the program
content is kept up to date and relevant to current societal issues and student needs. Third,
the curriculum structure must allow schools and school jurisdictions of all sizes to
implement the program, and tc be able to take advantage of local expertise and resources.
Finally, CALM had to be designed (grade level and credit allocation) so that it would have a
minimum impact on student access to other core and complement2ry courses {Project
Development Proposal, 1985).

Based on their analysis of the Secondary Education policy statement, as well as a

review of the previous development of the senior high Health curriculum, the CALM
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Program Development Committee obtained approval of a proposal for the development of
the CALM curriculum (February, 1986). In the document they recommend the
development and field testing of a single Career and Life Management course for three
credits. As an impleméntation alternative, they suggested the development of one-credit
modules that could extend the course to five credits. The rationale for this approach was to
permit schools to address local needs and to take advantage of teacher expertise as well as
of community and school resources. In addition, a three-credit course would have a
minimum impact on student access to other core and complementary courses, and would
cause the least disruption to schools in terms of timetabling, staffing and budget allocations
(CALM Proposal for Initial Approval to Develop Curriculum, February, 1986).

The second phase in development of the CALM curriculum was to establish an ad
hoc committee (Steering Committee) for the purpose of developing the curriculum
philosophy and course objectives, defining the scope and emphasis of the content, and
making recommendations with respect to tiz program structure and document design, as
well as resource support and implementation. The committee had a balance of practitioners
and stakeholders, with representatives from school based personnel (an administrator, three
classroom teachers with experience in related content, and one classroom teacher
inexperienced in related content), from urban, rural, private, public, and separate school
systems; representatives of interest groups (Alberta Social Services and Community
Health, Alberta Manpower, Alberta Consumer and Corporate Affairs, the University of
Alberta, and the Alberta Federation of Home and School Association); and Alberta
Education Personnel (program manager, special education, learning resources). Finally,
sub-committees were established to deal with specific dimensions of the program such as
research on teaching strategies, development of criteria for student evaluation, definition of
learning tasks, and the actually writing of specific units. The members were selected on the
basis of recommendations from superintendcnfs from across the province.' Representatives

from related government departments were appointed by Deputy Ministers.
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Before the Steering Committee embarked on the actual development of the CALM
curriculum, a review of the literature was conducted by Alberta Education consultant Donna
Patterson, which resulted in the following reports: Self Management Skills: A Review and
an Approach to Career, Financial and Life Management, Issues Emerging From the
Secondary Education Review, and Effective Inservice: A Re-Examination, A Discussion
Paper. In addition, Lynn Bosetti provided a report entitled Effective Implementation
Strategies.

In a memorandum to CALM Project Manager Sharon Prather, Patterson (/ssues
Emerging from the Secondary Education Review, Memorandum, March 10, 1986)
summarized issues that emerged from the Secondary Education Review that required some
resolution as first steps in the development of the CALM curriculum. In the memorandum
Patterson (1986, p.2) recommended that CALM be designed as a process oriented
curriculum that would combine information giving and skill building to ensure that students
would be able to both understand generic skills and to apply them in their own lives. With
regard to who would teach the program, Patterson (1986) stated:

If the course has any emphasis on process and skill building rather than

information transmittal, the teacher ideally should be an individual with

process skills. A specialist in huilding the kind of skills identified is

essential. There are already present in many schools such individuals.

Possible sources are the Personal Living Skills program and the guidance and

counselling service tc name only two. (p. 4)

She went on to explain that should such an individual not be available in a school, a teacher
might take on the leadership in this course through the role of coord.sator. The coordinator
would then "draw on resources within both the school and the community to find the most
effective personnel, resources and strategies for reaching the goals set for the course”
(1986, p.4).

During the early stages of the inception of the CALM curriculum (See Appendix A
and C) a number of steps were taken. First, the Secondary Education In Alberta policy

document was analyzed with regard to directions and implications for the development of
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the CALM curriculum. Second, a review of previous work done on the development of the
senior high health curriculum was conducted, and the draft curriculum was then analyzed in
light of the guidelines and objectives outlined in the Secondary Education in Alberta policy
document. Third, a proposal was submitted to the Instructional Program Review and
Development Committee for approval to proceed with development of the CALM
curriculum. The proposal provided pertinent background information concerning issues,
challenges and iriplications affecting the development and implementation of the Career and
Life Management curriculum. It proposed course specifications as a basis for initial
development and piloting, suggested a strategy for the involvement of stakeholders and
others in the development process, and included a timeline which indicated that a draft
CALM curriculum would be developed over a four month period (March to June), in order
to be ready for field testing in September, 1986. Finally, a Steering Committee and four
curriculum development/writing sub-committees were established and taken through an
orientation session in which the expectations, responsibilities and objectives for committee
members were made explicit. On March 18, 1986 the official development of the CALM
curriculum began. By June, 1986 the first draft was ready, and potential resources had
been identified.

In July, 1986 an Invitational CALM symposium was hosted by Alberta Education
(with financial assistance from Consumer and Corporate Affairs, Social Services and
‘~ommeunrity Health, and Manpower) at Barnett House in Edmonton. The CALM Steering
Commirtee adopted the philosophy that the CALM curriculum should be "particularly
sensitive and responsible to the needs of the community and concerns of the stakeholder
groups" (Proposal to Hold Zzvitational CALM Symposium, 1986). They agreed that the
period after completion of the draft curriculum and prior to initial field testing would be an
appropriate time in the developmental process to invite feedback from and to build
awareness of the program among the government and community groups which could

support the implementation of the program. The main puipose of the symposium was to
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elicit a response from representatives of major stakeholder groups that would be involved
in and/or affected by the CALM curriculum (i.e., various departments within Alberta
Education, various Provincial Government Department/ Agencies/ Commissions; Federal
Departments/ Agencies/ Commissions; Public Associations and Agencies; School Systems;
Post Secondary Institutions; parents and students, and the Business sector). The
symposium served five goals:

1. To build awareness of Career and Life Management
objectives and potential impact on timetabling with school
system and school personnel by discussing curriculum
development and implementation.

2. To build awareness of Career and Life Management objectives
among various community interest groups, particularly those who
potentially impact course implementation.

3. To provide recognition for the cooperation of Alberta Consumer
and Corporate Affairs, Alberta Manpower, Alberta Social Services
and Community Health and other cooperating agencies/groups.

4. To encourage sharing of information among various stakeholders
with respect to: o
-what is happening % &'
-what local resourcy 5 i avart

5. To serve as a model for worksheps which could be held
regionally. ( Proposal to hold invitational symposium
involving selected stakeholder groups , Alberta Education,
1986)

The participants were given an overview of the proposed CALM curriculum and the
involvement of various departments, groups and agencies in the development process.
Locally developed CALM related curricula and relevant research regarding the need for a
curriculum like CALM were discussed. Given this background information the participants
in groups reviewed and prepared a response to the need for and content of the CALM
curriculum. They then reassembled to share their respoases, concerns and opinions.
Finally, a few days: later th: Steering Committee reviewed and addressed the resporises

received at the symposium, and then prepared the final draft of the CALM curriculum
which was field tested in September, 1986.
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Issues and Concerns

During the period from May, 1987 to June, 1988 a total of thirty-eight formal
interviews and numerous informai interviews were conducted by the researcher across the
province with a sample of people affected by the implementation of the new CALM
curriculum. Individuals from school and school system administration, teachers, CALM
committee members, Alberta Education officials, Regional Office Consultants, members of
stakeholder groups, as well as students and parents were interviewed (see Appendix F).
Because the interviews were conducted during the early stages of the implementation of the

CALM curriculum, concerns and issues related to the genesis of CALM were prevalent.

A Political or arr Educational Decision?

Due to the pervasive impact 6f schooling on the development of children, many
people and groups feel that they have a stake in what takes place in the educational systern.
Consequently, there are many "watchdogs" (for example, Alberta Teachers' Association,
Alberta School Trustees' Association, Alberta Catholic School Trustees' Association,
Alberta Independent Schools and Colleges Association, Home and School Association, and
Conference of Alberta School Superintendents) of the educational system who monitor the
development and implementation of educational policy initiatives. In anticipation of this
external pressure concerning the development and imiplementation of CALM, Alberta
Education adopted the consultative approach to policy development and attempted to plan,
execute, and be accountable for what they did, keeping these "watchdogs" informed and
involved where ever possibie (Prather, 1988). As might be expected, there were a number
of mixed reactions to the curriculum from stakeholder groups .

It should be made clear that the Secondary Education in Alberta policy statement is a
provincial initiative, to be executed by Alberta Education. Consequently, the decision to

implement any initiatives derived from this policy may be interpreted by stakeholder groups
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as being based on either political and/or educational motives. It may be viewed as being
politically motivated because it is a Government initiated response to a perceived need of
the electorate to which the Government is responsible. In contrast, an educational motive
may be based on a need identified by educational experts (i.e., teachers, administrators,
psychologists, professors) rather than by politicians. During the early stages of the
implementation of CALM, the first initiative from the Secondary Education in Alberta
policy, concerns regarding its origin and need were prevalent among stakeholder groups.
When individuals interviewed for the study were asked by the researcher to share their
nerception regarding the origin and need for the CALM curriculum their response varied
-=om skepticism to positive support. Some individuals responded with such questions as
*Was CALM developed in response to a political need or was it devéioped in response to a
real educational need?" and, "How could a program like CALM emerge from a
smorgasbord of a little. paragraph in the Seccrdncy Zducation policy?”

One school administrator explained:

CALM was a political decision. It was a matter of the Government asking
'what does the public want?' and then responding to their concerns and needs
without really looking to see if we were already fulfilling those needs in the
existing secondary education program. Consequzntly, CALM is little bits
and pieces of existing courses. There were other ways to address the
concerns and issues raised by the public without developing a new
curriculutn. For example, Alberta Education could have beefed up existing
Family Life or Personal Living Skills programs, or directed more funds te
guidance and counselling programs. Thus, I think that the decision to
develop CALM was a political one in that it was a very visible answer to a
problem, one that the Government could go to the pubiic and say 'now we
I zve addressed your concerns.'

Another curriculum supervisor commented:

I would go so far as to say that CALM is a Home Economics course.
However, Home Economics has a certain stigma attached to it, therefore there
is no way, politically, that Alberta Education would make Hcme Economics
mandatory, even though they could have saved thousands of dollars.in the
development of a new curriculum, because the Home Economics curriculum
already existed. The reality was that socially, a mandatory Home Economics

curriculum would never be accepted.
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Many teachers :nd administrators thought that the promotion of CALM as new curriculum
was a political move to demonstrate to the public that the Government was listening to the
needs of the public identified through the Secondary Education Review and developed this
curriculum as a means of addressing those needs.

Some interviewees expressed concern that because the CALM curriculum appeared
to meet an identified need, the Government would conclude that the Secondary Education
Review was a worthwhile process and a legitimate use of tax dollars. Underlying such
sentiments is a suspicion regarding the validity nd necessity of the whole Secondary
Education Review process. Some respondents were concerned about following public
rather than professional opinions. A superintendent explained his perception of the public
support for the outcomes of Secondary Education Review:

The Government can receive support in a number of ways. They can go to

the public and say ‘Do you want this?" And there will be a high percentage of

people that do for example support the move toward a very rigorous and

demanding academic program. However, there are very few parents who

will entertain the idea that their child will not attain those high levels. So the

Govemnment gets the support. They weren't looking to teachers and those

involved in education for a great deal of support. They were looking for

what they had -- public support. Idon't know if they are serving education

very well by doing that.

A curriculum coordinator added:

I want to say that CALM was as much a political decision as it was an

educational decision. I'm just not sure which came first. The Government

has to look like it is doing something about a survey that cost taxpayers "x"

number of dollars. It has been said more than once, that to base any

decisions on the kind of data collected for the Secondary Education Review

would not be tolerated anywhere else. There was such a low rate of return on

the questionnaire. Who is to say that the findings were one way or another?

What was the political validation procedures? We have never been offered

anything publicly about this.

This suspicion, however, may in part be the result of a lack of understanding or knowledge
regarding the actual deta collection and analysis process utilized in the Secondary Educution
Review, as well as inadequate communication from Alberta Educaticn regarding these

processes.
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In a previous study (Bosetti, 1986) conducted by the researcher regarding the
formulation of the Secondary Education in Alberta policy, it was apparent that most people
associated the Secondary Education Review with a questionnaire that was distributed to all
households and had a very low rate of return. One superintendent stated that “the
Secondary Education policy was based on input from Albertans, but those that spoke out
were a biased sample of outspoken parents and people that hold unrealistically high
expectations of children and education.” Actually, the Secondary Education Review was a
lengthy process involving commissioned studies on adolescent needs and attitudes,
forecasts of reasonable futures for Alberta and Canada as well as a Gallup Poll to determine
the views of the public, student opinion polls, a newspaper-style questionnaire delivered to
856,000 households in Alberta, a review of changes occurring in other provinces and
countries, and public forums held across the province (Secondary Education in Alberta,
1985, p.3).

Many educators and stakeholder groups were cognizant that a senior high health
curriculum had been developed before the Secondary Education in Alberta policy statement
was released. It was never fully explained to those involved i the development of the
grades 1-12 Health curriculum what happened to the senior high component. Therefore,
some of the respondents still perceived CALM to be an extension of the elementary-junior
high Health curriculum.

A number of participants interviewed for this study viewed the decision to
implement CALM as a combined political and educational decision, both of which were
legitimate. A member of the CALM Steering Committee explained:

CALM is the response of the legislature to community concems. Itisa

matter of grassroots coming up and saying 'this what we think our kids

need', and legislature responding by giving Alberta Education the task of

coming up with something in response. So it was a pelitical response to a
community demand, and that is what makes CALM so unique.
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Respondents who shared this perspective tended to support Alberta Education's decision to
develop CALM. A superintendent stated, "Alberta Education, as a government institution,
has the responsibility to respond to public needs, values and expectations.” And a CALM
Steering Committee member added, “ the fact that two Ministers of Education have
supported the development and implementation of a compulsory core CALM program,
despite some strong opposition, makes CALM a significant program."

Need For CALM

Much of the resistance to the CALM curriculum expressed by the participants was
associated with the decision that it would be part ¢ the secondary education compulsory
core curriculum. Some administrators felt that they had little control or power over the
decision to implement the curriculum. A principal of a small rural high school explained:

You feel that decisions that are made at the top (Alberta Education), are often
made without fully considering the implications at the botiom or school level.
Sure they give us an opportunity to respond to and learn about the CALM
curriculum, but when these ideas are presented to us we haven't had time to
consider all of the implications yet, so we can't immediately react.

Another principal from the same region added:

We attend Alberta Education sponsored meetings only to find out they are
for the dissemination of information such as the philosophy of the new
program and its rationale. We have no reii opportunity for input, the
decisions have been made regarding what is going to be done. Now they
tell us the facts and where to go from here!

A superintendent stated:

We have had little, or virtually no input as to whether the CALM program
would or would not exist. It was quite clear right from the beginning that it
was going to be a mandatory program. Theore* cally, we have had input
into the content of the CALM program through our teachers serving on sub-
committees and on the Steering Committee. But the fact is CALM was a
given. There were no arguments as to whether students should or should
not have to take it.
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Thus, the central issues and concerns regarding the implementation of the CALM
curriculum were not focused on the content of the CALM cusriculum, nor were they
directed toward the need for and utility of the knowledge and skills taught through the
curriculum. Rather, the central issues dealt with the mandatory nature of the curriculum.

Another negative reaction to the development of CALM dealt with the feeling that
many schools were already addressing the need for a curriculum like CALM through
existing programs, or through seminars, guest lectures, career days, or through some
locally developed program (e.g., Dimensions for Living ). Their feeling was that
educators at the local level were in the best position to determine what the students and
community needed, and could best assess what resources and capabilities were available to
address those needs. They resented courses being mandated from the top-down. A district
administrator explained one Board's reaction to CALM:

Our board was initially opposed to CALM for essentially two reasons. First

and foremost, CALM was perceived to be a provincial mandate that infringed

upon the Board's right to decide what is necessary for our students. Second,

the Board was feeling pressure from high school principals who were

concerned about the impact of CALM on their existing programs and on their

staffing requirements.

"The CALM Project Manager defended the mandatory nature of CALM by explaining that,
while Alberta Education recognized that there had been some very good work done in
subject areas similar to the themes dealt with in the CALM curriculum (i.e., Personal
Living Skills, Business Education), these subject areas were optional, and therefore it was
not possible to ensure that all students would receive the skills and knowledge covered in
these areas. Prather stated:

When you come right down to it, would you rather have that excellent
information reach only 20 percent of the school population because it is an
optional program, or should it reach 100 percent of the student because itis
a core program? If you believe in the program and the content, and you are
committed to what is best for students, then you'll have to opt for 10{)
percent. Besides, CALM can be a positive opportunity. Teachers can take

various dimensions or themes in the CALM curriculum and expand on them
in their complementary programs.
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In general, Alberta Education took the position that if the skills and knowledge
communicated through a curriculum are important to the personal growth development of
students, then that information should be made available to all students in the form of a

core curriculum.

CALM and Diploma Program Changes

Many of the initial reactions to the CALM program were expressions of frustration
over the proposed changes in the secondary education program as a result of the Secondary
Education in Alberta policy statement. The majority of the interviewees felt that there was
a very real need for a curriculum like CALM; however, the sacrifices that some schools
would have to make in order to implement the curriculom were viewed as being too great.
The problem seems to be rooted in the new diploma requirements. Some administrators
viewed the new diploma requirements as being too focused on academic rigor (pass mark
raised from 40 percent to 50 percent and students given a choice of working towards an
Advanced or General diploma) and too prescriptive in nature, limiting student choice and
flexibility because of the increase in course requirements. The result, one superintendent
predicted, would be:

an increase in the student drop out rate, a three and a half to four year high

school program; narrowly, rather than broadly educated students, and the

demise of fine, performing and practical arts programs.

He went on t6 explain that the option of striving for different diplomas (Advanced and
General diplomas) would result in "the majority of students striving for the Advanced
Diploma mainly because of parental pressure and their unrealistically high expectations for
their children, as well as the possible perceived stigma that may become attached to the
lesser’ or non-advanced General Diploma.”

The sacrifices that schools, and especially small schools, would have to make in
order to make room for the new secondary education curricula (CALM being the first) had

implications for staffing, timetabling and student access to core and complementary
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programs. With regard to student choice, student's timetables would be filled with more
mandatory courses, and if students only needed 100 credits for graduation they would
eliminate those "interest” courses that were not essential diploma requirements. The
alternative would be for students to-take those "interest" courses, but in exchange, be
prepared to spend another half a year in high school.

Some principals stated that in making decisions regarding the staffing and
timetabling of new courses, mandatory courses would take first priority, while
complementary programs would take second, depending on student interest. They
anticipated that this might result in the elimination of some complementary programs ( i.e.,
Fine and Performing Arts, Vocs:ional programs such as Beauty Culture and Industrial
Arts), and that some of these teachers responsible for complementary programs would have
to resort to teaching in other subjes:* areas. In some schools, teachers would no longer be
able to teach in only one subject area and could end up teaching as many as three different
subjects. Some teachers felt that the outcome of these changes, in terms of their
preparation time, would be to focus on teaching the newest, most unfzmiliar course at the
possible expense of the other courses.

Among school personnel talked to, development of the CALM curriculum was
associated with apprehension because it involved a re-structuring of programs and priorities
within each school in order to implement the many program changes in response to the
Secondary Education in Alberta policy document.

In general, people outside the Steering Committee, the Sub-Committees and the
Project Team varied in their knowledge about the Secondary Education folicy process.
Their opinions ranged from political acquiescence to public will, to listening to interest
groups only, or ignoring educators' concerns, to repackaging old content into a new course
without deleting the old, to a genuine need for the course. Some were concerned less with
the course itself than with the prospect of beginning of a series of radical changes in

secondary school programs and diploma requirements.
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Controversy Over The Content Of CALM

While the CALM curriculum encountered some resistance from what the Steering
Committee referred to as the "reactionary fringe," it did not experience the same degree of
controversy as did the elementary-junior high Health curriculum. They attributed this to a
number of factors, the main one being that the development of the elementary-junior high
Health curriculum served to reduce the impact of dealing with some of the controversial
subject areas covered by both the Health and CALM curriculum. The junior high
curriculum had already opened the doors to the discussion of once taboo issues such as
human sexuality and body knowledge and care.

The Deputy Superintendent of Three Hills School Division (Dick 1985, p.31)
explained that the controversy over the human sexuality component of the elementary-
junior high Health curriculum brought into focus a more basic underlying question of
"What should be taught in our schools?" He emphasived that this experience suggested that
parents were genuinely concerned about the responsibility and limitation of the educational
system, and that educators must be more sensitive to the wishes of parsnts. For him, the
lesson to be learned was:

[ilgnorance breeds misunderstanding and suspicion. Educators must

generate confidence in their schools by convincing parents that they also

genuinely have the welfare of the child and society at heart. This cannot be

done by one teacher or administrator alone; it must permeate all levels right

from the Minister of Education (sic) down to the classroom teacher (Dick,

1985, p.32).

The topics that had been areas of controversy in the elementary-junior high Health
curriculum were also focused on CALM but to a much lesser degree. The major issue was
the optional human sexuality component; the CALM Steering Committee initially proposed
to have human sexuality integrated into the curriculum. Their rationale was that in order to

address issues which are of relevance to this age group, awareness of sexuality, one of a

teenager's primary concemns, needed to be addressed. They argued that the average age of
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puberty is dropping in both male and females with the physiological capability of
reproduction occurring at age 13. While further maturity and consideration of marriage is
not expected for another ten years, "in the interim teenagers must deal with changing norms
and pressures, provocative media, and emerging personal awareness” (Request for
Approval to Integrate Human Sexuality into the CALM Program, 1986, p.1). Their second
point was that students are exposed to a great deal of misinformation during childhood and
adolescence and require factual information to help them "to relate their developing sense of
sexuality to their perception of who they are, how they see others, how others see them,
and how they relate to others" (Request for Approval to Integrate Human Sexuality into the
CALM Program, 1986, p.1).

Finally, the Steering Committee argued that people must acknowledge and deal with
the reality that sexual activity is part of many students' lives. They cited an 1981 study
done in Calgary which revealed that “24 per cent of 14 year »lds and 66 per cent of 18 year
olds ir ¥ -7 +hat they had experienced intercourse” (Request for Approval to Integrate

5 inko tne CALM Program, 1986, p.1). In addition, the number of cases
“transmitted diseases reported in Alberta was more than twice the national
-vle, 80 per cent of cases of gonorrhea were reported in Alberta in the
oup (Calgary Health Service Annual Report, Social Hygiene
__.» and Sexually Transmitted Diseases in Canada 1971-1984, Health and
-« wyure Canadg). In 1984, teenage pregnancy in Alberta was 54.1 per cent higher than the
national average (Statistics Canada, Vital Statistics: Volume 1, Births and Deaths, 1984,
catalogue 84-204 ) and the two provinces with birth rates below the national average,
Ontario and Quebec, had well developed family life curricula and accessible family
planning clinics. The document concluded with a summary of professional associations
and their reports (The Alberta Public Health Association, Canadian Public Health
Association, The Medical Association, and The Report of the Interdepartmental Task Force
on Health Education in Schools) that have lobbied for and support the need to implement a
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compulsory program which includes human sexuality (Request for Approval to Integrate
Human Sexuality into the CALM Program, 1986, p.5). They stated that the result of
"adolescent sexual activity and the related consequences have resulted in unacceptable
personal and societal cost," (1986, p.1) and proposed that information and education was
one way to:combat this problem.

A second problem, initially related to the human sexuality controversy, was the
issue of morals and values. A number of school trustees. parents and religious groups
reacted to the CALM curriculum on the basis that it takes an amoral stance on human
sexuality, permitting students to make their own personal decisions as to how they stood
on the is¢ue. A CALM curriculum supervisor defended CALM on the basis that it involves
a process of value clarification. She explained:

CALM gives students knowledge and information and shows them how to

use #hat information in combination with personal values that the student

may fearn at home or through the church. They leam to make personal

decisions based on decision making skills which combines facts with values

and beliefs.

A principal front-a large urban high school elaborated:

CALM deais with value clarification, it does not impose values on students,

but provides the opportunity for students to reflect upon and clarify their

own value position. They have the opportunity to, and are encouraged to

consult with significant others (i.e., family or church) in formulating their
own value posttion.

From a review of the CALM curriculum the values implicit in CALM incorporate
the Alberta Education's statement on Goals and Values of Education which emphasizes
dignity, respect, and responsibility for eneself and others. A CALM Steering Committee
Member stated:

CALM is a reflection of thoie middle class values that we'd like to see most

citizens adhere to partiilarly in terins of taking charge of yourself, being

responsible, contributing to the comiriunity, and making the most of
yourself to be a better person aid togontribute to society.
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Alberta Education made it clear with both the Health curriculum and with CALM
that it would not accede to the wishes of a minority who were adamant that human sexuality
not be taught in schools. In 1986, the Honourable David King, then Minister of
Education, clarified Alberta Education's stance on the issue of moral education in a letter to

parents concerned about many aspects of the elementary-junior high Health program:

It is appropriate for the young child to be taught rules relating to basic

values such as respect and tolerance, and that as the child develops the

ability to reason, he develop the skills.of inquiry and critical thinking.

These skill are essential for the growth of a democracy and should in no

way detract from the individual's ability to recognize or accept what many

would consider to be absolute values or truths.

The solution to the problem of a lack of moral guidelines or a set moral framework from
which to teach human sexuality in CALM was the decision by Alberta Education to make
human sexuality an optional component at the provincial level. Local school boards would
have to make the decision as to whether it would be taught in their system and whether it
would be offered on a mandatory basis (with the provision that parents could have their
child opt out of the course) or on an optional basis. They also made the concession to
permit church related schools, with Alberta Education approval, to teach the CALM
curriculum from within their prescribed Christian values.

For some groups, the CALM curriculum was secularly humanistic ard in
opposition to Christian values (similar comment had been made about the elementary-junior
high Health curriculum). Members of the Alberta Catholic Schools Trustees' Association
(ACSTA) expressed concern over the title of the Career and Life Management curriculum,
feeling that the concept of "life management" was a secular concept that did not
acknowledge a person's essential relationship with God in relation to the ability to take
control of one’'s life. The rationale of "self management skills--the ability to organize and
shape one's life occupationally, financially and socially" excludes the spiritual and religious
dimeméens of the person (ACSTA, 1988, p.1). The Alberta Catholic schools adopted the

positien that "Life is a mystery to be lived and not a problem to be solved.” Consequently,



86
the ACSTA's main opposition was toward the individualistic, consumer oriented, success
oriented, competitive nature of hurnan beings promoted in the CALM curriculum, wherein
self/life management could be reduced to a few principles of management. The Catholic
faith focuses more on the individual as part of a greater community and advocates that
personal decisions should be made with the interest of the community in mind (ACSTA,
1988).

In response to the concerns expressed by the ACSTA, an accord was reached on
December 3, 1987 between the Alberta Catholic School Trustees' Association and Alberta
Education which permitted the integration of Religious Studies and the Career and Life
Management curriculum. The accord "preserves both provincial policy and the intents of
the Alberta Catholic School Trustees' Association...and retains both CALM and Religious
Studies 15-25 in accordance with the intent of the secondary education policy statement"”
(ACSTA, 1988, p.1). The result was that the CALM curriculum would be taught in
Alberta Catholic Schools from within the following philosophical framework:

In Alberta Catholic Schools, Career and Life Management is viewed from

within the Mystery of Creation; God's empowerment and our personal

response. Itis in this personal response that God's creation of humanity is

invited to accept the many sides of existence. Self management, the

necessary discipline within moral laws, is a quest which must be found from

within each person. It is both exciting and rewarding. The Holy Spirit

speaks through the living imagery arising from the 'unconscious part’ in

individuals. (ACSTA, 1988, p.2)

In summary, despite opposition to the CALM curriculum during its early stages of
development, CALM was developed quickly with strong provincial inter-governmental
support (representatives from various Government departments served on the CALM
Steering and Sub-Committee), as well as the support from numerous health and social
welfare related associations. Alberta Education held the position throughout the curriculum
development stages that CALM would be a compulsory core course. The CALM Project

Team was, however, committed to implementing the curriculum with the least possible

disruption to the day-to-day function of the school system, and therefore was responsive to
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problems specific to certain situations (i.e., the Catholic system and some private schools).
The controversy over the human sexuality component, the issues of values and morals, and
finally, the olj=ction to the human secular nature of the course did not influence the
direction of the development of the CALM curriculum,; these issues were dealt with through
rational discussion. Alberta Education argued that the role of a public school system is not
to place values into a specific religious context, rather it is the right and responsibility of

parents to place what is learned in school into the context of family values.

Summary

The evolution of CALM has been examined from a historical perspective,
attempting to make explicit the contextual framework in which the curriculum emerged.
The impetus for a curriculum that focused on health, lifestyle, and well-being can be traced
to the 1974 National Department of Health and Welfare movement to improve the well-
being of Canadians and to get them to take responsibility for their health. This movement
eventually had an impact at the provincial level in 1977 through the establishment of an
interdepartmental task force to investigate critical health needs of students. The task force
recommended the development of a mandatory core health curriculum for grades 1 to 12.
The result was the development and implementation of an elementary and junior high
Health curriculum and a draft senior high Health curriculum. The senior high health
curriculum, however, was never implemented because of the release of the Secondary
Education in Alberta policy statement which set new direction for the development of
curricula.

Many questions were raised regarding why the government made the decision to
develop a new core curriculum (CALM) rather than revise existing curricula to address the
mandate in the Secondary Education policy statement. Participants in the study identified
five factors which they perceived as influencing the goverﬁment's decision to develop

CALM. The factors ranged from political motives, expediency in implementing the new
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policy, to past experience with implementing the elementary and junior high Health
curriculum.

A number of concerns regarding the mandated nature of the cwrriculum and the
consequent impact it had on student program choice were identified. Teachers and
administrators expressed concern over the lack of consultation with the local level regarding
the need for and content of the curriculum. The ACSTA objected to the instrumental
approach to managing life advocated in the CALM curriculum because it did not take into
consideration the creative, intuitive and spiritual dimension of peeple. Objections and
skepticism revelving around the devélopment of CALM were targeted on the view that

CALM evolved more in response to a political decision rather than an educational need.



Chapter 5

DEVELOPMENT, AWARENESS AND ADOPTION OF CALM

The purpose of this chapter is to describe and explain the processes involved in the
development of the CALM curriculum and factors which influenced that process. Specific
attention is given to the human dynamics of managing such a pioject, and to the techniques
and strategies employed by the CALM Project Team to gain support for and acceptance of
the CALM curriculum in the schoo! systems. The second part of this chapter examines
strategies employed by the Project Team to prepare administrators and teachers from across
the province with the knowledge and skills necessary to implement the CALM curriculum
effectively. Finally, the chapter concludes with a discussion of the reaction of principals

and teachers to inservice activities.

The Context
The adoption and implementation of the new Career and Life Management
curriculum was influenced by a number of factors that defined the context in which CALM
was conceived, developed, and implemented. The most significant factors affecting the
adoption of CALM were the political and socio-economic environment in Alberta as well as

the psychological disposition of the actors embedded in that environment.

The Socio-Economic Environment

The initiation of CALM came at a time characterized by economic instability.
During the period,1984-1985, and once again during 1987-1988, the Alberta Government
reduced funding to Education which in turn affected general funding for schools and
resulted in a major reorganization of the structure of the Department of Education. Due to
reduced operating grants, many school systems also experienced reorganizations in their

own administrative structures and a tightening of budgets, with the concomitant ¢ -+ ¢ of



90
reductions in programs and teacher positions. Additionally, in a short period of time
Alberta Education introduced a number of new policy and program initiatives (i.e.,
Management Finance Plan, Teacher Evaluation policies, and Student Evaluation policies)
which added to an atmos= - = of anxiety often associated with change and uncertainty.
Under these circumstan¢:. "= predominant concems of most school administrators were

focused on system maintenance.

Psychological Disposition

Some school administrators perceived the adoption of CALM as an opportunity for
recognition as progressive administrators (keeping abreast of change) or possible career
advancement. In the interviews a number of school administrators expressed the view that
CALM was an administrative challenge in terms of successfully managing the logistics of
implementing the curriculum (staffing and timetabling, and teacher inservice). They also
viewed it as an opportunity for individual growth through the experience of becoming
involved in a new subject area. However, one CALM curriculum specialist observed
"there are those administrators and teachers who get in on the ground floor of an innovation
or change for political ressons and to advance their career or status. However, once the
fireworks of initiating the program is over there is no real commitment to ensure the
maintenance of the program.”

For some teachers, involvement in CALM meant job security and possible career
advancement as emerging leaders in this new field. A CALM Coordinator and workshop
facilitator for a large urban district commented on the reaction of one of her peers to her
involvement in CALM:

One fellow on our staff cornered me i~ 24 office and said, "Well, you've

secared your job for a while!"” That comment hurt. While my involvement

in CALM has secured my position in the system, it was not my main reason

for becoming involved. 1 was ready for a career change and a challenge and
CALM provided me with that opportunity.
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Another CALM teacher and workshop facilitator added:

Teachers have concerns regarding what is going to happen to their programs

and their positions as a result of implementing CALM. Some are very

receptive to becoming involved in CALM as an alternative area of

specialization. A lot of them see the writing on the wall.
Involvement in CALM also aroused questions of personal capability, school philosophy,
program priorities, and the possible reduction of staff due to program redundancy. One
school administrator felt that the implementation of CALM when combined with the other
Secondary Education Policy changes was overwhelming and intimidating. He was not
sure that he had sufficient knowledge or resources to manage adequately the
implementation of all of these changes. Another administrator expressed concern regarding
which programs to cut to make room for CALM because of the repercussions his decision
would have on teaching positions and student program choice. Teachers and students in
his school priced themselves in the music and athletic achievements which Fe felt were
threatened due to the implementation of CALM and other secondary education program
changes. Consequently, how administrators or teachers perceived the impact of CALM on

their personal positions in the school system was a significant determinant of whether they

supported or opposed the implementation of the CALM curriculum.

The Political Environment

The political situation in Alberta also was undergoing major changes during the time
in which CALM was initiated and scheduled for implementation. One of the major
contributors to this period of instability was the June 25, 1985 resignation of Premier Peter
Lougheed, leader of the Government of Alberta and the Progressive Conservative Party for
the previous filteen years. The city editor of the Edmonton Journal, Shelia Pratt (1987),

summarized the impact of Lougheed's fifteen year reign:
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Lougheed's autocratic style of leadership had squeezed the initiative out of the

party and had driven off aspiring leaders. He left a front bench sorely bereft

of political smarts and intellectual leadership. The rank and file, after years of

unwavering loyalty to one man, did not dare act on their own. (p. 92)

Pratt concluded:

Without his [Lougheed] driving force, his intensity, dedication, keen political

instincts and hard work, the Tory party might never have risen from its

ragged beginnings to its unprecedented electoral success. But his immense

personal power was in the finai moment the party's weakness. The rank and

file r(r)lust now struggle to find the strength the retired general took with him.

(p.101)

The result of Lougheed's resignation was the selection of Donald Getty as the new
leader of the Progressive Conservative party. In the election of May 8, 1986 the
Progressive Conservative Party attained its fifth straight victory, but lost 22 seats cf 83
(Lougheed had confined the opposition to six seats after the 1975 election). This lent
legitimacy to the opposition parties and created a sense of political plurality in Alberta.
Pratt commented on the results of the May 8, 1986 election and the selection of the
Honourable Donald Getty as Premier:

The election results showed [Getty] failed :0 unite the [Conservative] party

after the leadership race and revizalize the party’s image. His low-key style

didn't inject any sense of urgency into a deteriorating economic situation.

Getty didn't give the voters a vision. At the end of the campaign, they still

wondered where he wanted to take them. (p.112)

Along with the election of a new Premier who brought a certain change in
leadership style and unclear vision for the future of Alberta, the Department of Education
underwent a second change in Ministers since the Honourable David King had been
replaced by the Honourable Neil Webber in 1986. The new Education Minister, new to
politics and to the Progressive Conservative party, was the Honourable Nancy Betkowski.
As a result of these changes the Department of Education faced the prospect of integrating
the pricrities and agendas of a new Minister and a new government. The changed political
situation brought into question government priorities and where education ranked in that list
of priorities. It soon became apparent to the new government that economic policy alone

could not guide Alberta and satisfy the electorate. During this period critics of the
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Progressive Conservative government accused the government of being preoccupied with
the economic goals of the province and of being insensitive to peoples' social needs. In
response to these criticisms the government decided that a policy should be developed
which not only would reflect that they were a caring, responsible ane socially conscious
government, but also would provide a framework for future decisions. One governinent
official intimately involved in the development of the social policy, explained that the
government ep- - *.2ed social and economic policy as being two sides of the same coin.
He explaine’ acial policy was needed to encourage citizens to become self reliant,
responsible, p. . cipating members of society, and that economic policy was necessary 0
provide people with the wealth, goods and services that they required.” Consequently, on
March 28, 1988 the government announced its statement of social policy for Alberta—
Caring and Responsibility-- and Premier Getty announced his commitment to the family.
Education, as a vehicle for achieving mandated social and economic goals, appeared to

have a place and was safe among the governments list of high pﬁorities.2

The Educational Environment

In conversation with members of the CALM Project Team it became apparent that
from the outset they were cognizant of the possibility of CALM becoming the scapegoat for
other problems in the system (i.e., restricted funds, program redundancy, number of
changes required due to the Secondary Education in Alberta policy statement). One
committee member commented "heart strings are pulled when teachers and administrators

witnessed the demise of otherwise good programs in order to make way for new secondary

2Education as a government priority was reflected ip subsequent grant
increases. By 1989 Education ranked the highest of all grant recciving
agencies. The following is a summary of grant increases for Education since
1984: 1984-85 zero percent increase, 1985-86 a two percent increase, 1986-87 a
four percent incrcase, 1987-88 a three percent reduction, 1988-89 a 3.4 percent
incrcase, and 1989-90 a 5.5 percent increase.
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education programs.” She went on to explain that "CALM was consequently viewed as the
main culprit because it did not depend on or expand on any existing subject areas, nor was
it a substitute course. It was a new course that had to be accommodated in the timetable.”
Another teacher reinforced this perspective when she stated that "CALM had become the
scapegoat for bigger problems' such as declining student enrollment, staff reduction and
new diploma requirements." She explained that because CALM was new "it was seen as
being the culprit that was going to destroy already established programs.” Consequently,
the Steering Committee and Project Team discussed the possibility that some school
administrators -- in their attempt to maintain a sense of direction and control in times of
budget cuts, staff reduction, program reduction, and declining student enrollment -- may
consciously or unconsciously have targeted CALM as the focus on which they could
project their problems and concerns and resist or impede change as long as paszible.

This observation was supported by the comments of a CALM curricutizs specialist
and facilitator for CALM school administrator information/orientation sessions. Shs
explained that from her experience with the implementation of CALM she hzad observed that
much of the resistance to the curriculum had come from school administrators an had
centered around issues of power, control and routine. She concluded that administrators

didn't like to have [policy directives] mandated or imposed on them from

above, and they didn't like these [directives] to interrupt their routine. The

Secondary Education Policy had done both. As administrators attempted to

accommodate changes to the secondary education program in their schools,

some were forced to re-evaluate what was of priority in their school

programs and to reflect upon their cwn philosophical position with regard to

schooling and the role it shouldiplay-in society.

A CALM curriculum supervisor added that in her district, opposition to CALM was
originally based on her Board's reaction to the Secondary Education in Alberta policy
statement and was an attempt to assert district power. She felt that her board believed that

they could resist change by stating that they were not going to support the implementation of

CALM. However, "when it became obvious that the Department of Education was not
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going to yield to the Board's pressure, and that CALM would remain a mandatory course,
the situation became very sensitive.”

Arguments against the implementation of CALM were anticipated by the Project
Tearm and the Steering Committee and did emerge. They included concerns expressed by
school administrators during the eleven CALM information/orientation sessions held across
the province. These included the concern that CALM could fail because of inadequate
funding for inservice training ffor teachers, incomplete resources, the perceived lack of real
need for the:new program, and because the implementation process was occurring too fast
and without adeqiidté consultation with local levels. However, those knowledgeable and
experienced with program implementation felt that many of these arguments were based on
fear and resistance to change, as well as on rumors and the essential lack of knowledge
about or understanding of the CALM curriculum. A principal and member of the Steering
Committee stated that "people must be kept up to date regarding changes and developments
[with regard to CALM] to mitigate against rumors and the view that change is coming from
on high. Information gives them a better sense of having some control." Another
curriculum specialist and information session facilitator added, "people react to rumors and
speculation unless they have accurate up-to-date information targeted at assumptions
regarding how CALM will affect them and their position directly. They need to know what
is happening, what is Alberta Education's position, and where they fit into the new
changes."

The CALM Project Team also realized that CALM could not afford to fail during
the two years of voluntary implementation because CALM set the precedent for future
change initiatives resulting from the Secondary Education in Alberta policy. A CALM
facilitator and curriculum specialist stated "the fireworks are always at the beginning of a
program, however for change to be effective it must continue, and that is where it often

fails
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-- itdoesn't become part of the daily routine." She went 6!! to explain that "what worked
to initiate a program may not work to keep it going. This should be considered and
planned for at the beginning. The program initiator can only take a program so far, then the
program ngeds new blood to carry it on."

The CALM Project Manager, Sharon Praiher, explained that while her mzjor
responsibility was to design the CALM curriculum, and initiate its irnplementation
(Curriculum Design branch of Alberta Education), in doing so she also had to take into
consideration on-going support for its implementation (Curriculum Support branch of
Alberta Education). Cognizant of school administrators' skepticism toward curriculum
change as a result of past experience with educational reform movements, the Project Team
made the decision to consciously work at gaining the trust and confidence of school district
administrators that they would proceed according to an explicit plan in the development and
implementation of CALM. In addition, they ensured that the necessary guidance, support
and resources would be available by the date of mandatory implementation. They also
ensured that local implementors would have the opportunity to attain the skills, materials
and knowledge to facilitate the implementation of the curriculum. However, because the
Project Team was not directily responsible for training CALM teachers, and because
implementation of the curriculum was dependent on resources and input from community
groups and associations and government support agencies (i.e., Community and
Occupational Heaith, Health Units, Consumer and Corporate Affairs, Manpower,
ADDAC) they established a network of cooperation and collaboration among school district
administrators, school principals, CALM teachers, the Department of Education, and these
agencies. In response to these needs and challenges the CALM Project Manager and the
Project Team selected, what they described as a "well qualified cohesive Steering
Committee," and together they worked to keep those affected by the implementation of the
CALM curriculum informed. They also provided opportunities for them to express

concerns, gain clarification, and to expand their skills and knowledge in areas related to the
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implementation of CALM. This was accomplished through information - orientation
sessions conducted across the province, a2 symposium on CALM, the Alberta Education
news bulletin In Focus , and by having members of the Project Team and Steering
Committee speak at various teacher and administrator conferences, seminars, and

workshops.

Steering Committee Perceptions of
the Curriculum Development Process

The adoption phase in the implementation of the CALM curriculum was examined
primarily from the perspective of the CALM Steering Committee members and the CALM
Project Team Manager. The rationale for this approach was that the perception of these
actors regarding their mandate and the shape that the CALM curriculum ought to take could
be contributing factors in determining the outcome of the final curriculum document, how it
was promoted by Alberta Education and perceived by school implementors.

The majority of the CALM Steering Committee members were selected by the CALM
Project Manager upon recommendations from superintendents from across the province.

The remainder of the Committee was aﬁpointed by Ministers of portfolios that had an interest
in the content and objectives of the CALM curriculum (i.e., Community and Occupational
Health, Career Development and Employment, Consumer and Corporate Affairs,
Manpower). The Government's decision to adopt an interdepartmental (hence:
interdisciplinary) approach to the development of the CALM curriculum was to demonstrate
to the public that the Government viewed the education of Alberta’s youth as the shared
responsibility of the government, the community and the school system (Career and Life
Management Briefing Report, January, 1987).

The establishment of an interdisciplinary Steering Committee had advantages and
disadvanages. Committee members interviewed perceived the most significant advantage
was that as an advisory committee, members brought with them valuable personal experience

and expertise. A Committee member and representative of one of the supporting government



98
departments explained that "Committee members brought with them valuable content
expertise, differing views, values and expectations, coordinated input from other
govemment departments, and a voice representing their department's philosophy.” He
concluded that "as a group they were more cognizant of the 'bigger’ picture, and were
therefore more politically sensitive in their decisions.” However, the varied backgrounds of
the Committee members also created some problems. A Committee member and
representative of a specialist council stated that "initially people came with their own agendas
and the belief that the curriculum should have a particular focus or thrust. Each person
represented a particular perspective that needed to be heard, and they were prepared to fight
forit." Early in the curriculum development process the Program Manager made it clear to
the participants that the decisions that the Commitiee made would have an impact on the
CALM curriculum across the province, and therefore, per: al considerations may have to
be made subordinate to those of the province. The Program Manager explained the
significance of this task:

##¥hen formulating an interdisciplinary steering committee it is important to
have members who are committed to kids first and foremost, and then to their
areas of expertise. They must be able to maintain this perspective in order to
benefit from a synergism of effort and ideas. The trick is to meld the
expertise of the committee members into a collective force that is working
toward a common goal, even though each person comes in with their own

agenda, some that are contradictory and some that are complementary. We
have to mesh them together into a similar focus.

She explained the strategies that she used in order to bring the Steering Committee
and sub-committees together and working toward a common goal. Her first priority was to
establish a sense of broad ownership and support network for the development and
implementation of the CALM curriculum. TePrather, her role in the management of the
CALM project was somewhere between being ateam captain and being the team coach:

One of the major priorities I had was to build a team that was not dependent

on any one person. A team that was committed to the program as a whole,

but still had their own areas of responsibility so that they did not feel that they
were just doing what they were told to do. Instead I wanted them to have a
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sense of ownership and responsibility beyond me, or any one of the people

here. Implementation is the team, not Sharon Prather! The underlying

objective was to expand this sense of ownership and team spirit from the

Committee members down to the people at the local level, and ultimately into

the classroom.

Prather began the project by attempting to outline the framework within which
people were expected to work. At the very first orientation session for committee members
she presented them with a document that clearly defined the mandate for the development of
the CALM curriculum, the objectives and responsibilities of Steering Committee and sub-
committee members. The document also included an overview of committee procedures
which included consensual decision-making, codes of confidentiality, notice and records of
committee meetings, a curriculum implementation timeline, and committee meeting dates.
It also covered important procedural information such as learning resource approval
procedures, relevant Alberta Education policies, and a list of appendices related to the
curriculum development process, goals of schooling and education, instructional program
review, general guidelines for detecting bias and prejudice, a tolerance and understanding
audit, a committee membership list, and even an example of an expense form (Oriertation
to the Career and Life Management Curriculum Development Committees, March 27,
1986). The purpose of this overview was to establish from the outset the parameters and
limitations within which the Committee would operate.

Once the framework was established and the parameters defined, the Steering
Committee worked toward defining a common goal. They began with the sevén guiding
principles for Secondary Education in Alberta outlined in the Secondary Education in
Alberta policy document, and the following statement:

Aim of Education

The aim of education is to developthe knowledge, the skills and the attitudes

of individuals, so that they will be self-confident, capable and committed to

making informed choices and acting in ways that will improve their own lives
and the life of their community. (1985, p.7)
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As well, the Committee had the policy statement program description:

Career, personal finance, and life management skills, including personal
development, interpersonal relationships, effective learning skills, career
planning skills and attitudes required in the workplace, preventative alcohol
and drug education, and other relevant societal issues. (1985, p.24)

From this information the Committee developed a framework of broad areas that
should be encompassed in the CALM curriculum. They identified key words in the
Secondary Education in Alberta policy statement that served as a guide for the development
of curriculum themes and ideas, and the basis for the next step, which was the development
of a model or symbolic representation of what the Committee was trying to achieve
through the curriculum. Their aim was to "illustrate the interconnectedness and
interdisciplinary nature of the emerging program and the concept that the program did not
stand alone but was interconnected with Government and the community" (Member of
Steering Committee). A number of working models were developed to specify the
particular themes that would be covered in the curriculum and to then articulate the generic
skills and concepts that should be integrated into each theme. As the Steering Committee
worked together they developed a philosophy which clarified their understanding of their
goal and mission in the development of CALM. A Committee member summarized this
philosophy:

We felt that students needed to have a balance in their education. They

needed both academic and life skills, and what was deficient in the present

secondary education curriculum were life skills such as decision making, self

awareness, self management, financial planning and dealing with

relationships. The CALM curriculum was designed to be interdisciplinary in

each unit. That is, each unit or theme does not stand in isolation. We do not

operate as neat little squares, what we do in our personal relationships may

impact our career choices, our financial goals and our human sexuality. This

is the kind of concept that we wanted to £t across to students through

CALM.

Consequently, the following working mission statement was developed by the Committee:

The Career and Life Management Curriculum will provide 2 means of

challenging young people to acquire the skills and information necessary to
shape their own lives and to contribute constructively to society.
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The course will be a process-oriented, integrated program focussing on the
development and appreciation of generic skills. (Career and Life Management
Steering Committee, March 19, 1986)

The outcome of this endeavor was the development of two models. One was a
schematic representation of the generic skills and integrating concepts addressed in each of
the five themes covered in the curriculum (Appendix I, Themes, Concepts and Skills). The
second model, initially referred to as the Career and Life Management Implementation
Schematic (CALM: A Preliminary Report, January, 1987), and then presented at
information sessions and workshops as the CALM Support Network (CALM Curriculum
Overview, March, 1987), was a diagrammatic representation of all of the components or
areas of support that the CALM teacher could access that would assist in providing the
foundations for the successful implementation of the CALM curriculum (Appendix J,
CALM Support Network). The central focus of this diagram was the ideal CALM teacher,
equipped with the proper disposition, knowledge and skills, and supported by a network of
school, community, parental, academic, business and government groups and resources.

The logistics of directing the Steering Committee toward the creation of a common
vision and of working toward a common goal required gaining consensus among the
members in the shape and direction of the CALM curriculum. Prather explained that she
attempted to provide Committee members with the time and opportunity to express their
concerns and points of view, and then as manager, she pointed out to them the similarities
in ideas:

Often the conflict lies in a matter of terminology that different specialist areas

will use. Or it can be because the participants have not had the opportunity to

communicate with each other and consequently do not see the similarities and

the possibility that they may have a similar focus if only they would agree to

do things a little differently. With a little compromising they could better

approximate the attainment of what they all want.

The Steering Committee defined the task at hand in a manner which would enable

them to develop the CALM curriculum within the prescribed time-line (February 1986-June
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1986). A number of the Steering Committee members explained how this was achieved.
The Program Manager gave them a clear mandate of what their role and responsibilities were
in the curriculum development process together with a precise timeline regarding the
proposed program development schedule. Proposed credit time allocations for the program
itself were also indicated. This information served to keep them cognizant of parametsrs
within which they had to work and also made them cognizant that compromises probably
would be necessary. A member of the Steering Commiitee who was also a guidance
counsellor explained:
When we gathered as a committee we each had our own agenda, and viewed
ourselves as representing a particular voice that needed to be heard, and we
were prepared to fight for it. However, once the committee developed a
'sense of ownership for the curriculum and had bought into the project as a
whole, we no longer felt that we were representing just our own discipline;
rather, we felt that we were working toward making decisions that would be
in the best interest of the program. We came to respect and appreciate other
member's personal and professional strengths aside and beyond what they
officially represented. Because of our varied backgrounds and areas of
expertise we were better able to get a grasp of the the "big picture,” and what
was really happening in the province of Alberta in terms of the needs of
teenagers and society.
Another Committee member commented on the members' commitment to the project. He
attributed the commitment t¢ the feeling that what they did and what they had to say really
mattered in the development of the CALM curriculum. They believed that their decisions
would have an impact on students. They felt that they were not just a "rubber stamp”
committee playing a political game. Steering Committee members felt that much of this
feeling was created and sustained by the Project Manager who was willing to listen to
committee members and who demonstrated respect for their ideas. This helped to create an
atmosphere of tolerance, a willingness to learn from one another, and a feeling of being part
of ateam. A Committee member and government representative commented:
Sharon's enthusiasm, commitment, and belief in us and in the program was
contagious. Her honesty in admitting "I don't know anything about this, I

need you guys" made our effort and contribution seem meaningful and
important. We weren't afraid to take off the boxing gloves and argue over
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what we should or shouldn't do. We heard each other and we worked
together.

One of the women on the Steering Committee described the curriculum development
process as being something similar to giving birth to a child. She explained:

There is the initial pain and frustration in actually coming up with a

philosophy and model for the program, and attempting to create a sequence

that would address all of the desired skill and content areas. The tight time

constraints imposed by Alberta Education added to the stress, but also forced

us to push forward. The end result was joy and satisfaction, and a sense of

accomplishment with the finished product.

The actual curriculum writing was done by the Curriculum Sub-Committees with
direction, consultation, and approval from the Steering Committee. The Steering Committee
was concerned with providing a framewo:t: and philosophy to provide direction for the
program, and then reviewing and revising the program as it was developed. They began by
identifying generic skills for life management it:at would give students confidence in their
ability to cope with the stress of growing up in a rapidly changing world and would assist
them in learning how to deal with feelings. In addition, these skills would help students to
understand and appreciate how careers, relationships, health and finance all affect their lives.

With this objective in mind, the Stcering Committee identified three generic skills that
would be integrated into each theme in the curriculum: thinking, communicating, and dealing
with feelings. As well, the Steering Committee defined seven generic concepts, which later
became the goals of the CALM curriculum, that they felt were integral to preparing students
with life skills to cope as independent, contributing members of society. Within each theme
the CALM Steering Committee felt that the student should:

*Develop awareness and understanding

*Develop and apply decision making skills

*Develop and apply action-planning skills

eIdentify rights and exercise responsibilities

*Explore and respond tc personal and social issues

«Identify sources of support

*Respond to choices and challienges
(Career and Life Managerent 20 Curriculum Guide, Interim 1987, p.3)
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Finally, the Steering Committee agreed that the curriculum should be process oriented in
content and delivery. That is, students should be encouraged to become actively involved
with the curriculum objectives through “participation in learning experiences, co-operating
and interacting with fellow students, and communication with the teacher on an ongoing
basis" (Curriculum Overview, March, 1987, p.2). The final program structure developed
by the Steering and Curriculum Sub Committee is summarized in Appe:ndix 1, Themes,
Concepts and Skills.

Curriculum Validation

During the period of July, 1986 to May, 1987, the Career and Life Management
curriculum was subjected to what the Steering Committee defined as a number of forms of
validation. The validation process was viewed as an opportunity for the Project Team to
receive input from practitioners and interest group regarding the suitability of the scope,
content, and areas of emphasis in the curriculum. The validation process also assisted the
Curriculum Sub-Committees in modifying the program at key intervention points in the
development process, to identify suitable resources, and to build awareness and an accurate
understanding of the program (A preliminary report to curriculum branch on program
development and implementation, May 12, 1986, p.4).

In order to prow)ide for opportunities for input and changes the Project Team
conducted four types of validation: validation with Alberta Education curriculum
development guidelines (Goals of Education, Goals of Schooling, Goals of Secondary
Education, Secondary Education Review Policy Statement, Child Development, Catalogue
of Essential concepts, Skills and Attitudes/Values), articulation with Elementary and Junior
High Health, validation in the classroom through field testing, and validation with
individuals and groups (A preliminary report to curriculum branch on program development

and implementation, May 12, 1986, pp.4-6).
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The process began in June, 1986 with an external review in which a draft of the
curriculum was forwarded to over fifty individuals and groups who had indicated an interest
in the development of the CALM curriculum. These groups included various government
agencies, classroom teachers, parent groups, and professional associations. The participants
were asked to comment on or confirm the suitability of the scope, content and areas of
emphasis in the curriculum, as well as to raise any issues or concerns that they may have
related to implementation.

The second phase in the validation process was to hold an invitational symposium to
discuss the CALM curriculum and to review the initial developmental work. Over 120
people attended the symposium on July 3, 1986 as representatives of various interest groups
such a5 parents, students, teachers, school and school system administrators, government
agencies, public associations, post-secondary institutions, and business. The participants
reviewed the proposed curriculum and shared their reactions. The CALM Steering and Sub-
Committee met jointly on July 4, 1986, to review the recommendations made by the
participants at the symposium. Based on the general discussion at the symposium and the
post-symposium meeting of the Steering and Sub-Committee, the Committees unanimously
supported ten recommendations for action (Repor: on Career and Life Management
Symposium, July 3, 1986, p. 4). The recommendations dealt with ensuring that the
process-orientation be clearly visible in the curriculum guide, that the curriculum be
implemented at the grade 11 level and worth five credits, that inservice education be essential
and ongoing, the themes be modified to be less self-centered and more "other" oriented, that
human sexuality be addressed within all themes, and that teachers be provided with strategies
and a resource manual that promotes experiential learning. Finally, they recommended that
CALM be "marketed" at all levels, that certain themes be further developed, and that the
curriculum guide should be expanded to include specified areas (Report on Career and Life
Management Symposium, July 3, 1986, pp. 4-5).
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The third and most significant phase in the validation process involved the field
testing of the CALM curriculum in selected high schools. The field testing process was
divided into two semesters and involved both formal and informal field test sites. In April,

1986 school administrators were invited to nominate potential field test teachers. The CALM
project team's decisions regarding the selection of field test sites were based on a number of
factors. For example, they wanted to have field test sites that represented a balance of urban
and rural schools, small and large districts, various geographic regions in the province, and
schools of varying size. In the first round of field test, teachers were selected to examine
and test the actual content of the CALM curriculum. Prather explained that in the first round
of field testing "we selected expert teachers who were familiar with process teaching, and
that could focus on the content and determine if it was on target with meeting the interest and
needs of the students.” They assessed the strengths and weakness of the content of the
program, as well as possible revisions. She went on to say:

Given the aim of the this first round of field testing we had to have competent

teachers who could jump through the necessary hoops and obstacles in order

to implement the program. They had to be competent because while we had

identified some print and media resources we needed their help to determine

the suitability of these resources, and where ever possible identify additional

suitable resources.

The second round of field testing was conducted with a revised curriculum. The
revisions were based on recommendations made by the first round of field test teackers. The
objective of this round was to once again examine the suitability of the content of the
program and students' reactions to it, as well as to focus on the logistics of implementi‘y the
program (time allocation for each theme, teaching strategies, methods of evaluating sident
progress and achievement, suitability of learing expectations and approprialeness of course
sequence, effectiveness of learning resources and teacher resources). The fiel4 test teachers

identified, reviewed and evaluated resources for the program and developed ric:thods for



107

evaluating student progress and achievement. They also made recommendations with regard
to timetabling, class size, room facilities, and program planning.

The Steering Committee and the field test teachers worked cooperatively. Usually
the field test teachers met with the CALM Project Team on a Monday and Tuesday to review
and to give feedback on the implementation process. The Steering Committee would then
meet with the CALM Project Team on Wednesday and Thursday to deal immediately with
the concems and problems identified by the field test teachers. The teachers served as a
direct channel to the CALM Project Team, transmitting issues, problems and concerns
expressed by their students, administrators, teachers and parents. A Steering Committee
member explained the kind of information the Committee was listening for when receiving
feedback from both the formal and informal field test sites:

As Committee members developing a prototype curriculum we were keenly

interested in two kinds of information: content and manageability of the

curriculum. With regard to the content, we wanted to know if we were on

track in terms of program content. We wanted to know if we were meeting

student's needs, that the content was age appropriate, that it was targeting

issues that are of concemn to grade 11 students, and that the program was not

too long or too short, and that it was not an information overload for

students.

With regard to the manageability of the program, we were interested in its

teachability. Could any teacher teach the content material with some

inservice, or would they need special training? Secondly, was the program

too specialized and burdensome in terms of preparation and delivery for one

teacher to handle? When developing a new program that is supposed to be

relevant and practical to students the answer to these kinds of questions is

vital,

During each semester twenty schools were selected to field test the CALM
curriculum, and an additional thirty schools were selected to field test the curriculum on an
informal basis. The informal field testing was conducted in response to the high interest
expressed by schools when asked to submit nominations for formal field testing. These
schools agreed to implement CALM on a voluntary basis for one year. While participants in
the informal field test sites did not attend the orientation and debriefing sessions heid for the

formal field test teachers, they still had an opportunity to have an impact on the CALM
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curriculum. The Project Manager explained how informal field tes? sites benefited from this
experience: "The advantage for the field test school was that the participants had a direct
channel to Alberta Education where the CALM Project Team was willing to assist them in the
implementation of the program and welcomed and appreciated their recommendations and
concerns." In addition,"the participants had an opportunity to develop a sense of ownership
in the development and implementation of the CALM." However, Prather made it clear to
the informal field test schools that the curriculum that they were implementing might not be
the same as the final curriculum because it was still evolving as a result of the validation
process.

The CALM Project Team also benefitted from the involvement of informal field test
sites. It gave them an opportunity to "establish rapport with the schools, and provided an
avenue for them to build awareness among the staff as to what the CALM curriculum was all
about and the impact and repercussions that it might have on the students and the school”

(Prather, 1987).

All of the formal field test teachers attende 1 a two day orientation seminar, a one day
interim meeting, and a two day debriefing session. The orientation seminar was designed to
give the participants the opportunity to discuss the implications of the course and the
applicability of strategies for delivery in their particular school situations. Prior to attending
the seminar the teachers were asked to outline any questions or concerns that they had
regarding the implementation of the curriculum so that these queries could be addressed at
the orientation seminar. The concerns essentially dealt with the availability of resources and
the delivery of the curriculum content (Career and Life Management Inservice and
Orientation Seminar for Field Test Teachers, Semester I, August, 1986).

The orientation seminar served a number of objectives. First, it was designed to
prepare field test teachers to meet the objectives of the draft CALM curriculum by providing

thems-with knowledge about the course and the resources that were available to support the
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field test (ie., curriculum documents, designated print and media resources, and community
based support networks). Second, the sessions were designed to help teachers to build
skills in the use of process oriented instructional strategies and to help them to use effectively
resources appropriate to students' needs and developmentzl stages. The essions also
focused on assisting teachers to implement the curriculum effectively through addressing
individual needs, local concems, and classroom or school needs. The teachers were given
the opportunity to experience some of the activities that the students would be involved in
and to discuss with others how these experiences could be related to studess' needs.
Finally, the sessions were designed to encourage field test teachers to become emergent
leaders or curriculum specialist who could assist in the inservice education of CALM
teachers and in the implementing of the curriculum in their district. By making the field test
teaci:ss3 aware of the philosophy and content of the curriculum, student and teacher
expectations, teaching strategies, how CALM articulated with other subject areas, and the
importance of a cooperative planning effort, the Project Team hoped they would be able to
assist other teachers involved in the implementation of CALM. The underlying objective of
this endeavor was to begin to establish a support network for CALM teachers in various
districts (Career and Life Management Inservice and Orientation Seminar for Field Test
Teachers, Semester I, August, 1986).

The interim sessions were designed as information-sharing sessions. Field test
teachers gave reports on how they were coping with the implementation, submitted and
discussed their evaluations of the themes that they had taught so far, and also shared lesson
plans, ideas, methods of student evaluation, teaching strategies, and resource materials. In
addition the sessions focused on expanding teachers' knowledge and skill in preparing,
identifying and modifying student learning activities and experiences to meet the students’
individual needs. A workshop was conducted to develop teachers' knowledge in, and
strategies jor, teaching thinking skills. Thus, these interim sessions gave field test teachers

an opportunity to interact with one another and provided the Project Team with feedback
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regarding the implementation of the curriculum. As well, Field test teachers identified issues
and concems that required immediate attention from the Steering Committee and Curriculum
Sub-Commiittee (Interim Meeting, Information and Preparation, March, 1987).

The final debriefing sessions served a similar purpose as the interim sessions. The
first priority was to identify revisions to the student learning objectives for each theme.
Each theme was then reviewed to clarify what should be identified as required or elective
components, to determine the time allocation for each sub-theme, and to modify ambiguous
or unclear wording. The second pricrity was to discuss evaluation and teaching strategies
used for each theme and to recommend resources. The third priority dealt with identifying
issues and concermns of the field test teachers with regard to curriculum, resources and
implementation, and to discuss possible strategies for dealing with these issues and
concerns. Finally, the session dealt with preparing field test teachers to become facilitators
for inservice sessions throughout the province. The teachers were given an overview of the
provincial implementation plan for CALM and an overview of research on effective inservice
activities. They were then allowed to choose if they wanted to work with implementation in
small (up to 500 students) schools, medium (500-1000 students) schools, or large (over
1000 students) schools. The teachers were divided into groups according to selected school
size, and asked to develop an action plan for the implementation of CALM for a school of
that'size. The plans were to include recommendations regarding how Alberta Education
could assist schools in the implementation of CALM, the development of local inservice
activities and in the formulation of support networks at local levels. Field test teachers were
then asked to volunteer to act as "curriculum contacts." A "curriculim contact” was defined
as a "an individual who is knowledgeable about the curriculum and who would be willing to
assist others in their region to implement CALM, to answer questions, and to assist in
organizing and conducting workshops" (CALM Semester Il Field Test Debriefing, May,
1987). The session concluded with the field test teachers sharing their recommendations for

action planning for the implementation of CALM in their own schools and school districts.
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Developing Understanding of and Support for CALM

During the early stages of policy implementation the primary concermof provincial
implementors was with the development and understanding of and commitment to the intent
of the policy among local level implementors (i.e., administrators and teachers) (Career and
life management: A preliminary report to curriculum branch on program development and
implementation, May 12, 1986, p.6). Some of the CALM Steering Committee and
Curriculum Sub-Committee members referred to this phase in the implementation of CALM
as "educational marketing." A Curriculum Sub-Committee member explained this concept:

Implementation is educational marketing in which awareness and knowledge

are the founding blocks. The biggest obstacles to implementation are

distorted information and the fear of the unknown. The objective during this

early phase is to give people enough accurate and current information so that

they can make independent educated and intelligent decisions.

In the Career and Life Management Prelimirary Report , the CALM Project Team
identified seven "marketing" strategies designed to "build awareness of and the commitment
to the program among key actors such as teachers, administrators, counsellors, school
administrators and concerned community groups" (January, 1987, p.5). These strategies
included the following: participation in workshops, conferences and seminars; the
submission of articles to newsletters and magazines; hosting an invitational symposium
involving public and target groups; conducting orientation sessions throughout the province
for school counsellors and administrators to provide information on how to implement the
program; identifying inservice needs through a questionnaire, sponsoring a conference on
CALM; and encouraging post-secondary institutions to provide pre-service and inservice
programs. The CALM Project Team appeared to view the task of creating awareness of the

CALM curriculum as being synonymous with the task of selling or promoting thé program.
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Alberta Edqcation Inservice Education Strategy

The CALM Project Team developed a strategy for providing inservice education of
those people (i.e., teachers, administrators, government agencies, community groups)
responsible for and/or involved in the implementation of the the Career and Life Management
curriculum. The task of building an awareness and understanding of the CALM curriculum
was to be integral to the developmental process. The goal of the Project Team was to
provide key actors such as teachers, administrators, counsellors, school administrators and
concerned community groups with enough information early in the implementation process
so that they could begin to prepare to assist with and provide support for the implementation
of the CALM curriculum (CALM Information Session, June, 1987).

After the initial field testing of the proposed CALM curriculum through two rounds
with teachers from across the province, the Project Team began to concentrate on
"awareness-commitment building" process. They conducted information/orientation
sessions for the regional offices of Consumer and Corporate Affairs, Alberta Manpower,
and Community Health, since they were key support branches for the implementation of
the CALM curriculum. Their next target group was school system decision makers. This
group included such people as school district administrators, school administrators, and
individuals designated as school system coordinators. Information/orientation sessions
were conducted for school system decision makers in various regions across the province.
The objective for these regional orientation sessions was to communicate the structure,
intent and resource expectations of the CALM curriculum (Career and Life Management
Proposed Implementation Plan, November, 1986).

The sessions began with an introductory activity in which the participants were
asked to complete a true or false quiz entitled "What Do I Know About CALM?" The
participants then shared their answers with a partner or the group. The quiz served as an
introduction to the content of the seminar and at the same time gave the participants an

indication of how familiar they were with CALM curriculum content, origin, and planned
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implementation. The participants were asked to outline on index cards any issues or
concerns that they had regarding the implementation of the CALM curriculum and to then
outline what they perceived to be the strengths of the program. These cards were submitted
to the seminar leaders. Qut of 102 participants, 46 percent indicated that their main concern
regarding the implementation of CALM dealt with the selection of appropriate teachers.
Issues such as teacher qualifications, interest and motivation were part of this concern.
Twenty-five percent of the participants indicated that they had concems regarding the
mandatory nature of the curriculum and the impact it would have on student program
choice, while twenty-two percent indicated concerns related to whether the mandatory
curriculum would provide a challenge to the various ranges of student ability. Finally,
twenty percent indicated a concern regarding the funding and availability of teacher
inservice, forty one percent were concemed about the availability of resources, and
seventeen percent had concerns regarding the impact CALM would have on the availability
of other complementary programs.

With regard to the perceived strengths of the CALM curriculum, of the 112
responses forty-eight percent indicated that the curriculum content focus on "practical life-
skills" was positive, and thirty-three percent viewed the curriculum as fulfilling a current
need of high school students. Twenty percent indicated that the "process orientation"” of the
curriculum was positive and that the content was current and relevant to student interests.
Finally, sixteen percent of the participants viewed the comnpulsory aspect of CALM as a
requirement for the attainment of a high school diploma
positively.

The seminar leaders provided the participants with an overview of the CALM
curriculum philosophy anq objectives, emphasizing the proactive nature of the course in
terms of career decision making and life management. The participants were divided into
small groups convened by a facilitator who was member of the CALM Project Team, a

Regional Office consultant, a Curriculum Sub-Committee member, or a field test teacher.
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In these small groups the participants were encouraged to discuss concerns, issues, and the
perceived strengths and weakness of the CALM curriculum. These concerns and issues
were once again recorded on index cards and submitted to the group facilitator. When the
groups re-convened they discussed the strengths and weakness identified by the groups,
and the participants were encouraged to recommend solutions to problems and concems.
The five major concemns expressed by the groups were focused on resource availability,
funding and support (45 percent); teacher selection (39 percent); the impact CALM would
have on other complementary programs (39 percent); the funding and availability of teacher
inservice (37 percent); and finally, the scheduling of CALM into the current secondary
edugation core and complementary timetables in each school (37 percent).

The responses summarized in the preceding paragraphs indicate that at this stage of
early implementation school decision makers (administrators) perceived that the problems,
issues and concerns related to the implementation of CALM were more predominant than
perceived strengths and benefits of the program. Participants were in general agreement
that CALM met a current need in the secondary education programs, and that the content
and process orientation were a positive addition to the core programs. However, the
strengths of the CALM programn were not the predominant focus of the seminar. This may
have been a function of the agenda proposed by the seminar leaders, or it may have been a
function of the needs and interests of the participants. CALM was a mandatory curriculum
that had to be implemented by 1989, and administrators' main concerns were related to
those aspects of implementation for which they were responsible--the logistics of putting
the curriculum into place in their schools. Therefore, it is not surprising that at this point
in implementation (which for many was still at the awareness and understanding stages)
such issues as providing adequate facilities and resources, appoititing the appropriate
teachers, scheduling the program into the present school timetable, and finally, dealing with
the negative repercussions that the implementation of the curriculum might have on

staffing, student course selection, and the availability of options, could result in a possible
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administrative nightmare. Despite the perception that the CALM course met a current need
in secondary education that was directed at facilitating the learning of much needed life
skills in an interactive and practical way, this was not perceived by some school
administrators to be compensation enough to account for the administrative workload
created by its implementation. One principal in rural Alberta explained why he was
reluctant to support the implementation of the CALM curriculum:
There is so much change happening as a result of the Secondary Education
Review that it can be overwhelming for an administrator. 1have beena
principal in rural Alberta for many years and I must admit, these changes are
intimidating. It is easier for me to resist change than to implement change or
to change myself. If Alberta Education really wants to have educational
reform then they need to get rid of all of the dead wood and to bring in young
and innovative administrators that can begin to cope with these changing

times. At this stage of the game I don't think I have the energy or inclination
to keep up. It would take a lot of retraining to change me.

Another principal and member of the Steering Committee explained that when a
new program is being implemented school personnel are often uncertain about what it
entails, why it is necessary, and how it will affect them. There is a general atmosphere of
apprehension and distrust. As principal, he had to first become knowledgeable about how
the program was going to affect him and his school. He explained, "Administrators have
the responsibility to become informed about curriculum and policy changes, to keep their
staff informed of these developments, and to provide the atmosphere, direction, and
resources to facilitate change.” Therefore, he felt it was his responsibility to educate his
staff about the CALM curriculum and to alleviate their fear of it by sending teachers to
CALM inservices so that they could gain the knowledge, skill and confidence to implement
the program. He stated, "All change is loss. For people to accept change they must first
understand why it is necessary, and how it will affect them, and if possible, become
involved in it as early as possible.” For this principal accomplishing this task meant

planning ahead and keeping abreast of change.
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In anticipation of some of the administrative concerns that might arise during the
CA.1LM information/orientation sessions, the Project Team provided the opportunity for
administrators attending these sessions to review and discuss the student learning
expectations in the CALM curriculum and to view the resources available at this stage of
implementation. They then had the participants return to their small groups to discuss the
characteristics and skills of an effective CALM teacher. The objective of this part of the
session was to help administrators to define criteria to guide the selection of suitable CALM
teachers. The sessions concluded with another practical exercise that was intented to send
admxmstrators away with ideas related to how they could go about implementing the CALM
curriculum in their schools or school systems. In this exercise administrators, in small
groups, developed an action plan that would tailor the CALM curriculum to accommodate
the following considerations: the needs and interests of students in their school, the
characteristics of their community, available resource support (including community
resource people), and finally the creation of an appropriate learning environment.

As aresult of these information/orientation sessions and the concerns and issues
raised by administrators, the Project Team decided that it would be beneficial to the
successful implementation of the CALM curriculum to develop an implementation manual
for administrators, counsellors and teachers. The manual, available in April 1988, was a
practical guide to administrators that provided information concerning the CALM
curriculum and suggested strategies for its successful integration within the existing high
~ school program. Sources of support and assistance were also included (Career and Life
Management 20, Implementation Manual for Administrators, Counsellors and Teachers,
April, 1988, p.1). The manual included specific information regarding the selection and
preparation of CALM teachers, development of support networks, indicators of an effective
CALM curriculum, a list of authorized resources, implementation issues and recommended
strategies for dealing with these issues, and finally, curriculum and community contacts for

each zone.
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The last two phases of the Alberta Education inservice training strategy for those
responsible for the implementation of CALM dealt with creating the infrastructure (network
of support) for system wide implementation of CALM and inservicing of CALM teachers.
The audience for these last two phases were CALM school district coordinators and
implementors. The coordinators would be one or two teachers from each school system
(designated by their superintendent) who would ke responsible for local leve! inservice.
The objective for this phase of inservice was to begin to establish at the local level a
network of knowledgeable teachers or consultants who would be able to organize and
conduct inservices for CALM teachers and assist them in the implementation of the
curriculum. The rationale for the designation of a "CALM Coordinator” and a description
of the role is outlined in the CALM implementation manual for administrators, counsellors

and teachers:

Effective implementation involves ‘coordinating’ the many resources and
sources of support which are available within the school system and the
community with the needs of the teachers and students, Assigning this
responsibility to an individual or team at an early stage is an important first
step in the implementation of CALM. This ‘CALM Coordinator’ could:
eidentify and deal with teacher and administrator concerns
*identify sources of support within the community including regional
offices of the various government departments that have related
responsibilities
scoordinate teacher training workshops
sencourage in-school support networks involving the CALM
teacher,librarian, school counsellor, work experience coordinator, teachers
of related courses
scoordinate workshops or seminars and ongoing information to parents,
other staff members and the community
*facilitate sharing and purchasing of resources
*act as liaison with Alberta Education [Curriculum Design Branch,
Curriculum Support Branch, and the Regional Offices].
(Career and Life Management 20 Implementation Manual for Administrators,
Counsellors and Teachers, April 1988, p.7)

The CALM Project Manager elaborated on the concept of the CALM Coordinator
and the establishment of a support network:
CALM Coordinators are a kind of curriculum contact person. They provide a

channel for information and feedback between Alberta Education and the
field. Itis an ongoing strategy for ensuring that someone in each system who
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is designated by the superintendent has some responsibility for CALM.

Secondly, by asking superintendents to designate the CALM Coordinator it

gets them involved in the implementation of the curriculum and it also gives

them a nudge to start the implementation process i motion.

In summary, the Project Team viewed the functior of creating an awareness and
understanding of the CALM curriculum as part of the process of engendering support for
implementation. Therefore, the purpose of the information sessions were to disseminate
information regarding the rationale and intent of the curriculum, and to address problems
and concerns voiced by the participants, and to have them return to their schools with some

conception of possible action plans for implementing CALM.

Implementation Strategies

The Project Team devised an implementation scheme that was essentially a cascade
or pyramid model of implementation (see Figure 2, CALM: Implementation Strategy) in
which Alberta Education (Project Tear:, Branch Liaison, Regional Office of Education
Consultants) is at the pinnacle of the model. Their task was conceptualized as overseeing
the implementation process and ensuring its continnation, and to establish the basic
infrastructure (support, resources and inservice) that would facilitate these processes ona
province wide basis. The "cascade" metaphor, adopted by the Project Team to describe its
implementation plan, reflects the view that the implementation of the CALM curriculum is a
shared responsibility of Alberta Education, the Alberta Teachers' Association, post-
secondary institutions, and school districts. The task of the Project Team was to initjate the
implementation process, or in metaphorical terms, "start the water flowing.” Because
water cascades down, the metaphor implies that implementation ir. the shared responsibility
of these other organizations and that their assistance is necessary in order to keep the
process flowing. Implicit in this concept of implementation is that teacher preparation and
inservice is integral to the implementation process., because ultimately, the classroom
teacher must have the knowledge, skills, and resources in order to interpret and bring to life

the intent of the curriculum.
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In the March, 1987 Career and Life Management Curriculum Overview Alberta
Education defined its role in the implementation of CALM as primarily that of creating the
infrastructure for implementation and curriculum continuation. In doing so they proposed
to undertake the following responsibilities: to identify and inform potential participants in
the support network; to i-lentify and help train curriculum contacts who are located
throughout the province (Field Test Teachers, Curriculum Developers, Health Units,
Career Centers, Consumer and Corporate Affairs Regional Offices); to prepare material
which could be used by workshop leaders (curriculum contacts) during inservice activities;
to encourage post-secondary institutions to provide pre-service and inservice programs; to
cooperate with ACCESS to produce a series of videos which could be used for on-site
inservice across the province; and to prepare a teacher resource manual which would offer
extensive support in terms of lesson planning, student evaluation, and resource use (Career
and Life Management Curriculum Overview, March, 1987, p.3). The role of the Alberta
Teachers' Association might be to encourage specialist councils to deal with CALM and the
organization of special CALM workshops or sessions at conferences. The role of post-
secondary institutions would be to provide teacher training on an essentially pre-service
basis. Since then the University of Alberta has established a "Personal Career and Life
Management Graduate Diploma", and University of Calgary offer a graduate course entitled
"Introducing the CALM Curriculum." The other Universities and Colleges in Alberta have
identified relevant courses that would assist teachers with the development of content
background and instructional strategies for teaching CALM.

In general, the implementation strategy adopted by the CALM Project Team can be
described in essentially three stages. The first stage was to build awareness and to nurture
acceptance of the Career and Life Management curriculum. The target group for this stage
were teachers, school and system administrators, Government agencies, and the general

public. This process of building awareness and acceptance of CALM was facilitated
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through province wide information sessions, specialist council workshops, and through the
development of print materials such as an implementation manual for administrators,
counsellors and teachers, as well as a teacher resource manual. The second stage assumed
that there was a general acceptance of the CALM curriculum and that the Project Team
could now concentrate on expanding the skills and knowledge of system coordinators,
administrators and teachers. For this purpose training sessions for CALM school system
coordinators were held in conjunction with Regional Offices of Education. As well an
inservice package was designed to assist workshop leaders (CALM facilitators) to conduct
local level workshops. The third and final stage of the Project Team impiementation
strategy involved the evaluating, monitoring and providing on-going support for CALM.
This was facilitated by the CALM system coordinators, regional office consultants and the
on-going review and updating of the curriculum by Alberta Education (Implementation of
Career and Life Management: Target Groups and Strategies, 1987).

In an effort to facilitate the implementation of CALM through the three previously
described stages, Alberta Education established a network of provincial, regional and local
support systems. This infrastructure was based on the premise that "it is more expedient to
work closely with a designated few teachers than superficially with CALM teachers from
across the province" (Prather, 1988). The "designated few" become the experts in their
district and inservice others, establishing a local level support network. The CALM Project
Manager explained that the goal was to create a grassroots approach to implementation:

Teachers are better able to assess local level needs and are more

knowledgeable than a regional office consultant with regard to the resources

and limitations that they have to work under in facilitating those needs. They

can share their experience and expertise in implementing the CALM

curriculum with potential CALM teachers and are more empathetic toward the

inexperienced teacher's position. These are the reasons why we felt that it

was more expedient and beneficial for the potential CALM teacher to have an

experienced fellow teacher conduct an inservice for them, and to provide
them with assistance and guidance during implementation.
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With the Alberta Education cascade model as a guideline, many of the larger districts

established a local implementation team and set to work to strengthen the local support
structure and to prepare teachers for mandatory implementation in September, 1989.

Schools in smaller jurisdictions often waited for the opportunity to have access to workshops
established by the larger districts.

Local Level Implementation

All school system and school administrators and CALM coordinators were provided
with copies of Career and Life Management 20 Implementation Manual for Administrators,
Counsellors and Teachers . In the manual were outlined clearly the important factors that
should be considered in developing a local level implementation plan for the CALM
curriculum. The manual also included an explanation of the purpose of the CALM
curriculum, an overview and outline of the course structure, a discussion of the
implementation timeline, credit allocation, course objectives, resource suppdrt and costs, and
an explanation of the intent of a "process oriented" course. With regard te implementing and
administering the CALM curriculum, the manual explained that implementors require the
opportunity for ongoing discussion of concerns and issues that arise as the CALM
curriculum is implemented. The manual then outlined three suggestions. First, that the
administrator and staff should review the curriculum guide and goals of the program to
understand how the instructional approaches recommended for CALM might be shared with
current subject area specializations (i.e., Personal Living Skills, Business Education, Home
Economics). Second, if the school required more than one teacher to teach CALM, then
attempts should be made to put together a team of teachers who work well together and who
could share ideas and possibly engage in team teaching. Finally, the manual suggested that
whenever possible teachers should be asked to volunteer to teach CALM. In the views of

the authors of thc manual, only those teachers who felt comfortable with the curriculum
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content and process orientation advocated in the program delivery would be likely to conduct
an effective program to students (1988, p.6).

The manual provided directions for the administrator or coordinator responsible for
assisting in the preparation of the CALM teacher. It stated:

The challenge in teacher preparation for CALM is not so much in helping

teachers understand WHAT needs to be taught, although this aspect is very

important, but in helping teachers to feel confident and comfortable with

HOW the course may be presented. (1988, p.6)
To assist teachers in developing this confidence the manual suggested that the teacher should
have the opportunity to do the following:

interact with others who are also teaching CALM,; to learn about the program

and instructional strategies through well planned inservice activities that are
appropriately scheduled over time, and to identify sources of support. (1988,

p.6)

The manual also provided direction for the administrator in selecting the CALM
teacher. The selection of the CALM teacher was identified as "one of the most crucial
elements in the successful implementation of the CALM curriculum” (1988, p.5). The
manual outlined key characteristics of a potentially effective CALM teacher and referred to
the teacher resource manual for a description of the role and expectations of the CALM
teacher.

Finally, the manual discussed local level teacher inservice activities and “workshop
planning. It informed the administrator tha: Albesta Education had developed a workshop
outline as well as an inservice package developed in cooperation with ACCESS Network.
The manual suggested that raising concerns, and selecting and preparing the CALM teacher
should be accomplished during the initial implementation period (September,1987-June,
1989) through a series of locally organized workshops that couid be scheduled in
conjunction with the inservice videotapes which were broadcast by ACCESS Network,
beginning in April, 1988. The underlying objective in this approach was to have school

systems preparing for implementation well before the September, 1989 mandatory
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implementation date. The manual also indicated that Alberta Education would provide the .
administrator or coordinator with a list of people from throughout the province who had
experience in conducting inservice sessions on CALM or had taught the CALM curriculum
and would be willing to offer workshops or to ad«ise jurisdictions in developing their own
workshops. The manual provided a list of people from various geographic areas in Alberta
who had assisted in the development or validation of the CALM curriculum, and who would
be able to assist with "questions and concerns, provide direction with resources, identify
community sources of support, and interpret learning expectations” (1988, p.6). The section
on planning local workshops concluded with a discussion of the ACCESS Network
inservice videotapes series and information on developing a support network through the
appointment of a CALM coordinator. It also provided a checklist of indicators on an
effective CALM curriculum and defined the role that teachers, students, parents, the
community, the classroom and resources could play in ensuring the success of the CALM

curriculum (1988, p.8).

Local Level Inservice/Implementation Strategies
A CALM program specialist and workshop facilitator explained that the essential

component that was implicit in planning local level workshops for the implementation of the
Career and Life Management curriculum was that administrators, leaders and teachers had

the conficence and belief that teachers were capable of teaching CALM, and

that because of their professional commitment to children they would do their

best to become prepared to teach the curriculum to the best of their ability,

and would be willing to share their skills and knowledge to assist others in

the implementation process.
The CALM Project Manager observed that several local levei inservice programs, whether
they were at the district or school level, adopted the team approach for the implementation of
CALM as advocated by the Project Team. The team approach varied from two teachers, to
small groups of teachers in a school or area, to a district level in-house steering committee.

Diane Field, Supervisor of Home Economics, Health and Family Life with the Calgary
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Board of Education, explained that the team approach "capitalized on a wealth of knowledge
and expertise and sense of cooperative learning and peer teaching gained from working
together. It created a sense of 'team effort’ and the feeling that we are all in this together."

Both CALM curriculum supervisors and school administrators identified the
territorial stance of teachers as being one of the biggest obstacles to the successful
implementation of CALM at the school level. They attributed this to essentially two iactors.
First, because CALM was interdisciplinary in nature and therefore blended content and skills
from a variety of subject areas, it was necessary for CALM teachers to solicit assistance and
direction from teachers in other areas. However, "while teachers may recognize th#t the
CALM curriculum ensured that every student would receive much needed information, they
also realized that the curriculum came at the expense of other viable programs such as Home
Economics, Industrial Arts, and Business Education,” explained one principal. He went on
to state, "teachers would be more likely to welcome CALM if it didn't mean taking away
what they have already worked so hard to develop.”

Second, due to the interdisciplinary nature of the curriculum, teachers of the optional
or complementary programs were naturally defensive over their subject area content and the
viability of their programs due to the priority ascribed to core curricula. One curriculum
coordinator explained that "high school teachers will do anything to prevent themselves from
being demoted to a junior high or elementary school position. The opportunity to teach
CALM may determine whether they stay or go. Consequently, there is a lot of sniping
among teachers to determine who will get to teach CALM and under what jurisdiction.”
Through information/orientation seminars and through the administrators' manual, th;
Project Team encouraged local implementors to minimize the impact of the implemenis: . of
CALM on existing programs, and to attempt to capitalize on the strengths, in terms of
knowledge and skills, of various teachers by helping them to work together in the g
interest of the students. However, as one government representative on the Steering

Committee observed,
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this is not an easy feat during the early stages of implementation because at

this point local implementors [teachers and school administrators] have a

tendency to miss the "big picture” (how CALM fits into changes in the

structure and philosophical orientation of the new directions for secondary

education, and the very real societal need for education in subject areas

covered in CALM] and to focus on more immediate concerns, such as job

security and survival during major change.
A CALM workshop facilitator observed that "there was a sense of insecurity among
administrators because they knew that changes were coming, but they were unsure of what
those changes might entail and the impact the changes might have on their role and
responsibilities."

The Calgary Board of Educstion was one of the first large urban boards to adopt the
CALM curriculum and to assign an iruplementation team to facilitate the preparation of

potential CALM teachers and to coordinate the distribution of materials.

Calgary Board of Education Implementation Strategy

The CALM curriculum was initially greeted with resistance from the Calgary Board
of Education. Some of the Steering Committee members familiar with the Calgary Board of
Education, as well as those interviewed in the Calgary system (curriculum supervisors and
teachers) contributed much of this resistance to such factors as the mandatory nature of the
CALM curriculum, the questionable need for another core course, the perception that the
trade-off between well established complementary programs for CALM was too high a price
to pay in terms of student choice in optional (complementary) programs, and program and
specialist teacher redundancy (e.g., Beauty Cuiture, Industrial Arts, Business Education).
Finally, some trustees felt that the school was outside its zone of responsibility, and that
matters discussed in CALM should be left to the family, the church and the community.
However, Helen Siemens, CALM Program Specialist and manager of the Calgary Board of
Education CALM Implementation Team explained that within the Calgary system there were
a number of individuals who had been involved in the development (members of the CALM

Steering Committee and Curriculum Sub-Committee) and validation ( three field test
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teachers) of the CALM curriculum, who were eager to initiate the implementation of CALM
in the school system. She explained that these people realized that despite administrative
opposition, CALM was mandated and had to be implemented by September, 1989;
consequently a great deal of preparation that had to be done to make the implementation of
CALM a successful endeavor. Because the Home Economics/Health team at district office
had experience in implementing the elementary and junior high Health curriculum and had a
member of the CALM Curriculum Sub-Committee on staff, they were appointed the task of
managing the implementation of the CALM curriculum.

The first decision that the implementation team made was to formulate, at the board
level, an in-house steering committee. The committee was comprised of subject area
supervisors, an assistant superintendent, a principal, and various curriculum team
representatives. A member of the in-house steering committee explained the rationale behind
establishing such a group:

An in-house steering committee was established to encourage an

interdisciplinary focus in the implementation of CALM, and to reduce the

"territorial imperative" among subject area specialists that could sabotage the

program. The idea was to have departments work cooperatively right from

the start, and to establish “Team Effort" as a model for the implementation

process. By having curriculum team leaders serve on the committee they

became knowledgeable contact people that could in turn educate individuals in

the school system regarding the CALM curriculum, informing them of how

they could be of assistance in its implementation.

Helen Siemens explained how the in-house steering committee was of assistance to the
CALM implementation team:

The in-house steering committee helped us to determine what we wanted to

achieve, how we wanted to see things happen, and what action we might take

to make things happen. They viewed implementation as educational

marketing, and therefore decided to develop a brochure aimed at students to

promote the CALM curriculum, explaining to students what the program is all
about and what experienced fellow students were saying about it.

The second major decision the Calgary Board of Education CALM implementation

team made was to adopt a grassroots approach to the implementation of CALM. Due to the
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systern's administrative opposition or resistance to the CALM curriculum, the team decided
to work directly with those teachers who were interested in becoming involved in the
implementation of the CALM curriculum, rather than wait until the administrative opposition
was resolved. The implementation of CALM was operating under a restricted time frame,
and the team wanted to begin as early as possible (Siemens, 1988). The team began by
identifying two stages in the implementation of CALM at the local level. The first was an
awareness-information stage: "What is this program all about and how is it organized?”; and

the second was a more concrete stage: "How do you implement this program?"

The Awareness Stage

The Calgary Board of Education CALM implementation team members were
cognizant of a feeling of anxiety in the high schools with regard to the implementation of the
new CALM curriculum. The team felt that this anxiety was the result of the need for accurate
information regarding the rationale and content of the curriculum, and more important, how
the implementation of the curriculum would affect the role and job security of the teachers in
each school (st; g and timetabling of the curriculum). Consequently, the Calgary
implementation team began by conducting general information meetings (beginning in
October 1986) for interested administrators and teachers. Upon invitation from school
administrators they conducted on site information sessions at lunch hour and during teacher
professional development days. Their objective was to disseminate accurate information, to
motivate people to become involved in the CALM cuiriculum, and to encourage schools to
begin to plan for the implementation of CALM in the fall of 1989, with hope that every
school would have at least one session in place by the fall of 1988 (Siemens, 1988).

The second stage in the Calgary Board of Education implementation strategy was the
direct result of the information sessions that the implementation team conducted in the
various schools throughout the city. Teachers began to identify themselves as being

interested in learning more about the CALM curriculum and possibly becoming a CALM
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teacher. In response to this teacher interest the implementation team organized after school
workshops and information sessions that were helé every six weeks. The purpose of these
meetings was to provide the opportunity for potential CALM teachers to get together with
experienced teachers (field test teachers and curriculum validators) to share ideas and
concerns and to begin to establish an informal network among themselves. Because the
Calgary Board of Education elected not to allocate additional funding for a CALM
coordinators positio®, "teachers came to these informal 'network’ meetings because of their
interest in providing leadership in their schools in the area of CALM" (Siemens, 1988).
Some of these teachers eventually volunteered or were selected for coordinator positions
(without monetary compensation). Consequently, the implementation team was able to
begin the implementation of CALM with teachers who demonstrated an interest and
commitment to the CALM curriculum. From this group emerged potential CALM teacher
leaders and the foundations of an infrastructure of peer support for the implementation and

continuation of the CALM curriculum.

The Implementation Stage

The third stage in the Calgary Board of Education implementation plan was to
conduct an intensive inservice program for potential CALM teachers. The inservice program
consisted of seven, two and a half hour sessions that were conducted after school hours.
The sessions were designed to be very practical in pature, and the inservice leaders modelled
specific teaching strategies (i.e., process teaching strategies and group process strategies).
Helen Siemens explained the rationale behind adopting a "hands on" approach:

After working with the implementation of the elementary and junior high

Health curriculum we realized that teachers are generally concrete-visual

learners. They need concrete activities so that they know that they have

accomplished something. That is why we go through the CALM curriculum

in a very thorough and concrete way where the teachers actually participate in

acl:tivities, develop a program sequence, write lesson plans and develop action
plans.
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The implementation team also decided to take advantage of the inservice package
prepared by Alberta Education in cooperation with ACCESS Network. Helen Siemens, the
Calgary Board of Education CALM Implementation Team Manager, had been instrumental
in designing the Career and Life Management Inservice Guide that was to be used by
teachers and workshop leaders in conjunction with the ACCESS videotapes. The Calgary
Board of Education inservice sessions followed a specified format, always incorporating an
jnformal “sosialization time" where teachers could discuss among themselves experiences
and concerns, exchange ideas, and establish contacts.

Unlike teachers in established departments in a school in which fellow subject area
teachers can share ideas and work, the CALM teacher at the early stage of implementation
was still relatively alone in the school. Based on her experience with implementing
curricular change, Siemens held the view that the opportunity for informial social interaction
among fellow CALM teachers at after school sessions was important in giving them
reassurance that they were not going throvgh this experience alone. In addition, by adopting
a team approach in the implementation of CALM in the school, CALM teachers could
capitalize on the knowledge and expertise of various subject area teachers, and could share
the burden of developing lesson plans and identifying resources and support. A CALM
teacher from a large Calgary high school explained the advantage of the team approach:

We have deveioped an in-school steering committee that includes a CALM

facilitator, our research librarian, and two teachers. Between the four of us

we have subjected ourselves to almost every inservice offered in the city. We

have amassed all of material that we had collected and filtered through it,

selecting that which we thought was really important and relevant to our

students. We then conducted an inservice session during a professional

development day and an organizational day for teachers on our staff who

were interested in teaching CALM. Through this core team approach we

have saved our fellow teachers from the burden of having to attend all of

those inservice sessions themselves, and from'the the task of putting together

CALM resource materials.

In conclusion, the implementation of the Career and Life Management curriculum in

the Calgary public school systemn was characterized by 2 number of factors. First, the
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Calgary Board of Education is a large urban board that had the resources to allocate funding
as well as staff to conduct board funded teacher inservice sessions, to coordinate the
development of a peer support network, and to appoiat an implementation team headed by a
CALM curriculum specialist. Secondly, teachers in the Calgary public system had the
advantage of working with individuals who had served on the CALM Steering Committee
and the Curriculum Sub-Committee, and therefore had intimate knowledge of the philosophy
and goals of the curriculum, as well as direct access to Alberta Education with regard to
developments or changes in the CALM curriculum. Finally, some of the Calgary Board of
Education CALM teachers felt that they had benefitted from having a knowiedgeable and
dedicated CALM implementation team that took into consideration teachers' needs but
reinforced the underlying purpose of the implementation of the CALM curriculum, which
was to affect students' lives. One Calgary CALM teacher commented on her experience with
the Calgary implementation team:

Helen Siemens supported us 100 per cent. When we panicked she was really

good at getting us back on track. She helped us to determine what we were

going to do next, what we were going to teach, how were going to go about

doing it, and then together we sat down and actually planned it all out.
Siemens concluded that when implementing a new program “the bottom line is that schooling
is for the purpose of impacting student's lives. If the program does not have a positive effect
on kids it is of littlé value." However, she went on. to explain that "teachers are

instrumental in ensuring that CALM does have a positive impact, so they must be confident,

capable and prepared!"

The Red Deer CALM Workshop: A Local Initiative
Lindsay Thurber High School in Red Deer was involved in the field testing of the
CALM curriculum. The field test teacher, Bennita Bannerman, was very impressed with the

content of the CALM curriculum and with her student's enthusiastic response to it. Having
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brought up five teenage children, and having been a community health nurse Bannerman
viewed CALM as being in tune with the needs of today's teenagers. She explained:

I am very enthusiastic and committed to CALM because it is a reflection of

my own belief system with regard to educating children, and the curriculum

was fulfilling a recognized need. Students and parents felt very strongly

about the program, and I realized that for once our educational system was on

the right path!

Bannerman's became an advocate of CALM and appeared on local television and
radio talk shows to promote the curriculum. After a number of teachers at her school began
to express interest in teaching the CALM curriculum, Bannerman realized that she would
have to conduct an inservice for at least ten interested teachers. Since Alberta Education was
advocating a grassroots (local response) approach to inservice (peer teaching) and the
development of a local support network, Bannerman, with the support and assistance of the
principal, decided to organize an inservice acﬁﬁw for approximately fifty teachers from Red
Deer and the surrounding rural area. Alberta Education sponsored the inservice because it
was the first step in formulating the local level infrastructure and network for the
implementation of CALM, and could serve as a model for future locally initiated workshops.
In addition, the workshop would also serve to prepare a number of rural teachers that might
otherwise have difficulty gaining access to inservice sessions.

In August 1987, Lindsay Thurber High School organized and hosted a two cay
workshop on CALM that focused on information, establishing local support networks, and
finding resources. Bannerman, the principal and the CALM Project Team arranged for
guest speakers for every theme in the CALM curriculum. The speakers provided an
overview of a particular theme, conducted ar activity that teachers could use with their
students, and distributed a sample lesson plan. In addition, all available resource people

from central Alberta were invited to set up displays and distribute information in an attempt

to provide teachers with the opportunity to make contact with these resource-support
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agencies. Finally, a parent-student panel was arranged to discuss their views on the CALM

curriculum and to answer questions. Bannerman made the following observation:

When people have gone through the growing pains of developing a new

program, which takes a great deal of time and effort, they become very

protective of it. They want to ensure that the program is successful and that

the right kind of person teaches it. This was the case with our panel

discussion. We had students and some of their parents as representatives of a

cross section of student types in our school. The parents discussed how

CALM was important to students and some gave testimonies as to how it

helped their family life. The result was a kind of crusade for CALM. Those

that were skeptical of CALM seemed more prepared to listen to students'

perspectives as they are viewed as being valid and sincere. They are based

on personal experience!

From the perspective of the workshop organizers the underlying purpose of the
inservice session was to motivate teachers, and to provide them with materials such as
manuals and resources, so that teachers would come away feeling that the session was
worthwhile, and more importantly, that the CALM curriculum is worthwhile and that it
meets a real need (Bannerman, 1987). "If teachers believe in CALM and they believe in
doing what is in the best interest of children, then they will be motivated to do the best job
they can in implementing the curriculum, and their enthusiasm will influence the class climate
and will have an impact on their students" (Bannerman, 1987). The effectiveness of the
Red Deer CALM workshop on teacher motivation and preparation for teaching, and its
impact on their perceived value of the curriculum are areas that need to be assessed before
determining if this workshop should serve as a model for future inservice sessions.
However, at this point in data collection such an evaluation had not been conducted by the

researcher nor by the workshop sponsors.

Inservice in Rural Alberta
In the previous two sections CALM inservice strategies in two urban districts were
discussed. In large urban areas resources tend to be more abundant in terms of dollars,

qualified staff, and community agencies that can assist in the implementation of new
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programs. However, the implementation of new programs poses a number of problems for
the geographically isolated schools in rural Alberta. The Deputy Minister of Education
explained that the Department of Education recognized this problem and attempted to deal
with it in an efficient and cost effective way utilizing distance education technology. The
CALM: curriculum was the first program to be selected by Alberta Education to make use of
the ACCESS Television Network to create awareness and understanding as well as to
provide inservice education for prospective CALM teachers. However, a number of rural
school administrators and teachers identified additional factors that can complicate curriculum
implementation in rural areas. First, 1n some schools there are often only one or two
teachers for cach subject area, and classes may consist of split grades which limit the
opportunity for teachers to develop a team or committee to deal with the implementation of
the new curriculum. In addition, due to the geographic distance among neighboring
communities an informal inter-school committee also poses difficulties. Second, many rural
schools do not have the resources in terms of staff or finances to conduct local workshops or
to provide adequate funding for teacher release time to travel to urban areas for workshops.
Third, rural areas may not have i1 ~mediate access to resource people (i.e, ADDAC, Canadian
Mental Health and various referral services) to create a support network. A CALM teacher
commented: "We are already burdened with heavy wquloads because we may teach in a
number of subject areas and we are expected to be involved in extracurricular after school
activities, as well, we must balance our work with our personal life and family
commitments.” Thus, some rural teachers have difficulty in finding the time in their "after
school life" to gather resource materials and establish support contacts. A principal
commented that "because of low student enrollment and limited staff, it is difficult for rural
areas to offer all of the courses that students may require to graduate with a general diploma.
Consequently, many students have to rely on completing their diploma requirements through
correspor.dence courses." The result is that the implementation of CALM often met with

resistance in rural Alberta.
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The Alberta Education and ACCESS Network
CALM Inservice Package

Alberta Education and the ACCESS Network developed a series of seven video
programs and an inservice guide to comprise an "Inservice Package" directed toward locally
developed teacher training workshops. The package provides a step by step guide to assist
the workshop leader in planning a series of teacher inservice sessions on CALM. The
videotapes highlight student learning expectations defined within the core curriculum, model
effective instructional strategies, and present the perspectives of teachers and students who
were involved in the course in 1986-97 (Career and Life Management Inservice Guide,
1988, p.2). The Inservice Guide was designed to be used as a leader’s guide to facilitate
workshops dealing with CALM, or as a self-study resource to help educators acquire
information about teaching CALM. The guide includes suggestions for "organizing
workshops, ‘hands on' and 'take home' workshop materials, transparency masters, and
activity pages for workshop or classroom use" (Career and Life Management Inservice
Guide, 1988, p.2). Together the videotapes and inservice guide comprise the "Inservice
Package." The objective in designing such a package was to encourage schools and school
systems to conduct their own inservice training workshops and to integrate the videotapes
into locally developed inservice sessions.

The CALM Project Manager sent a letter to all superintendents requesting the
appointment of CALM Coordinators and informing them of the availability of the inservice
package as well as of the dates of the broadcasting of a series of seven inservice workshops.
All schools were then informed of the ACCESS Network broadcast, and advertisements
were placed in local newspapers and TV guides across Alberta. Teachers and librarians were
encouraged to tape the broadcasts for later use at profizssional development days, at
orientation sessions after compulsory implementation, or for review by individual teachers.
If it was mot possible for schools to tape the ACCESS Network broadcasts, they could order

copies of the video tapes directly from ACCESS after the initial broadcast was completed
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(Career and Life Management Inservice Guide, 1988). Alberta Education prepared a
recommended program outline for local inservice workshops that would be participating in
the ACCESS Network broadcast and encouraged them to join in a thirty minute "phone in"

session that would address local issues and concerns.

Reaction to ACCESS Network Teacher Inservice Broadcast

The initial ACCESS Network broadcast of the CALM teacher inservice series was
received with mixed reactions. Many of the negative reactions expressed by school
administrators in both formal and informal conversation with the researcher were based on
the view that Alberta Education should be responsible for the development and funding of
inservice sessions for teachers, and that these videos were not an acceptable substitute for
provincially sponsored inservice sessions. Three out of the seven principals interviewed felt
that April, 1988 was a poor month for the initial broadcasting of the CALM inservice
program because many school administrators had not yet made decisions regarding the
scheduling of fall courses, nor had they determined staffing needs for the next year. Thus,
many teachers would not yet know if they would be teaching CALM in the fall. These
administrators felt that June would have been a more appropriate month for the initial
broadcast. With regard to the timing of the CALM ACCESS Network broadcasts, one
administrator pointed out "we are not going to implement CALM until the mandatory time --
September, 1989, and therefore, we will not concern ourselves with teacher inservice until
the fall of 1988, or even Spring of 1989." Another administrator who made the decision to
begin teacher preparation in the fall of 1988, decided to tape the broadcast sessions and to
then integrate them into the locally developed inservice activites that would be conducted in
September or October, 1988. He felt that this would also give staff time to determine how
best to use the videotapes. As a consequence of these variations in school systems decisions

as to when to implement CALM, arrangements were made for the rebroadcasting of the
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whole inservice program through the ACCESS Network during July and August, 1988 and
again during March and May, 1989,

Another major problem discussed by the Project Team and the Steering Committee
was how to develop an inservice package that would be flexible enough to adapt to the local
needs and characteristics of each school and at the same time ensure that there was some
degree of continuity in the structure and content of the local level workshops. They felt that
there were essential skills and knowledge that potential CALM teachers should possess in
order to conduct a successful CALM curriculum (Career and Life Management 20,
Implementation Manual for Administrators, Counsellors and Teachers, 1988).
Consequently, the "Inservice Package" (videotapes and inservice guide) was designed to be
used in a particular way. The ACCESS Network broadcast was designed to initiate the
inservice process and to serve as a possible model for the development of local inservice
sessions.

Teacher response to the ACCESS Network broadcasts varied depending upon the
extent of their knowledge about the curriculum and their involvement in its implementation.
In essence, their responses were a reflection of their different levels of need with regard to
teacher preparation. For example, some of the teachers in the Calgary Board of Education
expressed frustration with the ACCESS broadcast. These teachers were involved in a series
of locally developed inservice sessions that were initially designed to link up with the
ACCESS broadcasts. In general, their frustration was rooted in the feeling that they had
already made a commitment to CALM by devoting their time to attend after school inservice
sessions. They felt that they were beyond the "awareness stage" and did not need to be
introduced to nor sold on the virtues of the CALM curriculum. One teacher commented:

The TV broadcasts created a sense of distance, and the sessions came across

as a kind of telethon for CALM, with people advocating and endorsing the

program. It was too "high sell" for teachers attending the inservice because

we had already "bought into" CALM as evidenced by our attendance at these
sessions.
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Another teacher described the videos as being "too information oriented.” She felt that
teachers that are past the awareness stage attend inservice sessions expecting to attain
information, skills and activities that they could use in the classroom. Inservices should help
teachers to "determine whether or not they want to be, or are suited to being a CALM
teacher,” commented another teacher. Finally, a CALM coordinator and workshop facilitator
used the following simile to describe planning a teacher oriented inservice session:

It is simple. Planning a teacher inservice session is like planning a dinner

menu. They want an appetizer (introduction, orientation), then their meat and

potatoes (something concrete, something with substance), and finally dessert

(conclusion, something to think about). It can't be bit and blurb scenarios, it

must be the completion of a thought process.

In response to teacher reactions to the ACCESS Network broadcast, the Project
Team decided to revise the program format for rebroadcasting the sessions in the summer of
1988. They found audience response to the "phone in" portion of the program was low.
People did not seern to have the need to call in and to interact. In the next broadcast session
they planned to have a panel of teachers, students and parents for each theme and to have
them hold an on air discu ssion of issues related to the implementation of the CALM
curriculum. In the initial broadcast they had a guest and a host for each segment as well as a
fifteen minute prepared text. The host and guest would usually interact. To stimulate more
discussion this format was replaced by a guest panel, and the sessions were longer in length
(Prather, 1988). At the tirne of data ¢ollection, Alberta Education had not yet solicited the
reaction of teachers who had watched the ACCESS broadcast independently ( i.e., not
participants of a local developed ins¢:vice group), and therefore could not yet assess its

impact on teachers in geographically isolated areas.

SUMMARY
The CALM curriculum development process took place in an environment

characterized by politcal change, economic restraint, and ¢kanging directicns for secondary
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education programs. The actual curriculum writing was directed by an interdisciplinary
Steering Committee that worked as a team, sharing their knowledge, experience, and
expertise to define a common vision and goat for the curriculum. The process of building a
commitment to, and an understanding of the curriculum was characterized by what Steering
Committee members referred to as "educational marketing.” Educational marketing
involved promoting CALM in this positive manner, and at the same time providing the
opportunity for the recipients of this information to raise issues and discuss concerns that
they had regarding the implementation of the curriculum. During these same sessions the
participants were encouraged by the Project Team to attempt to develop ways of addressing
or resolving issues and concerns that had been raised.

The Project Team encouraged a grassroots (local level) response to the development
of the infrastructure necessary for the support and continuation of the CALM curriculum.
Inservice was essentially to be the responsibility of local level administrators. Alberta
Education provided various resource manuals for teachers and administrators to assist in
selecting and preparing prospective CALM teachers and in planning for the implementation
of the curriculum at the locali level. In cooperation with the ACCESS Television Network
they also created a series of video tapes and an inservice manual for use by teachers
independently, or in conjunction with provincial ACCESS television broadcasts, or during
locally developed inservice sessions. Individuals (teachers and administrators) who
capitalized on the direct guidance and support from the CALM Project Team tendd to be

those that elected to become involved in the early implementation of the curriculum.



Chapter 6
IMPLEMENTATION OF THE CALM CURRICULUM

The purpose of this chapter is to examine the critical threshold phase in the
implementation process in which school administrators made the decision whether or not to
implement the curriculum before the mandatory date. Significant factors that influenced
administrators' implementation decision and the techniques and strategies they employed to
make the curriculum operational are examined. Finally, the chapter provides a synthesis of
various administrator's philosophical positions regarding leadership and the management
of change.

Data on which this chapter is based were collected through in-depth interviews with
seven principals, four School Board CALM Curriculum Supervisors and the CALM
Project Team Manager. At the time of data collection all but three of the principals had the
CALM curriculum implemented in some form in their school; however, in most of the
schools curriculum implementztion was still in an experimental stage in which logistics of
implementing in the most effective manner were still being worked out. Consequently, the
analysis is more a reflection of administrators' intents with regard to implementation than &

description of what they actually did in the implementation process.

Factors Influencing Implementation Decisions
The decision of when to become involved in the implementation of a mandated
curriculum usually is not a school board or school administrator decision. However, in the
case of the CALM curriculum, school boards were given a number of opportunities to
become involved in early implementation. Teachers or administrators could serve on the
CALM Steering Committee or curriculum sub-committees; could participate in pilot testing
the curriculum, resources and custom published textbook, or could volunteer to implement

the curriculum on a voluntary basis before the mandarory date.
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When the seven principals who were interviewed were asked to respond to the
question "What factors influenced your decision as to when to become involved in the
implementation of the CALM curriculum?" the responses appeared to be a reflection of a
philesophical position regarding leadership, planning and the management of change. On

the basis of these intezviews a number of themes were identified.

Philosophical Positions on Implementation

Those administrators who had made the decision to become involved in the early
implementation of the Career and Life Managemient curriculum tended to share similar
views regarding the managementof change. Their position is best summarized in the
words of one principal who statéd, "We live in a rapidly changing society. The
management of change is a skill to be imastered." By these principals, the implementation
of the CALM curriculun: was perceived as an opportunity and a challenge for
administrators, teachers and students. The curriculum was a challenge for administrators
because it forced them to review their personal philosophies of education and schooling.
This was evidenced in their discussion of whether the content of the CALM curriculum
should be dealt with in the school setting, or whether it ought to be the responsibility of the
family, the church or some other government department or institution. In attempting to fit
the CALM curriculum into the school timetable, some administrators were faced with the
task of eliminating existing programs to make room for CALM. In deing so they found
themselves re-evaluating the predominant values in and priority of the existing programs
offered in the school. Some principals realized that they were already addressing the
CAILM cuzriculum through a number of existing programs and seminars, and were
therefore reluctant to support the implementation of CALM. Other school systems, such as
Catholic districts and at least one academic private school, wanted to modify the CALM
curriculum 5o that it could be taught within a patticular philosophical framework. Finally,
‘other principals believed that there was a clear need for a curriculum like CALM and readily
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supported its implementation. For them the challenges included selecting the appropriate
teacher, fitting the curriculum into the existing timetable, and allocating funds to support
implementation.

Second, the implementation of CALM was viewed as a challenge and an
opportunity for teachers to tzcome involved in the initial stages of implementing a new
curriculum, as well as to have some impact or influence on its development.
Implementaticn was nerceived as an opportunity for them to develop another area of
expertise and to emerge as leadess in a new field. A CALM teacher commented:

1 initally became interested in the CALM cugriculum because of my concern

with protecting my Personal Living Skills program. However, when I saw

the curriculum I realized how relevant and necessary it was for our high

school students and therefore I wanted to become involved in teaching it.

The bonus for me was that I felt I needed a change in my teaching objectives

and career plans; CALM provided me with that opportunity!

CALM was also viewed by principals as an opportunity to recognize and reward
teachers with exceptional teaching skills (in process teaching and critical thinking) and good
rapport with students by assigning them the responsibility of teaching a new curriculum. A
principal explained this perspective by saying, "I set up the appointment of new programs
as a plum, a position reserved for the outstanding teacher who is ready for a challenge. I
personally ask a teacher to teach a new program as a form of honour and recognition.”

Additionally, the implementation of CALM was viewed as an "opportunity for
students to engage in a course specifically designed to address their concerns regarding
careers, human sexuality, well-being, and coping with emotions," commented one Steering
Committee member. Based on her experience with CALM, one teacher explained how the
curriculum benefited students: "the curriculum encouraged students to build peer support
and to look to other resources in the community to help them answer questions and resolve
problems." While certain dimensions of the cutriculum are offered in other optional

courses, a member of the CALM Curriculum Committee pointed out that "CALM is the

first course in which every student has the opportunity to engage in reflective thinking
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about themselves, where they are going, where they want to be, and how they are going to

get there.”

Areas of Consideration

In coming to terms with the final decision regarding when to become involved in
the implementation ¢f CALM, the administrators interviewed in ¢his study appeared to go
through three non-sequential phases. Each phase involved certain factors or questions that
needed to be addressed before the administrator could make the final decision. One phase
invoived an intellectual, rational examination of the CALM curriculum. They considered
such queszions as: 1) Does this program meet a real need in our school? 2) What are the
costs and benefits of implementing this program before the mandatory date? 3) What are
the constraints, options and sources of support for the implementation of the program? For
example, one principal took the position that it would be more expedient for the staff to
wait for mandatory implementation. He explained:

We have decided to wait until September, 1989, the mandatory

implementation year because we have many concerns regarding the

implementation of the CALM program and other Alberta Secondary

Education policy initiatives. We would rather wait until Alberta Education

has all of the resources developed, tested, and available, and all of the kinks

worked out of the program before we implement it.
Reflecting upon the costs and benefits of becoming involved in the early implementation of
CALM another principal stated:

In a small rural school it is difficult to coordinate an optional year of CALM

because of our low student enrollment, tight budget, and limited teaching

staff. Essentially because of timetabling constraints, it is more efficient for

us to offer CALM in the mandatory year when everyone has to take it.
The majority of administrators who elected not to become involved in the early
implementation of the CALM curriculum did not go beyond this phase in the decision-
making process because at this point it was apparent that in their school the early
implementation of CALM was not feasible. Another consideration in the administrators’

decision-making process appeared to involve fitting CALM into their vision for the future
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direction of education in their school, and determining how best to communicate and induce
support for, acceptance of, and involvement in that vision. One of the CALM curriculum
supervisors for a large urban school board observed:

There is a need for implementation leaders to philosophize and reflect on a
personal level as to what they want t> accomplish. Good administrators
have a goal in mind and kzow hat they want to accomplish in their schools
and how they want to sec thir#s actioned. Their goal is to convince others
to adopt this vision or plan-- that is leadership.

Another CALM curriculum supervisor, responsible for providing inservice
#ducation for administrators and potential CALM teachers, alluded to the problem of
intellectual and emotional commitment to the implementation of CALM, and to the ability of
administrators to put ideas into action. She reduced the problem to one of leadership style
and motivation:

We have administrators and teachers who are dedicated, innovative movers
and doers, and then we bave those that are talkers and delegators. They are
the ones that become involved in an innovation for the status and
recognition. Their goal is to do as little as possible and still get the credit. It
is really a matter of who can get the most support and can be the most vocal-
- the innovators and doers, or the talkers and delegators?

She went on to explain why, in her experience, some administrators are reluctant to become
involved in the early stages of implementing change.

Essentially, they are afraid of innovators because they are intimidated by
them. Their actions make them question their capabilities and self worth. In
defense they try to block innovators and their efforts. The winners in this
struggle are those who are most policitally astute and politically connected.
That is, they know who to talk to, wiat to say, and when to say it.
Unfortunately these people tend to be the talkers rather than the doers, and
when they do win the battle they do not personally become involved in the
innovation, rather, they end up delegating the task away.....Once the
fireworks of initiating involvement in an innovation are over, there is no real
commitment tc ensure the continuation of that initiative.

In support of this observation a_high school principal concluded that "the shape and
direction of a change is essentially contingent upon how strong the leadership is in any one

areéa
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Another consideration in the decision making process involved administrators
addressing questions regarding the logistics of implementing the CALM curriculum. For
some administrators this task involved the development of an implementation plan, and
communicating to their staff the perceived significance and value of the CALM curriculum.
One principal viewed this as a leadership task:

Much of the problem in implementing a new program is selling the ideas
and clarifying people's perception of what the program is all about so that
we have a common understanding of the purpose and intent of the program.
It is my responsibility as principal to be informed and to inform my staff,
and to then provide the atmosphere for acceptance, and the facilities and
resources for implementation.

However, not all principals elected to deal with the issue of whether or not to become
involved in the implementation of CALM before the mandatory date. In some case; this
lack of discussion or consideration left teachers with little direction regarding wher: and
how the curriculum would be implemented; they were left with the impression that the
curriculum was viewed by the administration as one of low priority. One teacher explained
that for those teachers who realized that they may have to teach CALM when the mandatory
time cames, the question of the logistics of implementation posed some real concems:

Some principals have refused to come to grips with the whole issue of
CALM and have done nothing about its implementation. It is then up to the
teacher who will probably have to teach the course to find his or her own
inservice sessions in order to become prepared to teach the curriculum. It
also becomes the teacher's responsibility or burden to keep the principal
informed. This kind of principal tends to assume that because we as
teachers are professionals that we will handle it, and often he or she is right.
lel the end 'teachers are accountable for the quality of instruction in the
classroom!

A CALM Curriculum Supervisor explained how some teachers coped with the lack of
administrative planning and support:

In some cases teachers who had already heard about the new CALM
curriculum and were interested in becoming involved in it had to approach
their principals and convince them of the need for such a program. In some
cases these teachers began to arrange their own inservice sessions and to
attend CALM workshops without administrative support.
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Broad Factors

In the final analysis, the seven principals interviewed perceived two biv:d factors
as significantly influencing their decision regarding involvement in the early implementation
of CALM. The most significant factor appeared to be a personal philosophy of leadership
and of the management of change. In general, they perceived the management of change as
a skill to be mastered because “change is an ever present and inevitable phenomenon.”
Therefore, as leaders, they viewed it as their responsibility to prepare staff and students to
cope with change by engendering a positive attitude toward change, by enco:-* ;ing and
rewarding innovative behaviour, and by attempting to have staif become involved,
whenever possible, at the "ground floor" of an innovation. Corsiderable importance was
attached to teachers' having the opportuaity to influence the development of the curriculum,
growing as the content and philosophical bass crystalized, and finally, keeping the
remainder of the staff informed of these changes. Their underlying goal w75 to be on the
"cutting edge" of developments in education. As one principal declared: "Our motto is
'nothing but the best', or 'the pursuit of excellence™; that was the expectation he set for
himself, for staff, and for students.

A second factor was that of the importance of #dopting a proactive, as opposed to a
reactive, approach to managing the implementation of change. Principals explained that by
adopting a proactive approach they could plan to take advantage of the opportunity to
jgpdment CALM on a voluntary basis. "By doing so,"” explained a principal of a private
sehiol, "it gave me and my staff an opportunity to experiment with the program and to
work out the best way to implement it in our school.” A further advantage of proactive
planning, highlighted by a CALM Curriculum Consultant, was that it gave administrators
time "to identify problems and work out possible solutions,” and it gave teachers the
"opportunity to develop a sense of ownership in the curriculum and to attain the necessary

skills, knowledge and resources to implement it." She added that a proactive approach also
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permitted each school to work out the logistics of implementing CALM on a small scale,
working with coramitted seachers, and then gradually implementing it on a full scale basis
in time for mandatory implementation. During this period the administrator and the core
CALM teachers involved in this experimental phase ha-" he opportunity to develop a vision
or plan for the orderly implementation of the curriculum, giving the ri*tiainder of the staff -
sense of direction and control. The themes of proactive planning and keepiir:; oo the

"cutting edge” of change merit a more detailed exantination:.

Proactive Planning

The concept of being on the cutting edge of educational change and innovation
naturally implies the need for proactive planning. The term "proactive" relates to making
decisions based on longer term instructional or program goals rather than on immediate
circumstances. Proactive planning requires anticipation of problems, future projections of
educational and demographic trends, a sense of vision and defined goals (On the Cutting
Edge, 1988). Theoretically, when school administrators make the decision that their
school will attempt to be on the cutting edge of change, transforming the decision into an
action plan ought to involve not only long term planning, but also the consideration of the
school's core values and goals that will provide direction in bringing the plan to fruition.
In the case of iie seven principals who were interviewed, those opting to become involved
in the early implementation of CALM seemed to have a strong sense of a pian, a purpose,
and a vision for their school. When asked "what factors influenced your decision as to
when to implement CALM?" their responses tended to begin with a philosophical statement
and a comment about the need for planning. For example, a principal of an academic
private school explained that his school had a philosophy of "getting in on the ground floor
of change.” Because they operated on a five year plan he felt it was necessary for them to
become involved in changes as early as possible so they could effectively work them into

their plans. He stated,
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We view our school as a University prep school ard inerefore we have few

options and litde flexibility in scheduling programs. Thus, what we do

offer in terms of program choic.e is carefully selecied to conform to our

purpose and philosophy, and raust be of high calitre and challenging to our

students.

In contrast, another principal of a large urban high school explained that because his
school had a relatively stable population he could operate on a one year plan. As principal
he believed in delegating responsibilities and decisions to the appropriate level. When
Alberta Education distributes a schedule for the implementation of curriculum changes, he
"plans with department heads for the purchaSe of materials for those new programs. The
decision as to whether or not to pilot a new program is left up to the department heads and
teachers, and the assignment and scheduling of programs is left to the assistant principal.”

A principal of a large urban high school viewed his educator role as that of an
idealist. He defined an idealist as "an individual who helps others to be prosperous.”
Further, he explained that his role as educator and principal was to "bring out the potential
in my staff and students, encouraging them to challenge thumselves. When I see
opportunities for my staff and students to be challenged and to experience growth I
encourage their involvement." He viewed the implementation of CALM as such an
opportunity for some of his teachers and students, and therefore made plans for the staff to
become involved as early as possible.

Another principal supported the need for early involvement in the implementation of
CALM. "To effectivelv implement a new curriculum,” he explained, “requires planning
and the anticipation of its impact on staffing, budget, and student program choice.” In his
school they "attempt to develop a vision so that [they] have an orderly sequencing of
implementation, and have worked out the mechanics of how [they] are going to introduce
the new program and who is going to be responsible for it." In his experience this
planning process requires that they start early so that they have time before the mandatory

implementation date to work out the imperfections and problems, and to focus on
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communication with staff. He concluded "to accept change teachers must understand it,
realize why it is necessary, and how it will affect thexs; therefore, it is necessary for us to
become involved in the planning and implementation process as early as possible."

On the basis of these statements, it is apparent that these principals view early
involvement in the implementation of an innovation as being integral to being on the cutting
edge of change. Planning, goals, and the well- being of teachers and students are also
important considerations in making the administrative decision regarding when to become
involved in the implementation of CALM. Another significant factor that influenced
principals’ decision to become involved with the early implementation of CALM was their
general attitude toward change. One principal who was opposed not only to the
implementation of CALM, but also to many of the Alberta Secondary Education policy
initiatives, based his opposition on his experience with educational change:

Having been in education for 28 years I have seen education go in cycles. It

begins with a philosophical position and eventually comes back to that

original position. This cyclical nature is frustrating for those of us who

have been in the business for a long time. It makes us cynical and skeptical

of change. No doubt that some changes are valid, but it seens that

whenever Alberta Education creates a curriculum review committee, the

members feel obligated to find some need for change and to therefore initiate

changes!

This principal elected to wait to implement CALM until the mandatory year. Like other
principals, he wanted to wait until Alberta Education tad tested, experimented, and worked
out the details of the CALM curriculum, ensuring that all the resources would be available
and implemémfation probiems resolved. In contrast, another principal, supportive of the
implementation of CALM, explained why projecting a positive attitude toward change is
necessary for succes#ul implementation:

Teachers and administrators are essentially allergic to change. Sometimes

they need a listle stress or pressure to keep them motivaied and challenged.

As principalii is important for me to project to the staff and students that a

chaiige is werthwhile and of priority. It is an attitude, but it must also be

évident in.my actions. Itry to discourage unconstructive negativism or sour

grapes i@ my staff. Instead, I try to encourage them to accept change as

being pdiitive and a challenge. Itis an opportunity for us to make the best
of it anf:get something first class off the ground.
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This principal had the school not only involved in the pilot testing of the CALM
curriculum, he and the school's CALM pilot teacher were also instrumental in hosting a
weekend CALM inservice session for potential CALM teachers in the region. The teacher
and the students also became actively involved in promoting CALM on the local television
and radio station talk shows, as well as at regional administrative meetings.

In summary, those administrators who elected to become involved in the early
implemertation of CALM did so primarily because they believed in the content and value of
the CALM curriculum for high school students. They also expressed a personal
philosophy to the effect that change can be beneficial and that the experience can be
enhanced by having teachers become involved in the implementation process as early as

possible.

Operationalizing the Implementation Decision
Once the principals had made the decision to implement the CALM program, they
then developed an implementation plan and identified appropriate strategies to make their

decision operational. Approaches adopted by the principals had several different facets.

Early Involvement

A high scho=1 principal remarked that "change is seldom effective unless those
people directly affected by it are given the opportunity to become involved in bringing
about that change." Consistent with this remark, principals and CALM teachers identified a
number of benefits of becoming involved in the early implementation of the Career and Life
Management curriculum. For example, they suggested that early involvement provides
teachers and adsministrators with the opportunity to become familiar with the curriculum, to
experiment with how best to implement it, and to make necessary adaptions to suit the
needs of siudents. From her experience with implemeatation of curricular change, a

CAL24 coordinator explained that teachers and administrators need time to experiment with



151

a new curriculum and to develop a sense of ownership. She felt that "by having the
opportunity to experiment with a new curriculum before the mandatory implementation date
helped to take away the stress of dealing with a prescriptive mandated curriculum." For
teachers she felt that an "experimental phase gave them the chance to work out the bugsin
the curriculum, to seek out necessary assistance, resources or support, and to adapt it to the
needs of the students.” For adminisi-ators, she saw this phase as an opportunity for them
to work out scheduling problems and to identify additional CALM teachers. Finally, early
involvement could benefit the staff in general by keeping them up to date with the
implementation of Alberta Secondary Education policy initiatives.

A CALM coordinator in a private school indicated how this experimental phase was
used. He explained that because the school deals with a very select group of students,
CALM had to be adapted to be flexib!= enough to meet the needs of every student yet still
include the mandatory parts of the curriculum. During the voluntary phase of the
implementation of CALM they held a "pre-CALM", non-credit course wherein teachers
were introduced to CALM and its philosophical orientation, and then allowed to experiment
with its various themes. After a specified time period they all met to review and to evaluate
what they had done and what they had learned through the process. They then compared
this with the mandatory CALM curriculum and discussed how they could move toward it.

During the next round they taught :::ore directly to the curriculum.

Team Approach

Another benefit of the early implementation of CALM identified by a number of
coordinators and curriculum consultants was that this provided them with the opportunity
to work with a small group of competent and committed teachers, to experiment with the
implementation of the curriculum, to identify or anticipate possible implementation
problems, and to search for solutions to those problems. This group was then able to work

as a team to develop an implementation plan that worked in a particular school or school
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district, and to then share this plan with other teachers and the larger system. In other
words, some administrators used this opyortunity to develop a core base of experienced,
knowledgeable CALM teachers who could then serve as facilitators in providing inservice
education for other CALM teachers, or they could act as coordinators for the large scale
implementation of the curriculum. A CALM teacher commented on this approach:

In the team approach you can feed off the energy of each other, there iz a

greater sense of ownership of the course, and the collective intelligence is an

advantage in solving problems. The course will be richer from the different

teacher perspectives, teaching styles, and areas of expertise.

A CALM coordinator in a large acaciemic high school explained that they had
established a team that worked to develop a "comprehensive CALM implementation-
resource package so that a new teacher could take it, go through it, and use it verbatim if
they needed to, or they could use it as a framework for their own lessons.” The purpose of
the resource package was to ensure a degree of uniformity in what was being presented in
the various CALM classes. It was also designed to assist teachers who had to teach CALM
yet had no background experience or expertise in this area. She went on to explain that "by
using the resource package teachers could feel confident that what they were presenting to

students had been thoroughly tested by experienced teachers, and that it would work with
the various teaching styles suggested and the materials included.”

Teacher Selection

School administrators indicated that one of the benefits of becoming involved in the
early implementation of CALM was that it provided them with the time and opportunity to
become familiar with the philosophy, objectives and intent of the curriculum, and to
carefully select the most appropriate teacher to teach the curriculum. The majority of the
principals advocated encouraging teachers to volunteer to become involved in teaching
CALM. "By adopting a voluntary approach," a principal explained, "administrators arz

working with teachers who are making a conscious choice to become involved because
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they see the curriculum as being in tune with their personal needs, values and beliefs, and
are therefore willing to become committed to the implementation process.” Principals
approached the selection of CALM teachers in several ways. Generally, they devoted time
during a staff meeting or professional development day to introduce the curriculum,
providing an overview of its philosophy, objectives and intent. During this time they also
took the opportunity to discuss what the characteristics of 2 CALM teacher would be, and
the kind of commitment and energy that would be involved in teaching the curriculum.
Then they would arranged a more in-depth meeting for those teacher who were interested in
teaching the curriculum. Through these activities principals delimited the process of
teacher selection to those who expressed an interest.

Another approach to teacher selection identified by school administrators was to use
a similar introductory procedure to introduce CALM to the general staff, and in some cases
identify a group of interested teachers. The next step, however, was to personally
approach those teachers the administrator deemed most suitable for teaching the curriculum
and to ask them to consider teaching CALM. One principal commented that because he felt
so strongly about the need for a curriculum like CALM, he selected the best teacher to teach
it. He defined 'best' teacher as

one whom the students respect, who has a strong rapport with the students,

empathy and a sense of humour. He or she is enthusiastic and enjoys

teaching, and demonstrates maturity in his or her teaching style and

relationship with staff and students.

Another principal, supportive of the CALM curriculum, felt that "CALM ought to
be viewed as a favorable assignment by teachers, and this perception depends on how
administrators select teachers to teach it.” He viewed the appointment of teachers to new
programs “as a position reserved for the outstanding teacher who is ready for a challenge."

Consequently, he personally asked teachers to teach a new curriculum as a form of honour

and recognition.
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Similarly, another principal explained that when he selected teachers to teach a new
curriculum he looked for people who expressed a desire and willingness to become
invoived. In the case of CALM he looked at their background and qualifications. If they
had a strong desire but inappropriate qualifications he considered if it would be worthwhile
to provide inservice opportunities for them. Finally, he selected the teacher who would be
most suited to »éaching the curriculum, and one who he knew would teach the course as
intended. In selecting the most appropriate teacher for CALM, a high school principal
explained, " I try to select a teacher who most closely approximates W.H. Ogden's
description of a good teacher." He quoted, "for a teacher to be of real value to his or her
pupils, he or she must be a matu= and above all happy person, giving the young the
feeling that adult life is infinitely more exciting than their own."

Based on the preceding comments, it is exident that the approach that principals
adopted in assigning teachers to the CALM curriculum was a function of their perceived
value of the new curriculum, the criteria they had developed in their own minds regarding
what constitutes a good CALM teacher, and the significance they attributed to assigning
teachers to new programs. For some principals, the assignment of teachers to new
programs was a method they employed to reward and recognize teachers for outstanding
service and ability. For other principals it was a method of providing a personal challenge
for teachers, and still for others, the assignment of teachers to new programs was an
administrative task, and the decision was based on the suitability of a teacher to the needs
and characteristics of the program. In reality, teacher selection is more likely a combination
of some or all of the above factors. What is most clear in this decision-making process is
that administrators have a great deal of power to influetice the success or impact of a new
curriculum through administrative decisions such as teacher selection, program scheduling,
and resource allocation, which are ways of communicating the value ard priority of the

curriculum to their staff.
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Leadership and Mansgement of Change

In the implementation of the provincially mandated CALM curriculum one of the
most challenging leadership roles was that of the Project Manager. This person was
charged with the responsibility of coordinating and directing the curriculum developrsent
and implementation process. In addition, the person was also the critical link betwesi#
policy makers and policy implementors. To many principals and teachers the CALM
Project Manager, Sharon Prather, provided that tangible links among Alberta Education,
the government's intent as communicated in the CALM policy initiative, and the actors
involved in the various levels of the implementation process. The interviewees viewed
Prather as playing a significant role in what they described as the "relatively smooth and
well organized development and implementation of CALM." One Program Supervisor
commented that teachers and administrators in the school syste:n were pleased to have
someone who had led the development of the CALM curriculum also lead its
implementation because it gave the whole process continuity. She stated, "we can feel
confident when we speak with Sharon Prather that Alberta Education is hearing us, and that
our concerns will be considered... Sharon proved to be a straight shooter.” Others
commented on Prather's strong organizational and human relation skills. A member of the
Steering Committes commented,

Sharon provided a leadership model for the program. She was organized

and she could answer any question about the curriculum in terms of a

rational statement. She was flexible and adaptable in saying 'Do you agree

or disagree?,' and she was willing to make changes based on the outcome to

that question. She wasn't coming down with an iron fist saying ‘This is the

way it will be!’
A field test teacher commented on her interaction with Prather,

Sharon really wanted to know where we, as teachers, were coming from.

She would say 'Here is what they say in the ivory tower, but what is it

really like in the trenches?' And she would listen to us and provide us with

feedback regarding our recommendations and concerns.
Another Steering Committee member summarized Prather's leadership strengths as

residing in her "unlimited energy, commitment and enthusiasm for the curriculum and her
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belief in the capability of those involved in its development and implementation.” She
identified Prather’s strongest attribute as "her ability to bring people together to work
toward a common vision and a common goal."

During an interview conducted by the reséarcher in June 1988, Sharon Prather was
asked to reflect upon her experience ir the development and implementation of the CALM
curriculum and to identify those characteristics that she deemed necessary to be an effective

program manager. Prather identified seven characteristics:

1. Management Skills . Prather suggested that to be an effective program manager
you must be able to manage budgets, timelines, and information flow. She identified
information management as one of the most important skills:

If you intend to use all of the information that you gather in the field, then

you must be able to sit down, translate it and synthesize it. You must be

able to do this quickly, effectively, and efficiently because you are working

under rigid timelines.

In addition, she added, "a reliable support system and management structure helps to
facilitate effective management.”

2. High Energy . Prather experienced that being a program manger required the
ability to be able to " handle all of the conflicting tasks and demands while projecting the
impression that you are really keen on the curriculum, and that you are capatle of handling
its implementation.” She concluded that a manager needs the confidence and the energy to
prove that this can be done.

3. Communication Skills . "A phenomenal part of the work of the program
manager involved communicating over the telephone and making presentations,” explained
Prather. Therefore, she recommended that a manager should have the ability to access
information and to communicate it in a ciear and precise manner. Being a project manager

involves a kind of "mutual learning.” "When answering questions or listening to
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concerns,” explained Prather, "you must remain open to new information (learning), and in
doing so you must also be able to put your own ideas and biases on the back burner."

4. Be Able to Delzgate . A project manager must know when to delegate, and to
whom. However, to delegate effectively, managers must have good support systems and
reliable and capable people (Prather).

S. Writing Skills . "Being able to get ideas down on paper and across to people
are key factors in this position,” commented Prather. She went on to explain, 'You have

to be able to take information, synthesize it, and communicate it in written form, in a

written communication skills are integra! & effective management.

6. Access to Support Systems . As project manager, Prather stressed the
importance of knowing where your support systems are located within Alberta Education
and other government departments related to the curriculum. She stated, "Project mangers
need to know who they can go to if they want to work the system effectively.” She added,
" effective managers must understand the government authorization process, and realize
that all decisions take time." Understanding the Department's bureaucracy, how it works,
whom to contact, and for what, is beneficial for getting decisions through more quickly.
Knowing how other bureaucracies work (i.e., Calgary Board of Education, Edmonton
Public School Board) can also be helpful. Prather explained, "In this position it is
necessary for me to ask favours, therefore, I must know whio is the best person to contact
without getting other people upset in terms of jumping the lines of authority and
responsibility."”

7. Understanding the Curriculum Development Process . In the development of
new curriculum, Prather advocated that the project manager should be "sensitive to what
teachers can teach, the realities of the classrocm, and the needs of various kinds of

students.”
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In summary, the perception of the participants was that Sharon Prather played a

strong leadership role in the development and implementation of CALM. She seemed to be
able to set direction, to engender cornmitment, to mobilize people to translate decisions into
action, and her understanding of and connections with the various levels in the educational
bureaucracy. Prather led by example, and relied on the input and expertise of her support
team (CALM Project Team, Steering Committee, curriculum writing sub-committees) and
feedback from those actors involved in the implementation process in the fi2ld. However,
Prather's role in the implementation of CALM had its limits. Her role was to develop the
curriculum, identify the resources, communicate and clarify the philosophy and intent of
the CALM curriculum, and to initiate inservice education for potential CALM teachers. The
actual implementation of the CALM curriculum was the responsibility of the local boards,
and at this point the leadership of the school principal becomes significant.

Implementation: The Principal's Perspective

The principals interviewed generally perceived their role in the management of the
implementation of the CALM curriculum as that of a facilitator. They perceived their main
task as creating the climate for change, and providing the direction, resources and facilities
that were necessary to facilitate the implementation of CALM. A high school principal
commented on his role in the implementation process:

As principal it is my responsibility to ensure that CALM is being taught and

carried out in the manner and philosophy that was intended. I ask myself

the question 'If there is going to be a CALM course what can I do in my

school to encourage this course to be successful? Being held accountable

for the implementation of CALM does not necessarily ensure that the course

is being taught to its maximum.

How principals went about fulfilling their role in the implementation process ranged
from working directly with the designated CALM teacher to plan the logistics of
implementing the program, to delegating most of this responsibility to a designated CALM
coordinator or department head. The decision made by principals regarding the degree of

direct involvement in the implementation process appeared to be a reflection of their
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philosophy of leadership. Those electing to delegate the majority of responsibilities and
decisions related to the implementation of CALM appeared to support the belief that
teachers as professionals have the best knowledge of the classroom situation and, therefore
can make the most appropriate decisions regarding program implementation. A principal of
a rural high school commented,

As principal I don't have the time to scrutinize every new curriculum. 1

review them with the expressed purpose of identifying the mandatory

requirements and what teacher on my staff I should appoint that would do

the curriculum most justice. Aside from budgeting and scheduling the

course the details of implementation are left up to the teacher.

In some cases a designated CALM coordinator worked with a team of selected
teachers to work out the logistics of implementing the curriculum, with budget allocations
determined in consultation with the principal. The primary focus of the principal in these
schools appeared to be the smooth maintenance and functioning of the school system.

In contrast, other principals elected to become directly involved in the
implementation process, carefully s#l:c*ing the appropriated teacher, identifying applicable
workshops or inservice sessions that teachers might be interested in attending, discussing
with teachers their approach to implementing the curriculum. In addition, he provided time
before the mandatory implementation date for teachers to experiment with the curriculum,
exploring how best to teach it, what resources to use, and testing students' reactions to it.

In either case, whether the principal or a designated department head takes the
responsibility for the implementation of CALM, the critical factor seems to be that there is
an identifiable person who is responsible for coordinating the impiementation process
within each school. A CALM Curriculum Supervisor defined this person as the "tangible
link between the curriculum document and its translation into practice in the classroom.”
She went on to explain, "this person ought to be able to provide direction (either directly,

or indirectly) , clarification and support during the implementation process" for the CALM

teacher. A Curriculum Consultant commented, "Teachers need to have a clear
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understanding of their role expectations and the parameters within which they are expected
to function. They must also have direction regarding where to go for assistance, support or

clarification.”

Communication
Those principals who elected to become involved in the early implementation of the
CALM curriculum felt responsible for keeping informed about and abreast of change and,
in tumn, for communicating these changes to the staff. "In this manner,” a principal
explained, "change becomes a part of organizational life, something that the staff expects
and can prepare for." Another principal highlighted the importance of information
management:
Anxiety and resistance to a change are often due to a lack of knowledge or
understanding regarding the meaning of the change. Teachers need accurate
up to date information so that they can better formulate their opinions and
positions regarding the change. Helping teachers to cope with a mandated
change involves disseminating accurate information, and then listening to
their fears, concerns and problems. By keeping staff informed there are no
surprises because everyone knows what is coming. In this manner staff can
prepare for the future, regardless of whether or not they want to become
involved in the early implementation of a change.
Another principal emphasized the importance of an information linkage between the
Department of Education and schools:
Accurate and up to date information is important because it reduces
unnecessary anxiety and dispells rumours and misinformation. If people
know what is happening and the position of Alberta Education, their school
board, and that of any other significant group, they can have a better
understanding regarding how the change is going to affect them.
In helping teachers to implement a change one principal explained that teachers need
information that helps them to understand why change is necessary and how the change
will affect them directly. Additionally, they need ample time and opportunity to prepare to

implement it effectively.
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Vision
Principals, in communicating information to staff regarding impending changes,

have the responsibility to first ensure that the information is accurate, and second, that they
themselves have taken the time to consider the meaning and implications of these changes
(or information) for the staff and for the future of the organizational life of the school. The
goal is for the staff to feel confident that the impending change can be adapted to the
philosophy of the school and incorporated into long, or short range plans. A principal

commented:

When dealing with a number of changes that will be occurring over a
relatively short period of time principals needs to develop a long range plan
of approximately five years. They need to develop and communicate a
vision of how the changes will be implemented in a systematic manner.
Such a plan gives the staff and administration a sense of direction and
control.

In sum, for staff to cope with change relevant information ought to be presented within a
context or framework which provides direction for the implementation of that change (i.e.,
timeline, role expectations, and implications for programs, teachers and students). A
principal shared his philosophy of planning for change:

One of my immediate concerns in implementing a new course is human
resources. Right from the outset I try to get teachers involved and excited
about the new course so that they will view it positively. Getting them
involved as early as possible allows them to develop and grow with the
curriculum philosophy. Early involvement requires foresight and planning
on my behalf. I have to keep abreast of changes, and cognizant of windows
of opportunity for my staff to become involved.

Another principal observed:

The smart administrator is aware of the potential impact of the Secondary
Education policy and will begin to prepare for its implementation as early as
possible. He must project the attitude that change is good, and attempt to
provide the opportunity for change to occur gradually. This is
accomplished by early invoivement in the implementation of policy
initiatives.
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Support

In conversation with teachers and administrators regarding how to assist teachers to
cope effectively with the implementation of change, two levels ¢f support were mentioned:
psychological support and support through the provisions of resources and facilities.
Psychological suppor: i~olved providing teachers with the reassurance that they have the
capability to teach the curriculum, and that there will be workshops or inservice sessions
which they can attend to attain additional skills and knowledge related to teaching the
curriculum. A Curriculum Supervisor explained:

Teachers need the reassurance that there are other teachers experiencing

similar problems or concerns regarding the implementation of the new

curriculum, and that there are also people who can provide guidance and

assistance.

The second level of support dealt with the provision of the necessary resources to
facilitate implementation. These resources included a budget, supplies (textbooks, films,
and brochures), facilities (appropriate classroom space and seating arrangement), and time
(timetabling, teacher preparation, program experimentation). In conclusion, principals
appeared to play the role of a facilitator in providing psychological reassurance, in

directing teachers to support people in the school system or community, and in providing

the resources that will make implementation possible.

Conclusion
The study revealed a number of factors which significantly influenced principals'
decision to voluntarily become involved in the implementation of CALM before the
mandatory date. These factors included a philosophical position which viewed change as
an opportunity and a challenge for administrators, teachers and students. The management
of change was viewed as a skill to be mastered. Consequently, their major strategy for
managing change was to plan for orderly implementation by becoming involved in the

process as early as possible, giving the staff and themselves the opportunity to experiment
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with how best to implement the curriculum before the mandatory date. The other
significant factors that influenced their decision were that the curriculum was perceived to
be academically challenging, met the current and future needs of students, and was
technically, politically and economically feasible to implement before the mandatory date.



Chapter 7

DISCUSSION AND REFLECTION

The purpose of this chapter is to discuss and reflect upon the procedures and
findings of the study from the researcher’s perspective. In the previous chapters the
researcher attempted to describe the implementation of CALM in a manner which
represented the voice and perspectives of the participants in the study. In this chapter the
researcher attempts step back from the description and to reflect upon the implementation
process from a more critical perspective. The discussion of the process is presented in

relation to three phases -- the genesis, adoption, and voluntary implementation of CALM.

GENESIS

Perhaps one of the most important lessons learned in designing and executing this
study was the need to approach the analysis of policy implementation from a holistic
perspective. Describing and analyzing the processes involved in the implementation of
CALM and understanding how the participants responded to the policy initiative required
an examination of the process both from a macro (structural) and micro (interpretive)
perspective, as well as an examination of the context in which the policy initiative was
developed and implemented. William Dunn (1981) made the statement "In reality policy
problems are not independent entities; they are parts of whole systems of problems best
described as messes..." (p.99). The implementation of policy in educational organizations
is an example of a problematic web. Even though the provircial educational system is a
structured bureaucracy (Alberta Education, School Boards, Schools etc), the practitioners
are subject to weak hierarchical control in their work making it difficult to control the
implementation process. As well, the governance and management of education at all

levels (provincial, district, local) is influenced by input from politicians, civil servants and
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professional educators who are subject to, and constrained by, external influences related to
the social, political and economic environment. Finally, implementation is affected by how
the particular policy initiative is interconnected with other provincial policy goals, and the
extent to which the policy makers make this interconnnection explicit to implementors.

Early in the data collection process the researcher became aware that certain
participants in the study projected an attitude characterized by skepticism with regard to the
origin and need for the CALM curriculum. Upon further investigation it became apparent
that this skepticism was rooted in their reaction to the Secondary Education policy in
general, and to the mandatory nature of CALM in particular. For these participants the
critical question underlying the initiative to implement CALM related to whether CALM
was developed in response to predominantly political pressure or to the educational needs
of students. An examination of the health promotion movement in Canada gave credence to
this skepticism regarding the origin of CALM.

In Chapter 4 the researcher attempted to demonstrate that the impetus for CALM
could be traced to a 1974 report from the Minister of the Department of National Health and
Welfare. The report, entitled A New Perspective on Health of Canadians , emphasized the
importance of the concept of a health parmership between the government and individual
citizens in the "management"” of the status of health of Canadians. The problem of getting
people to take responsibility for their health and to make wise lifestyle choices required
education and widespread awareness of the need to take personal action. The impact of this
report was felt in Alberta at both the provincial and local levels when the Provincial
Government set up a task force which comprised representatives from various government
departments to make recommendations regarding health education in schools. The key
recommendation was that Alberta Education was the best vehicle to effectively deal with the
problems and inadequacies in health education because the department had the mandate to
develop and implement curriculum. Thus, they recommended the development of a k-12

mandatory health curriculum.
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By 1985 the final stages of this recommendation were about to come to fruition, in
that a proposed senior high health curriculum was ready for approval; however, when the
Secondary Education in Alberta policy was released all secondary programs in
developmental stages were put on hold, and the curriculum project teams were disbanded.
Consequently, those involved in, or familiar with, the development of this proposed senior
high health curriculum had difficulty believing that the impetus for CALM came out of the
Secondary Education Review. They felt that in 1980 the Government already knew that
there was a need to develop a senior high health curriculum. While the Secondary
Education Review conducted four years later might have reconfirmed this need, the
question still remained, "Why go through the whole curriculum development process again
when Alberta Education could have revised the proposed senior high health curriculum in
light of the directives articulated in the Secondary Education policy statement?” and "Why
promote CALM as a ‘new’ cuinigr: =2+ -~hen for some participants it represented the
"proposed" senior high health ~yrrizuluniis a new package. By examining the impetus for
and development of CALM frouw: - : Lisiorical perspective brought into questior thie political
agenda implicit in the Secondary Education policy statement which set the direction for
educational reform in Alberta.

Second, the view that CALM was developed in response to predominantly political
pressure rather than educational needs was supported by intergovernmental representation
on the CALM Steering Committee. Half of the members were representative of
government departments such as Community Health, Consumer and Corporate Affairs,
Career Development and Employment and Alberta Education, while the other half were
representatives of teachers and principals. Therefore it was of no surprise that the five
core themes in the CALM curriculum in some way reflected the philosophy and mandates
of these government departments. CALM appeared to be a curriculum that helped a

number of government departments to serve their interests.
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A comparison of social and economic goals of the Provincial Government with
those articulated in the Secondary Education policy and the CALM curriculum guide reveals
an apparent congruence among goals. The social and economic goals of the Provincial
Government suggested that in exchange for the right to have the opportunity to achieve
high social and economic standards the individual ought to contribute to the économic and
social well being of society (Economic and Social Progress Goals, Progress Report V,
1977, p.2). In the Secondary Education policy statement (1986,p.7) the aim of education
was identified as equipping individuals with the appropriate knowledge and attitudes to
improve their personal lives and the life of the community. The CALM curriculum guide
defined the appropriate skills, knowledge and attitudes that would help individuals to take
control of their lives, get along with others, and contribute more positively to society
(Goals of CALM, Interim Curriculum Guide, 1987, p.3). Central to all three statements
was the concept of self reliance and increased independence from the Government for the
fulfillment of individual, social or economic needs. In terms of education, there was little
discourse regarding the government's responsibility for individual learners. The
assumption appeared to be that individuals seek to be contributing members of society, and
that it is the responsibility of individuals' to make use of the knowledge, skills and attitudes
that they have had the opportunity to acquire. Finally, it as¥umes that it is possible to
identify those generic skills, knowledge and attitudes that will be transferrable to, and'
instrumental in, shaping our changing world.

The congruence among the social and economic goals of the Government, the goals
of secondary education, and the goals of the CALM curriculum reflect an instrumental view
of schooling. The school is viewed as an instructional site for delivering the appropriate
skills, attitudes and knowledge to children so that they can grow up as self-reliant
contributing (productivity) members of society (labour force). However, these appropriate
skills, attitudes and knowledge appear to be defined first in economic terms, and second,

in social terms. The needs of society seem to take precedence over the needs of the
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individual to the point where society is reified as if it exists independent of the citizens from
which it is comprised. In his discussion of changes in curriculum policy, Education
Minister Jim Dinning {1990) made the statement, "The job of educating our children must
not turn into a struggle for power. We cannot have winners and losers. The task is too
important. We all win if our children grow up to be productive, caring, contributing
members of their community and their world. We all win by giving them tools to meet the
challenges of the future” (p.7). Once again, this instrumental view of education is
reinforced by defining "winning" in terms of student productivity and contribution to
society. The assumption is that there is general agreement among parents, government and
other stakeholder groups regarding what constitutes winning and losing, productivity and
caring, and the future. Additionally, it is assumed that students can be "equipped” with
"tools" to shape, or at a minimum, to cope with that projected future.

Finally, the choice of the title "Career and Life Management” suggests a secular
humanistic orientation to life. It makes the assumption that life can be controlled, planned
and directed by applying the principles of business management. This perspective does not
acknowledge a place for the spiritual or intuitive dimension of people in preparing them to
be productive and contributing members of society.

In coming to a more comprehensive understanding of the development and
implementaﬁon of CALM, it was necessary to examine significant historical events which
preceded and probably influenced, the genesis of CALM. Two significant factors or events
influenced the attitude of some of the participants in the study and affected their level of
support for the implementagion of CALM. The first factor was the Canadian Health
ptomotion movement, and second, was the existence of a proposed senior high health
curriculum that never came to fruition. These factors, as well as the political representation
on the CALM Steering Committee, created an atmosphere of distrust among educators
regarding the educational need for a CALM curriculum. They believed that CALM was

developed in response to pelitical pressure and as a means to fulfilling the social and
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economic objectives of the government. Perhaps the real root of the skepticism and distrust
was that neither Alberta Education nor the government explicated what the role of schooling
in general, and CALM in particular, should play in fulfilling provincial social and economic
goals. It may well be that society shares an instrumental view of education and supports
the role of schooling in fulfilling the social and economic goals of the Province.

A consideration of the genesis of CALM brings into question the role of
government in the formulation of educational policy and the role of publically funded
education. Should education reflect and perpetuate a society that values competitive,
individualistic, consumer oriented society in which corporate values are held in high
esteem? Or should education question and seek to change the future direction of society?
If education is to be a vehicle through which the individual can transcend social and
economic barriers, then should transcendence be measured in terms of capital accumulation
(purchasing power), and gained through competition and acquiescence to the predominant
norms of society?

Adoption

Fullan (1982) argued that the success or effectiveness of the implementation of a
policy initiative is to a iarge degree contingent upon how well the program is initiated and
followed through (p.227). The literature on policy implementation suggests that for an
initiative to be accepted a number of preconditions have to be met (Berman & McLaughlin,
1€ 0, Fullan, 1982, and O'Toole, 1986). First, the curriculum has to be perceived as
being of high quality, and one that meets a perceived need for the students. Second, the
implementors must feel that they have the knowledge, skill and general capacity to facilitate
the successful implementation of the proposed curriculum. Third, teachers and
administrators have to be willing, or in some way motivated, to want to implement the
curriculum. The implementation of a mandated curriculum makes the process more
problemnatic. In the case of CALM, the participants in the study felt that they were not

consulted regarding whether or not they perceived there tc be a need for a CALM
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curriculum, let alone whether or not they felt it should be mandatory. When they attended
CALM information sessions they expected to have the opportunity to discuss issues and
concerns about implementation and the mandatory nature of the curriculum. Instead they
found that the expressed purpose of these sessions was to tell them about the rationale
behind the curriculum and the role they ought to fulfill in the implementation process. The
only decision left up to administrators was whether or not they wanted to implement CALM
before the mandatory date. Thus, questions regarding motivation, perceived need, and
capacity were ultimately not factors over which the Project Team had much control but
certainly were factors with which administrators had to contend. The problem for the
Project Team became, "How to make people want to itnplement something that they had to
implement?" The problem for administrators became how to ensure that the staff would
have the capacity and motivation to impl~ment CALM.

The CALM Project Team adopted a "marketing" approach to the implementation of
CALM with their goal being to acki:+e # common understanding of the philosophy,
rationale and objectives of the cv#¥i:ilum 252y administrators, teachers and concerned
community groups in order to ensure an acceptable, high degree of fidelity in
implementation at the local level. The key marketing strategy focused on information,
education and clarification of the goals and intent of the curriculum. An underlying
assumption was that once teachers and administrators understood the philosophy and
rationale of the curriculum they would be more apt to support rather than to oppose it.
Information and understanding were equated with acceptance and commitment to
implementation; however, this equation did not take into consideration the realities of
administrative life, nor the life of the classroom teacher. While teachers and administrators
may have understood and even supported the implementation of CALM, the constrainis of
particular environsysnt may .10t have made implementation feasible at that point in time.

Alberta Education appeared to take a linear view of policy formulation and

implementation. The apparent assumption was that once policy was formulated it would
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then be adopted and implemented. Policy makers focused on initiating the implementation
process (e.g., curriculum content and approved resources) and monitoring outcomes
(student achievement). They maintained that the education of children was a shared
responsibility among parents, educators and society. In designing the implementation
strategy for CALM the Project Team adopted a cascade model in which they initiated the
implementation of CALM by providing the curriculum guide, identifying and approving
resources, and training system coordinators to facilitate implementation at the school district
level. In other words, Alberta Education provided the resources and initiated the
formulation of the infrastructure for the continuation of the curriculum in the schools.
School districts and cocperating government agencies (i.e., Alberta Drug and Alcohol
Abuse Centers, Community Health Units) were expected to become partners in the
implementation process by providing support, guidance, and assistance for teachers in the
delivery of the subject matter in the classroom. The central aim of the cascade model was
to create a team approach to the implementation of CALM and to encourage a sense of
broad ownership in the curriculum, decentralizing the responsibility for implementation.
The end result was to be a decreased dependency on Alberta Education for curriculum
implementation.

There are a number of problems inherent in the cascade model. First, there must be
real opportunity for people to develop a sense of ownership in the implementation of the
curriculum. In the case of CALM there was little consultation with practioners at the
developmental stages. Second, there was little discretion or choice left up to the
practitioner regarding when or how to implement CALM. The curriculum and the delivery
process were ali part of the provincial mandate. Third, the model is based on the
assurnption that actors at the successive levels of implementation understand and support
the curriculum and will comply with expected or prescribed roles in the implemeutation
process. Finally, the model assumes that school districts will have the capacity and

resources to fulfill their roles. The concept of a partnership in the implementation process
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may be viewed as another way of describing the prescriptive roles that practioners are
expected to play in the implementation of CALM.

The question emerges, "What would be the fate of CALM if certain actors did not
comply with the expectations for their role in supporting the implementation process?”
Second, "What will be the fate of CALM in those schools and school districts where the
administration does not perceive its implementation to be of value or high priority?"
Finally, "How is Alberta Education going to monitor and evaluate the effectiveness of this
model of implementation?" It would seem that during the voluntary stage of
:»lsmentation the success of the cascade model is dependent upon the extent to which the
«t.~rs understand, and have the capacity to fulfill, their role as well as the extent to which
they are willing to accept the model and their subsequent role in the impiementation
process.

In Alberta Educaticn's attempt to decentrali»e 1::sponsibility for the implementation
of CALM, while at the same time ensuring a certait: degree of fidelity with the goal and
objectives of the curriculum, they developed explicit resources. The implementation
manual gave administrators suggestions as to how they cculd facilitate implementation
through teacher selection, program scheduling and teacher support. For teachers they

_rovided a custom published textbook, a resource manual and a curriculum guide complete
with examples and suggestions regarding how to implement CALM in the classroom. The
result of such efforts is best ¢escribed in the words of Education Minister Jim Dinning
(1990):

As a rule, the provincial government's role is to identify the course content.

Teachers have professional training and are usually well qualified to select

instructional approaches. However, CALM 20 was a different sort of

course and a new departure for the senior high program. Therefore, the

committees and project team worked not only on what should be taught, but

also on how the program could be offered in schools. (p.9)

Thus, the original pyramid rnodel of policy implementation was inverted (Figure 2

Implementation of educational policy: A micro perspective ) with the discretionary zone
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remaining with the policy makers and curriculum developers. Those near the bottom are
viewed as having the capability and technology to select instructional approaches for
curriculum which already existed. However, their pedagogical expertise was viewed as
insufficient or not transferrable to dealing with the implementation of new curriculum. The
voice of the classroom teacher in the implementation endeavor was lost amidst the
textbooks, resources and manuals. The image of teachers that emerged was that of a
reproductive means technicians. Their role was limited to receiving directives from those
more knowledgeable and higher up in the educational bureaucracy, and producing the
desired results in the classroom.

Implementation

The term implementation has been used to describe the processes involved in
putting into practice a change, policy or innovation. This process involves an exchange;
something must be given up or eliminated to make room for the change or innovation.
Consequently, for some people change involves loss. This concept is significant in
understanding how people come to terms with the implementatic# of a :mandated
curriculum.

In designing an implementation plan or strategy, implementors (i.e., Alberta
Education) at upper levels in the structure appear to adopt a linear or mechanistic view of
the implementation process. The assumption is that actors positioned at the successive
levels of implementation will accept, understand, and comply with the overall
implementation plan. However, the implementation of a policy imitiative is a human
process subject to the idiosyncrasies of the people involved in the successive levels of the
process. Consequenily, there are often cbstacles or events that impede the implementation
process from proceeding according to plan, and in some cases preventing the goals and
objectives of the policy from being fully realized. In the case of the implementatior: of

CALM, some of these obstacles were identified by the participants as the territorial nature
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of senior high teachers, fear of change, misinformation or a lack of information, and past
experience with curricular change. While upper level implementors perceived these factors
as impediments in the process, teachers and administrators perceived them as reflections of
the realities of practice and the meaning of change for the practitioner.

From the perspective of the practitioner, the integration of the CALM curriculum
into the core requirements for a high school diploma explicitly meant a reduction in
program choice for students and a consequent reduction in optional course offerings in the
high school. Principals were faced with the tasks of eliminating or reducing scheduled
course offerings to make room for the CALM curriculum and of reallocating teaching
assignments in order to offer enough sections of the curriculum to accommodate diploma
requirements for all students. These changes had significant implications for teachers of
optional courses, particularly in the areas of Home Economics, Industrial Arts, Business
Education, and Personal Living Skills. Teachers in these subject areas had a vested intercs:
in protecting their areas of specialization. The implementation of CALM not only
threatened the viability of their programs, but for some teachers it signalled the need for
them to begin to develop a new area of specialization in order to secure their position in a
high school. Implementing a new curriculum and moving into a new area of specialization
involved taking the risk of upsetting the teacher's sense¢ of a well organized and established
level of accomplishment and professional identity. It also brought into question their
professional capacity in terms of possessing or having to acquire the necessary skills and
knowledge to implement the curriculum effectively. For most teachers in the study, the
decision to implement CALM involved an evaluation of the following factors: the value of
the curriculum in terms of meeting the needs of loca! stur’ :nts, the degree of confidence in
their own capability to teach the curriculum, the adequacy of support and resources to assist
them to get through the curriculum, and finally, the reasonability of the costs (social,

economic and ¢motional) of implementation.



176

In the study there were essentially two categories of teacher responses to the
question regarding why they made the decision to become involved in the early
implementation of the CALM curriculum. One category was the response of those teachers
for whom teaching was a second career choice, their first career being in the areas of
nursing, church ministry, and guidance counselling. Based on their work experience, their
role as a parent and as a teacher, and their relationship with teenagers, they perceived that
there was a real need for senior high students to have the opportunity to learn about and to
acquire skills for independent living. They viewed CALM as being congruent with their
philosophy of education, and as providing the bridge between what is and what ought to be
in terms of course offerings for senior high students. In describing their enthusiasm and
support for CALM, they used such language as their "crusade for CALM" and their
“igstimonial” for CALM. This language suggested an altruistic or inner motivation to teach
CALM in hopes of helping and having a positive impact on the lives of teenagers.

The other category of responses from teachers who elected to become involved in
the voluntary implementation of CALM was based on the perspective that the
implementation of a new curriculum was both a challenge and an opportunity for career
advancement or job security. For these teachers the opportunity to teach CALM meant
being a pioneer in a new area of specialization which also brought the security of teaching a
high school core subject. They tended to use the language of commerce to describe their
support for CALM. For example, they described their involvement as "buying into it," or
that they were "sold on CALM." This kind of language gave the impression that their
decision to teach CALM was viewed as an investment of their time and energy in hopes of
future returns such as job security or career advancement. Their decision focused more
clearly on a personal evaluation of the costs and benefits of teaching CALM, whereas the
previous group focused their decision on fulfilling the needs of students first, and finding

satisfaction in doing so.
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There was one group of CALM teachers whose voice was not directly represented
in the findings of the study. This included the teacher who did not make the personal
choice to teach CALM but was given the assignment due to such factors as openings in the
timetable, low student enrollment in a subject area specialization, or as a means of
maintaining a position at the high school level. For these teachers there was likely little
motivation, other than professional obligation and pride, to become prepared to teach
CALM. In these kinds of situations the question of fidelity in implerentation becomes one
of concemn, and the possibilities for cooptation or non-implementation increases. These
teachers have the option of following the curriculum guide as planned with their main goal
being simply to get through the material or to continue to teach that with which they are
familiar (i.e, Personal Living Skills) under the aegis of CALM. These are real problems
when dealing with a mandated curriculum that has been designed to meet the needs and
interests of students but which few want to teach or feels competent enough to teach.
Consequently, the potential for the curriculum is never realized, and the students are simply
the recipients of information for which and the teacher the conduit.

Finally, in reviewing the decisions of teachers to become involved in the
implementation of CALM it became apparent that there was little discussion regarding the
substantive content of the curriculum. Their involvement decisions were based essentially
on an evaluation of the personal cost and benefits of teaching CALM, or on administrative
and technical concemns. What was missing was a real interest in the needs of students and
in how CALM fulfilled that need. Some administrators resisted the implementation of
CALM on the grounds that it was mandatory and because they were not consulted in
determining if there was a need for such a curriculum. At the same time that they were
resisting implementation, teachers in some of the school systems which they represented
were grouping together to prepare for the implementation of CALM. In some cases they
approached their principals to request permission to become involved in the voluntary

impiementaticii. The teachers held the view that since the implementation of CALM was a
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given {mandatory), and since they were ultimately the ones who had to implement the
curriculum in the classroom, they wanted the opportunity to begin preparing as soon as
possible. The question becomes, "What role do teachers and administrators perceive they
play in the implementation of curricular change, and what role would they like to play?"
There seems to be a sense of resignation or acquiescence to the changes in
secondary education programs as a result of the Secondary Education policy, with protest
or the voicing of opinion on behalf of teachers left up to organized associations and
interests groups. Teachers appear powerless to affect curriculum decisions. They appear
to view themselves as classroom bzsed specialists thereby perpetuating an image of a
"means technician.” This perspective is reinforced in their requests for a "cookbook"
implementation manual and resources, conveying the image of teacher involvement in
curriculum implementation as a reproductive task. Perhaps this response is the result of
rapid curricular change without sufficient time for teachers to prepare and inadequate
inservice activities to help them come to an understanding of the changes. Or perhaps the
problem lies with the curriculum implementation model adopted by Alberta Education with
its emphasis on inputs and outputs and limited attention to what goes or: in between, a part
which is left to the discretion of the practitioner. There appears to be a need to re-examine
critically who teachers are, what teaching has become, and the place of the student in the

schooling process.

Summary
This chapter has attempted to represent the voice of the researcher in reflecting upon
and questioning the processes and strategies involved in the implementation of the CALM
curriculum. The researcher makes the point that to understand the complex process of
implementing curricular change it is necessary to examine the history behind the impetus to
develop the curriculum, the context in which it was developed, the strategies used to

implement it, and finally, how the practitioner interpreted the process. The researcher
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concludes by raising questions regarding the role of the teacher and the student in the

implementation of curricular change.



Chapter 8

SUMMARY, CONCLUSIONS AND IMPLICATIONS

The purpose of this chapter is to provide a summary of the methodology, the
findings and conclusions of the study. The chapter ends with a discussion of implications

for theory, research and practice.

Nature of the Study
The central purpose of the study was to undertake an investigation into how a
particular policy initiative was transformed into action. It included an analysis of how the
interplay of political, tectnical, bureaucratic, and socio-economic factors, as well as the
perceptions and dispositions of the actors at the successive levels ‘n the implementation
process. ir ¥+« -1 the process of making operational a curriculum policy initiative. To
faci® ; tion the study was designed as a two level study. A macro-level
of what Alberta Education did to introduce and facilitate the
icy initiative in combination with a micro-level perspective of the
" *he decision of actors at the local level to become involved in the
.. a 0f the policy. The following questions were used to guide the

nr. uuu.-&n‘siﬁon.

A. The Genesis of CALM
1. What factors and/or events influenced Alberta Education's
decision to develop a CALM curriculum as 2 mandatory core
requirement for a high school diploma?
B. The Impiementation of CALM

2. What strategies and techniques were used by Alberta Education to
introduce and implement CALM at the school district level?



2.1 What factors influenced local level decisions to become involved ah
in the implementation process?
C. Environmental Factors
3. What environmental factors influenced the implementation of the CALM
curriculum?
The analysis of the study was divided into three stages in the implementation of the
Career and Life Management curriculum. The first stage dealt with the genesis of the
curriculum. It attempted to answer the question "What factors influenced the development
of the CALM curriculum?" The second stage dealt with the administrative processes
involved in the development of the curriculum, and included an examination of the
strategies and techniques adopted by the CALM Project Team to create an awareness and
understanding of the objectives of the new curriculum. The underlying purpose of this
stage wis to develop, through information dissemination, support for and commitment to
the implesnentation of the curriculum. This stage might be referred to as "curriculum image
development,” or "curriculum marketing." Finally, the third stage dealt with the processes
involved in the actual implementation of the curriculum. Specific factors which influenced
principals' de¢isions regarding whether or not to support the voluntary implementation of
CALM were exainined. A critical reflection of the processes and findings of the study from

the perspective of the researcher constitutes a concluding stage of the research.

Resgarch Methodology
The study was conducted from an interpretive perspective using case study
methodclogy. The primary data collection techniques included 38 in-depth interviews,
numerous informal interviivs, participant observation at meetings, conferences,
workshops, and seminars, and the analysis of primary and secondary source documents.
The study was delimited to.the time period of June, 1985 when the Secondary Education in
Alberta policy was released, to June, 1988 which marked the end 6f the first year of

voluntary implementation of the CALM cusricilum.
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The implementation of CALM was investigated as it was occurring. The research
was based on two central assumptions and a number of general open-ended questions (see
Appendix G, Interview Questions ). These assumptions included the concept that policy
has no existence apart from the individuals who define it. Second, the policy
implementation process is shaped and constructed through the network of meaning created
by the people involved in the successive levels in the implementation process. As data
were collected they were analyzed and categorized with the intent of identifying emergent
themes that merited further investigation and of sharpening the focus of the research
questions. These questions will be used to discuss the findings and conclusions of the
study.

Findings

The findings are summarized in relation to each of the research questions which

guided the investigation.

1. What factors and/or events influenced Alberta Education’s decision to
develop a CALM curriculum as a mandatory core requirement for a high
school diploma?

From the perspective of Alberta Education and those involved in the development of
the CALM curriculum the impetus for CALM was the direct resuit of the findings of the
1984 Secondary Education Review. The results of the Review indicated that the citizens of
Alberta identified the need for students to acquire practical life-skills in the areas of careers,
finance, interpersonal relationships, and health and lifestyle. Alberta Education recognized
that some of these life skills were already being taught as discrete topics in various courses.
Therefore, they made the decision to bring all of these themes (topics) together under one
new course and to make it mandatory so that every high school student would have the

oppertunity o acquire knowledge and skills in these areas.
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Some of the participants in the study were of the view that CALM was developed as
a vehicle through which a number of government departments could fulfill their mandates.
More explicitly, in 1980 an Interprovincial Task Force was established to identify critical
health needs of school age children and to make recommendations regarding how to fulfill
or cope with these needs. The task force recommended that Alberta Education, with its
mandate to develop and implement curriculum, should be the vehicle through which the
government dealt with the inadequacies and problems in the present situation. Further,
they specifically recommended the development of a core k-12 health curriculum. The task
force identified relevant government and community resources in the curriculum guide. and
they also identified nine themes that could be used for the framework of the curriculum.
The result was the development and implementation of an elementary and junior high
Health curriculum, and a draft of a senior high Health curriculum. The senior high Health
curriculum was never implemented because when the Secondary Education in Alberta
policy was released work on all secondary education programs in their develepmental
stages was suspended. Finally, the five themes (self management, well-being,
relationships, careers and the world of work, independent living) which provided the
framework for the CALM curriculum were very similar to the nine themes in the
"proposed"” health curriculum (body knowledge, care and maintenance; self-awareness and
acceptance; the family; relating to others; prepafation for merriage; responsible parenthood;
life styles; and careers).

Based on the realization that the government had the knowledge of the need for a
curriculum related to skills for independent living four years before the Secondary
Education Review was conducied, and based on the reality that an appropriate senior high
curriculum was already near completion, some participants felt that the initiative to develop
and implement CALM was a very visible and safe means by which the government could
say to citizens that they were listening and responding to their needs and interests. Finally,

the possibility that CALM was developed to fulfill the mandate of other government
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departments was further reinforced by the interdepartmental representation on the CALM
Steering Committee, and the curriculum emphasis on self-reliance and preparation for the

world of work.

2. What strategies and tecliiiiques were used by Alberta to introduce and

implement CALM at the school district level?

From the perspective of Alberta Education the introduction, adoption and
implementation of CALM were treated as parts of a single process. A cascade model for
the implementation of CALM was based on the assumption that implementation was a
process shared by Alberta Education, school and school system administrators, teachers,
and cooperating government and community agencies (regional offices, career centres,
health units, colleges and Universities). Inherent in this model was the concept of a team
approach to implementation in which at least theoretically, there would be no single leader.
The model reduced direct dependency of school jurisdictions (i.e., teachers) on Alberta
Education for inservice and support. Thus, the role of Alberta Education was to initiate
the process by designing the curriculum and providing resources — such as an
implementation manual and a teacher resource manual - to support implementation. The
initiation-implementation strategy was divided into two stages. The first stage was to
build among administrators, teachers, relevant govemment agencies and concerned
community groups, awareness and a common understanding of the philosophy, goals and
expectations inherent in the curriculum. This was accomplished through information
sessions, a symposium, and print materiais (i.e., Implementation Manual, Teacher
Resource Manual).

The second stage was to expand the skills and knowledge of administrators and
teachers to enable implementation. It was at this stage that Alberta Education attempted to
create the infrastructure for the implementation of CALM. Superintendents were

encouraged to appoint CALM coordinators who would be trained by Alberta Education as
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leaders. These leaders would be responsible for facilitating the implementation of CALM
at the local level through inservice activities, by identifying potential participants in a local
support network, and by providing information, guidance and clarification for teachers
and administrators.

Alberta Education, in cooperation with the ACCESS Television Network,
provided a generic inservice package for teachers, administrators, and interested parents
and community groups. It consisted of a series of video tapes that were initially broadcast
on the ACCESS Television Network as a means to introduce educatoss and citizens to
CALM. In the broadcast there was an interactive component in which anyone cculd
pkone in and ask questions or seek clarification regarding the content or implementation of
CALM. These video tapes along with an inservice manual were also available to schools
and school districts for use at on-site inservice sessions. The intent of Alberta Education
that on-going support for CALM would be provided by the CALM system coordinators,
and Alberta Education Regional Staff; however, at the time of the study this stage was yet
10 be implemented.

Because the study examined only the voluntary stages of the implementatior: of
CALM it was not possible to assess or evaluate the degree to which all of the stages in the
cascade model came to fruition. However, there was evidence of one school district
creating an in-house steering committee to develop a strategy for implementing CALM. A
district level implementation team was formed to conduct comprehensive inservice
sessions for teachers and to provide them with opportunities to develop an informal
support network. ‘This team approach was then used to implement CALM in a number of
high schools in that district. In one urban center the public high school principal and
CALM teacher, along with assistance of Alberta Education, hosted a two day workshop
for over fifty interested teachers. The workshop focused on dissemination of information,

on establishing local support networks and on identifying resources. It was the intent of
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Alberta Education that this local level response to providing teacher inservice would serve
as a model for other districts.
2.1  What factors influenced decisions of the Ipcal leve! decisions regarding involvement in the

implementation process? ,

For school administrators the decision regarding whether 6r not to become
involved in the implementation of CALM before the mandatory date was negotiated to fit
the multipie demands, priorities, and values operating in particular environments. In
addition, their decision was also a refiection of how they perceived change in generd and
CALM in particular. Some of the contextual factors that constrained administrators'
implementation decision included the perceived need for CALM in a particular school or
school district, and the capacity of the teachers o0 implement the curriculum. In one rural
school CALM was implemented in response to problems with self-esteen:, lack of career
direction and high incidents of suicide among the native student population. Another rural
school implemented CALM as a means of addressing the student need for skills for
independent living. In that community students were faced with the reality of having to
seek employment or further education away from home. In yet another rural school the
implementation of CALM was delayed until the mandatory date because teachers, with
assistance of membess of the community, were already addressing student lifeskill needs
through locally developed programs in the community school.

Another source of constraints which influenced principals' implementation
decisions were the competing demands on the school budget and on teachers' time. In
some rural schools teachers were required to teach in as many as three different subject
areas. As a result of low student enrollment the school was barely able to offer the core
requirements for a high school diploma. Implementing CALM was viewed as an
administrative "nightmare." In addition to heavy teaching assignments, teachers in some

schools were expected to participate in extra-curricular activities. Consequently, ** <v had
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little spare time to travel to urban centers to attend teacher inservice activities. The schools
did not have the capadity nor the funds to provide adequate release time for teachers to
attend these activities.

How princip”" « viewed their leadership role in the school also influenced their
decision regarding w- - . i implement CALM. The goal of many administrators was the
maintenance of an of<%y and stable environment in the school. For some, this sense of
order was achieved through long term planning. Early involvement in the implementation
of CALM previded the administrator and staff with the time to experiment with how best
to adapt the curriculum to the needs of the students in that particular school. Other
administrators worked on one year plans and delegated implementation decisions to
assigned department heads. Their role in the process was to allocate funds, to assign the
curriculum to a particular department. and in some cases to schedule the course into the
timetable. It was at the discretion of the department head or individual teachers to make
the decision to become involved in CALM before the mandatory date.

Given the contextual constraints of the local school site, another key factor which
influenced administrators' implementation decisions was their attitude toward
implementation of curricular change. Those administrators who elected to implement
CALM before the mandatory date shared a number of common characteristics. These
adminisu'ators had formulated a wbrking philosophy of their role in the management of
change; they also had a vision and plan for the school. In this plan was the idea that
change could be viewed as a challenge and an opportunity and that the management of
change was a skill to be mastered. Consequently, these principals planned for the orderly
implementation of CALM by having teachers become involved in CALM as early as
possible. Second, they gave support to teachers by planning with them. Because these
prirwipals were cognizant of teacher needs and concerns they provided the time and
opportunity for teachers to experiment with the implemnentation of CALM, to capitalize on

their pedagogical strengths, and to adapt the curriculum to the needs of the students. Early
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involvement also gave administrators the opportunity to have teachers volunteer to teach
the course, thereby estabiishing a core group of committed teachers who could work out
the logistics of implementation before the mandatory date.

In contrast, those administrators who elected not to become involved in the
mandatory implementation of CALM tended to be reactive, change resistant, uninterested
in curricular change, status-quo, and concerned primarily with the technical and
administrative dimension of implementation. However, these characteristics did not take
into consideration the realities of administrative life. For some of these principals the
implementation of change was equated with loss. The perceived trade-offs -- such as the
elimination of locally developed courses, reassignment of teachers and the reduction of
student choice -- were viewed as {00 great to warrant early involvement in CALM. Other
principals who supported CALM d:Z not become involved in the easly implementation due
to political, economic and technical constraints. Based on previous experience with the
implementation of change, some administrators elected to wait until the mandatory
implementation date when CALM had passed the "political litmus test," when they could
be assured that the resources would be available, and when implementation problenis had
heen worked out. Finally, there were those administrators for whom the implementation
of the Secondary Education policy was overwhelming and too disruptive of their well
established routines. It caused them to question their personal capacity to manage such
changes and their professional identity if they failed. In the views of some administrators

explained, reducing change was easier than going along with it.
3. What environmental factors influenced the implementation of CALM?
The implementation of CALM was influenced by economic, social and political

factors at the provinciai level and, consequently, defined the broad context in which

CALM was embedded. In general, CALM was implemented during a period characterized
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by change and uncertainty. Economically speaking, Alberta experienced a major
downturn in the economy in 1986 when the price of oil dropped from a high of twenty-
eight dollars a barrel to a low of nine dcllars a barrel. In 1987-88 the Alberta Government
reduced funding to education by three percent which resulted ir a reduction in general
funding for schools and a major restructuring of Alberta Education. In response to the
reduction in school operating grants school boards tightened their budgets, eliminated
teaching positions, and reorganized some of their administrative structures.

Politically Alberta was also undergoing major changes due to the 1985 resignation
of long time Premier, Peter Lougheed, and the 1986 election of the new Premier,
Progressive Conservative Party leader, Donald Getty. The election of the new Premier
brought a change in leadership styie, an unclear vision for the future of Alberta and the
loss of 22 of 83 seats in the legislature to opposition parties. During this same period
Alberta Education underwent a second change in Ministers in one year when the
Honourable David King was replaced by the Honourable Neil Webber, only to be
replaced after a short period of time by the Humourable Nancy Betowski, who was new to
politics and to the government. Hence, parents, teachers, administrators and Alberta
Education personnel were all waiting to see where education was going to place in the
government's list of priorities.

At the school district level administrators were grappling with the implementation
of the Management and Finance Plan, the new teacher evaluation policy, and the
impending changes in secondary education programs as a result of the Secondary
Education in Alberta policy statement. Consequently, CALM was greeted by some as a
career opportunity and the means to job security, while others viewed CALM as a threat to

their area of specialization, and as an administrative nightmare to implement
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Conclusions

The following conclusions were based on the finding of the study and their
subsequent analysis.

1. The implementation of CALM was a gradual process in which individuals at
each stage of the implementation interpreted and responded to the initiative, assigning i: a
measure of value in terms of its congruence with their personal beliefs and interests as weli
as with its i*< --lons for their occupational identity, sense of competence and self
concept. - 1% passed through these successive levels of implementation the actual
content of the curriculum was not modified to any great extent; what differed was the value
and priority that was ascribed to it during implementation.

2. While the provincial educational system is structured as a multilevel bureaucracy
(i.e., Alberta Education, school districts, schools), the local level practitioner is subject to
weak hierarchical control, making uniformity in the implementation of a provincial policy
initiative difficult to control. As a policy initiative flows through the successive levels of
implementation the direct control of policy-makers (Alberta Education) diminishes as the
discretionary zone of the local implementers (teachers and administrators) increases. The
problem for policy-makers becomes one of creating a policy initiative that is flexible
enough to endure the successive levels of implementation and still maintain a degree of
fidelity with the philosophy, goals and objectives of the initiative.

3. Alberta Education has the power to mandate curriculum; however, due to the
organizational structure of the provincial educational system they have limited control over
what really counts in implementation -- the delivery of the curriculum at the classroom
level. It is at the discretion of teachers to interpret and bring te life what they perceive to be
the intent of the curriculum. Thus, the role of Alberta Education is limited to enabling
implementation through the provision of resources, funding, and inservice education for

teachers. Government can mandate input (curriculum content), recommend methods of
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program delivery, and monitor and evaluate output (student achievement); however, in
reality they cannot mandate what actually takes place in the classroom.

4. The predominant model of curriculum implementation that emerged in the study
was the "marketing model" adopted by the CALM Project Team. Integral to this model
was a clear sense among implementers of what had to be done to implement the curriculum
and how they were going to go about accomplishing this task. In the case of CALM, this
meant that the implementers stayed within their mandate and dealt only with those issues or
factors which related directly to the implementation of the curriculum. Marketing CALM
required members of the Project Team to make personal visits to school sites to assist
teachers with implementation, to develop resources that responded to the implementation
needs of administrators and teachers, and to go through whatever formal or informal
channels necessary to get the curriculum implemented within the prescribed timeframe.

5. The administration of a school can be instrumental in creating th¢ @imosphere for
change to occur. Principals can set the expectations and standards for excelience or for
failure through the operational philosophy and goals of the school and the ascribed value of
the policy initiative.

6. Some of the biggest obstacles to the implementation of a policy initiative is the
lack of accurate and up to date information regarding the goals and objectives of the
curriculum, the exﬁectations of teachers and administrators in the implementation process,
and how the policy initiative fits into the larger plan for educational reform. Essentially,
local level implementers (teachers and administrators) want a tangible link between the
expectations and intents of the policy makers and those of the policy implementers. This
tangible link would serve as the undistorted channel for information, clarification and
feedback. In the case of CALM the Project Manager fulfilled this role.

7. In the implementation of CALM the dissemination of accurate and complete
information was integral to creating an awareness and understanding of the rationale, goals

and objeciwes of the curriculum. However, awareness should not be equated with
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understanding, understanding with acceptance, and acceptance with implementation. This
kind of linear thinking does not take into account the realities of the life of the practitioner.

8. The cyclical nature of curricular reform suggests that curriculum is generated
less out of possibilities (what ought to be) than in response to what already exists.

9. The adoption of a mechanistic-systems view of the implementation of a policy
initiative with a focus on inputs (curriculum) and outputs (student achievement) defines
effective implementation in terms of compliance. This may inhibit policy makers from
hearing or seeing another view of the implementation process which accounts for the
realities of practice in the ¢lassroom. Teachers are expected to comply with the overall plan
and to fulfill their role as instructional experts in receiving directives, and producing
results, thereby helping the educational system to achieve the goals and objectives of the

policy.

Implications for Future Policy Implementation

The following implications are based on the findings of the study and their
implications for future policy implementation endeavors.

1. In devising a strategy for the implementation of a mandatory policy initiative it
is important for the Department of Education to anticipate and plan for potential obstacles
or impediments in the implementation process. This can be determined through
consultation with participants in the successive levels of implementation regarding their
perception of the possible repercussions or impact the initiative might have on their roles
and responsibilities. The participants should have real opportunity to raise issues and
voice concerns regarding the implementation of the policy initiative, and to assist in the
development of the implementation plan. Implementation can fail when in the planning
stages the realities of practice (that which is or is not feasible) are not taken into

consideration.
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2. In planning for the implementation of a policy initiative policy-makers must be
remembered that even the best planned policy can fail in implementation because
implementation is a human process subject to the idiosyncrasies of the participants.

People tend to deal with change on two levels, intellectual and emotional. Thus, while
people may appear to be intellectually prepared for the implementation of the policy
initiative, it is not until they become involved in the process that the emotional impact
comes to the fore. It is therefore beneficial for the Department of Education to have
teacher inservice training sequenced to various stages in the implementation process.
People have different needs depending upon their level of awareness and understanding of
the initiative, and their level of involvement in or use of the curriculum.

3. Itis apparent that Alberta Education is most inwslved in the implementation of a
policy initiative during the very early stages. That is, they are most involved in initiating
the implementation process through defining the implementation time-line, hosting
information sessions, and providing resources such as implementation manuals, resource
manuals, textbooks and curriculum guides. Therefore, teachers and administrators who
do not implement the policy initiative until the mandatory year do not benefit from direct
assistance from Alberta Education. By the time the mandatory implementation year
arrives, the Project Team and the Steering Committee members responsible for the
development and initial implementation of the curriculum have moved onto new projects.
Thus, there needs to be a mechanism in place that provides new teachers with an
opportunity to seek information, clarification, direction and support in implementation. In
the case of CALM, the series of video tapes and the inservice manual are but one means of
communicating Alberta Education's original rationale, goals and expectations for the
implementation of the curriculum. This process, however, does not provide an
opportunity for clarification and support in implementation.

4. Curricular change is a process and not an event. Therefore, the mere

mandating of the implementation of a new curriculum does not ensure that the intended
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goals and objectives will be realized at the classroom level. Change requires both time and
patience. Teachers and administrators require a realistic amount of time to learn about the
mandated change and how the implementation will affect their roles and responsibilities.
Time permits the building of a commitment to implementation, whereas pressure can result
in mere acquiescence to the mandate.

5. One of the recurring complaints expressed by school administrators and
teachers was the lack of consultation by Alberta Education regarding the need for and
content of the CALM curriculum. However, in the implementation of CALM, teachers
were requested to adopt the "process approach” and to minimize passive learning of
curriculum content. A process approach advocates cooperative learning and interaction
with fellow students, active participation in the learning experiences, and on-going
communication with and feedback from the teacher. It is ironic that while teachers are
expected to adopt a process approach in teaching CALM, they are expected to play a
passive role of compliance with the direcdves implicit in the policy initiative. Thus, that
which is deemed appropriate interaction between teacher and siudent in the implementation
of CALM is not consistent with the interaction between policy makers or implementers
and teachers. If the process approach it to have validity in the eyes of teachers and
students, then this approach ought to be mirrored in the interactions among participants at
all levels in the implementation process.

6. There was considerable discussion among the participants in the study
regarding the validity of the findings of the Secondary Education Review that resulted in
suspicion among school personnel regarding the perceived political rither than educational
motives behind some of the subsequent directives articulated in the Secondary Education
in Alberta policy. Much of the problem underlying this atmosphere of suspicion was
related to the lack of information and communication between Alberta Education and
school personnel regarding how the findings of the Secondary Education Review were

interpreted and translated into the Secondary Education in Alberta policy, and how the
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policy was translated into directives for implementation. This lack of information and
misinformation points to the need for continual communication between Alberta Education
and school personnel at all stages (development and implementation) in the policy process.
While government requires increased accountability for what takes place in the classroom
(student achievement), similarly, educators are asking government to be more accountable

for the educational policy decisions they mandate.

Implications for Research and Theory

The following implications for theory development are based on the insights
gained in conducting the study and analyzing the findings.

1. Indescribing and analyzing the implementation of policy from an interpretive
perspective it is important to examine the preconditions the* make certain interpretations of
the process available. A historical perspective helps to reveal social, economic and
political causes of action. The social structures and the predominant ideologies in which
the participants are embedded further influences how they come to understand or view the
implementation process. Therefore, in policy studies more emphasis should be placed on
historical and current contexts.

2. Implementation of a particular policy cannot be described and analyzed in
isolation from other policies. The researcher must be cognizant of how the particular
policy is interconnected with other policies and with the achievement of broader
government, societal or educational goals.

3. Case study methodology is useful in describing a process as it is occurring,
helping to make explicit those factors which were most influential in determining the shape
of the policy implementation process. Thiskind of information would be useful in
designing an impact study to explain andiassess the extent to which the goals and

expectations of the policy were realized. As Rist (1982) once commented, "It is
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dangerous politically and intellectually to rely on outcome measures while one is left to
guess at the process” (p.440).

4. Descriptive implementation studies can be instrumental in determining why
policies succeed or fail. The implementation process can be technically simple but socially
complex. In oﬂier words, while the actual logistics of implementation may be straight
forward, the human dimension of implementation renders the process more complex.
Therefore, a two level study that examines what government did to make a policy
operational and how practitioners came to view their role in the process helps to connect
the world of policy makers and the world of school administrators and teachers and to
make explicit the repercussions of government implementation decisions.

5. ‘the use of predefined models such as the four organizational models of
implementation described by Elmore (1978) are of limited use to policy analysts in their
attempt to make sense of a particular policy implementation process. Models are only
useful to the extend to which they are isomorphic with reality. However, educational
policy is subject to the multiple realities of people involved in the successive bureaucratic
levels of the implementation process. Therefore, to select any one model from which to
analyze the implementation process would be to understand only one dimension of the
process. What is needed is a conceptual framework that would permit key variables to
emerge from the reality of the participants, with the gradual developmént of "particular"

models of implementation descriptive of the reality at each level in the process.

Areas for Future Research
The findings of the study related to the implementation of policy and the
consequent management of change provide a number of opportunities for continued
research in these areas. First, there is a need to examine the concept of leadership and the
management of change. The Secondary Education in Alberta policy initiatives provide

numerous opportunities to study the impact and management of secondary education
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reform. For example, it would be interesting to continue to observe how those schools
that became involved in the voluntary implementation of CALM manage the
implementation of subsequent Secondary Education in Alberta policy initiatives.

A second area of study would be to analyze critically the concept of "marketing”
the implementation of educational change and the repercussions this kind of approach has
on the role and image of the teacher in the process, and role of schooling in society.
Questions such as "What kinds of incentives are used to market and maintain commitment
to change?" and "What does the concept of marketing implementation suggest about the
current state of educational reform?" Finally, a related area of study would be to reflect
critically upon the kind of language teachers and administrators use to describe their
involvement in curriculum implementation. This kind of analysis may lead to answers to
such questions as " What does this language tell about their understanding of education

reform in general, and their role in and commitment to the process in particular?”

Reflections on Policy Implementation

Educational policy formulation and impletﬁentation has become a highly political
process. Schooling (hence education) is one institution which affects the lives of the
majority of the citizens. Children spend a considerable portion of their childhood and
adolescence in schools; consequently, public education has a pervasive effect in
influencing the lives of children. Schools have the responsibility of helping individuals to
discover and achieve their potential and to become productive members of society.
Through educational policy decisions are made regarding such issues as "By what means
will children discover their potential?” "How will 'potential’ be evaluated?" and "What
constitutes achievement?" The skills, attitudes and knowledge necessary to help students
to become "productive” or "contributing” merubers of society is also determined through
policy decisions regarding curriculum content and core course requirements at the

elementary, junior and senior high school levels.
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Due to the pervasive impact that education has on the lives cf children, and
consequently society, it is publicly funded and publicly controlled. Supposedly
educational policy is formulated in consultation with major stakeholder groups ensuring
that they have a voice in policy decisions. However, some might argue that education has
also become the arena in which policy-makers with political aspirations attempt to prove
their capabilities by keeping education in the public eye. Educational policy can be a
visible means by which government in general, and individual members of government in
particular, can be seen as progressive, proactive, and in-tune with the needs and values of
the electorate. The tendency of educators to search for alternative political agendas in
mandated curriculum policy decisions may have a base in political realities.

A problem in the formulation of policy is the unequal distribution of power and
influence among stakeholder groups. The politicians have the power ultimately to
determine whose needs, values and opinions will be addressed in the policy decision.
Policies tend to be articulated in a manner which is necessarily abstract in order to satisfy a
broad range of needs and to set direction for future discretionary action. However, while
the government may use the consultative mode in the formulation of policy, there is little
evidence that this process is used in the interpretation or implementation of policy
decisions. School administrators and teachers may become frustrated with mandated
policy initiatives because they feel that they have had little say in the formulation of the
policy, yet they are ultimately responsible for the implementation of the initiative at the
classroom level. They may feel that their voice is limited to that of the "instructional
expert," or to the professional organization, but the more important decisions such as the
need for the policy initiative (i.e, mandated curriculum), or the substantive content of the
initiative is left up to the experts at higher levels in the educational bureaucracy. It is at the
classroom level where the true need and value of a curriculum policy initiative is tested as
teachers interpret and convey it to the students. Depending on what happens in the

classroom, the goals and expectations of the policy may or may not ever be realized.
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In reflecting more specifically on the implementation strategy developed for the

implementation of CALM a number of problems become apparent. First, the
implementation strategy was based on the cascade model which used the dissemination of
information to create an awareness and understanding among practitioner, parents,
interested community groups and agencies regarding the goals and expectation of the
curriculum. The implementation of CALM was based on the concept of a partnership in
education. That is, the implementation of CALM was dependent upon the resources and
assistance of cooperating government and community agencies, and the commitment of
school boards to provide inservice training for CALM teachers. The idea was to create a
locally initiated infrastructure and support network for the implementation of CALM.
However, for this partnership concept to work, the participants have to perceive themselves
as in actual fact being partners with the various agencies involved in implementng CALM.
This can be difficult since the concept of parmership was imposed on the participants along
with the mandated policy initiative. It would seem that the partners would need the
opportunity to develop a sense of ownership in the development and implementation of the
initiative and to have a voice in how they think the implementation ought to occur ina
particular jurisdiction. A part of the Alberta Education implementation strategy
consideration should be given to providing real opportunities for the participants to find out
about the rationale, philosophy and intent of the curriculum, to raise issues and to voice
their concerns regarding its implementation, and to be given the time to experiment with
how best to implement it. While this sort of process does occur, the problem is that it often
occurs in an unrealistic imeframe. Real change takes time and patience, it does not occur
by simply making it mandatory. When mandated change occurs too rapidly and without
consultation with practitioners there is a sense of loss of control over what it means to be an
administrator or a teacher, and a certain anxiety over the future. For those teachers and
administrators who identify with, believe in, and accept the mandated policy initiative,

implementation can be viewed as an opportunity and a challenge. However, for those who
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are uncertain or at odds with the policy initiative, implementation can be viewed as a loss of
personal power and control, or it can mean acquiescence to a change over which they exert
little control. In these circumstziices it is questionable that any real change occurs. A new
curriculum may be taught, however the framework for thinking about it or teaching it
remains the same. In sum, real change requires commitment to and a belief in the goals of

the initiative.
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APPENDIX A
CHRONOLOGY OF EVENTS:

SIGNIFICANT DOCUMENTS, DATES AND EVENTS

November, 1980

June 10, 1982

June, 1983

1985

1985

September, 1985

April, 1985

1985

1985

June, 1985

June 18, 1985

December 3, 1985

Alberta. Interdepartmental Task Force on Health Education in
Schools. (1980). Report of the Interdepartmental Task Force on

health education in schools. Government of Alberta.

Steering Committee for the Reorganization of Alberta Education.
(1982). Reorganization of Alberta Education. Unpublished report,
Edmonton: Author.

Phi Delta Kappa's Centre on Evaluation, Development, and
Research. (1983). Heaith education. Newsletter of Phi Delta
Kappa's Centre on Evaiuation, Development and Research, 5 (4),
pp. 1-4.

Letter from David King, Minister of Education, in response to
parent's concerns regarding many aspects of the health program.
Unpublished document.

Mann, L. (1985). The politics of theme v (human Sexuality).
Unpublished paper, Alberta Education.

Dick, D. (1985). Theme v controversies. Council ory School
Administrgtion of the Alberta Teachers’ Association Newsletter, 9
(1), pp. 30-38.

Mutter, G. (1985). School health education in Canada. Paper
presented to the Alberta Health and Physical Education Conference,
Lethbridge, Alberta.

Alberta Education. (1985). Health education curriculum reporz,
grades 10, 11, 12. Unpublished report, Edmonton: Author.

Canada. Health and Welfare Canada. (1985). Planning for health--
wghsere do we go from here? Health Education, 23 (3), Winter,
1985.

Government of Alberta. Secondary education in Alberta. Policy
statement, Edmonton: Author

Ingram, E., McIntosh, R.G., Miklos, E., & Duncan, D. (1985).
Information package: The management of education in Alberta.
Unpublished preliminary report. Edmonton: University of Alberta,
Department of Educational Administration.

Alberta Education. (1985). Career and life management: Project
development proposal (draft). Edmonton: Author.



February 2, 1986
February 5, 1986

February 6-7,
1986

March 6, 1986
March 10, 1986

March 19, 1986

March 27, 1986
May 12, 1986

May 26-27, &
June 4,9, 12, 13
1986

July, 1986

Exact date
unknown,
but before
July 3, 1986

July 3, 1986
July 4, 1986

August 24-26,
1986
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Alberta Education. (1986). Career and life management
development plan time task chart. Edmonton: Author.

Alberta Education. (1986). Proposal for initial approval to develop
curriculum. Edmonton: Author.

Media Analysis: Reactions to New Education Minister Neil
Webber. Complied by Alberta Education.

Patterson, D. (1986). Self management skill: A review and an
approach to career, financial and life management. Unpublished
report for Alberta Education.

Patterson, D. (1986). Issues emerging from the secondary
education review. Memorandum to CALM Project Team Manager,
Sharon Prather.

CALM Steering Committee. (1986). Career and life management
working mission statement. Edmonton: Alberta Education.

Alberta Education. (1986). Orientation to the career and life
ma::ézgement curriculum development committee. Edmonton:
Author.

Popowich, G. & Prather, S. (1986). A preliminary report to
curriculum branch on program development and implementation.
Edmonton: Alberta Education.

Media Analysis: Reactions to new Education Minister Nancy
Betkowski. Complied by Alberta Education.

Patterson, D. (1986). Effective inservice: A re-examination.
Unpublished report for Alberta Education, Senior High School
Program Unit.
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involving selected stakeholder groups. Edmonton: Author.

Alberta Education. (1986). Report on career and life management
symposium. Edmonton: Author
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and Life Management Steering and, Sub Committee Meeting.

Alberta Education. (1986). Career and life management inservice
and orientation seminar for field test teachers, semester 1.
Edmonton: Author.



September 19,
1986

November 10,
1986

November 17,
1986

(n.d.)

January 16, 1987
January 26, 1987
January 29, 1987

February 18,
1987

March 16, 1987
March 24, 1987
(n.d.)

April, 1987
May 6, 1987

May 6, 1987

May 12-13, 1987
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Alberta Education. (1987). Interim meeting field test teachers,
Semester II: Information and preparation. Edmonton, Author.

Alberta Education. (1987). Career and life managernznt curriculum
guide (draft). Edmonton: Author.

Alberta Education. (1987). Career and life management: Thinking
skills integration. Edmonton: Author.

Alberta Education. (1987). Alberta Education core values.
Edmonton: Author.

Alberta Education. (1987). Career and life management optional
modules, field test I (draft). Edmonton: Author.

Alberta Education. (1987). Career and life management (core
curriculum), resources used during semester Il field test.
Edmonton: Author.

Alberta Education. (1987). Semester I field test teachers debriefing
seminar. Edmonton: Author.



May 12-12, 1987

May 12-12, 1987

(nd.)

(nd.)

(n.d.)

(n.d.)

May 18-19, 1987

May, 1987

June, 1987

June 2, 1987

June 10, 1987
June 18, 1987

June 29, 1987

(n.d.)

September 18,

1987

January 27-28,
1988
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Alberta Education. (1987). Semester II field test teachers
debriefing seminar. Edmonton: Author.

Alberta Education. (1987). Semester II orientation meeting.
Edmonton: Author.

Alberta Education. (1987). Student evaluation strategies: Field test
teackers’ report. Edmonton: Author.

Alberta Education. (1987). In depth resource evaluation forms:
Field test teachers, semester I. Edmonton: Author.

Alberta Education. (1987). CALM theme assessment forms.
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committee meeting. Edmonton: Author.
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development ACCESS video inservice. Edmonton: Author.

Alberta Education. (1987). Proposed directions for senior high
school programs and graduation requirements. Edmonton: Author.

Alberta Education. (1987). Career and life management
information session. Edmonton: Author.

Alberta Education. (1987). Career and life management teacher
resource manual, (draft). Edmonton: Author.

Bosetti, L. (1987). Effective implementation: The Alberta senior
high career and life management program. Unpublished report for
the CALM project team. Edmonton: Author.

Alberta Education. (1987). Alberta health and personal life skills
program: Elementary, junior high and senior high themes and sub
themes. Edmonton: Author.

Alberta Education. (1987). Career and life management curriculum
guide: Interim. Edmonton: Author

Alberta Catholic School Trustees' Association. (1987). Response
to Alberta Education’s proposed directions for the senior high
school programs and graduation requirements. Edmonton: Author.

Alberta Education. (1988). On the cutting edge: Alberta Education
planning conference. Edmonton.



February, 1988

February 12,
1988

February 23,
1988

February, 1988

February 29,
1988

March 28, 1988

April, 1988

(n.d.)

{nd.)
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Alberta Education. (1988). New Diploma Requirements. Infocus,
Alberta Education Bulletin, February, 1988.

Alberta Catholic School Trustees' Association. (1988). CALM -
religious studies interreiationship within the context of a catholic
school (Draft), or The implementation of CALM 20 in Alberta
catholic schools. Edmonton: Author.

Alberta Educstion. (1988). Career and life management
implementation manual for administrators, counsellors and teachers
(Draft). Edmonton: Author.

Alberta Education. (1988). Senior high school graduation
requirements and program development update. Inforreation
bulletin. Edmonton: Author.
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religious education services liaisen - specialists’ meeting number 3:
Implementation of CALM in Alberta catholic schools, Leap into
1993. Edmonton: Author.
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statement of social policy for Alberta. Edmonton: Author.

Alberta Education. (1988). Career and life management:
Implementation manual for administrators, counsellors, and
teachers. Edmonton: Author.

ACCESS Network. (1988). Career and life management inservice
guide. Calgary: Alberta Educational Communications Corporation.

Calgary Board of Education. (1988). CALM student comments.
Calgary Board of Education Career and Life Management
information brochure. Calgary: Author.
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CHRONOLOGY OF EVENTS: GENESIS OF CALM

1972 National Conference on Schoui Health, Ottawa
1974 Department of National Hzalth and Welfare

report, A new perspective or health of
Canadians

June, 1974 Conference of Federal-Provincial Deputy Ministers of
Health request that Federal-Provincial
Advisory Committee on Community Health provide
a report and recommendations on school health
education in Canada

1974-77 Alberta Education establishes an ad hoc Committee

to investigate health education in the province

- based on findings recommend need for the
development of a comprehensive health
curriculum

- numerous school districts had already developed
standing committees on health, and had
developed local curricula

1976 Conference cf Provincial Ministers of Health
- decision that realistic goal for Canardians would
be Healthful living iiwough iifestyle cheices

1977 Alberta Interdepartraental Task Force on Health

Education in Schools

- Task force comprised of representatives from
Social Services, Advanced Education and
Manpower, Agriculture, Workers' Health,
Safety and Compensation, Parks and Recreation,
and Transportation

- identified critical health needs of school age
children and made recommendations for
education and health needs

1980 Report of the Interdepartmental Task Force on Health
Education in Schools, Government of Alberta

1983 Alberta Education review of a number of courses in
Alberta school curriculum for possible overlap with
themes identified within the health curriculum that that was

underdevelopment
1984 Elementary Health Curriculum becomes mandatory
1984 Secondary Education Review (Alberta Education)

1985 Proposed Senior High Health curriculum developed



June, 1985

December, 1985

February, 1986

March, 1986

July,1986

March, 1986
August, 1986

September, 1986
November, 1986

January, 1987
January, 1987

February, 1987

March, 1987
May, 1987

May, 1987

3
=]
o

Secondary Education in Alberta Schools policy

stateruent released

- puts freeze on all senior high programs that were
in developmental stages. Poclicy sets new
directions, goals and challenges for review and

development of programs

CALM project develmpmcnt i}_1;0'0
- CALM to be disassoci m arty existing
curriculum, promoted as distinctly new

- reflects intent of Secondary Education policy

Proposal for initial approval to develop CALM
curriculum

Approval to Develop CALM

- establish CALM Steering and Sub-Comuriitees

- curriculum to cover 5 broad areas

- recommend curriculum involve parents ana
public and private agencies in the instruction..
programs, and should develop a partitership with
the community in assisting students in career
planning and training

Symposium at Barnett House

- reaction to draft CALM curriculum

Orientation to CALM: Development Committee
CALM inservice and orientation for first semester
field test teachers

Junior High Health curriculum
- Field Test (20 formal sites, 20 informal sites)

Field Test Teachers, Semester 1: Debriefing and
Problem Solving

Revise Curriculum Guide and Resource Manual

CALM inservice and orientation for second semester field
test teachers

Field Test Core Curriculum and Optional Modules (20
formal sites, 20 informal sites)

Draft of CALM curriculum guide

Debriefing of Field Test Teachers and discuss
revision of Curriculum guide and Resource Manual

CALM Interim curriculum guide



May, 1987
May, 1987
June, 1987
June, 1987

September, 1987
April, 1988

1988
September, 1988
September, 1989

Optional Modules, field test draft one
Development of Video Inservice
Teacher resource manual

Approval of CALM program
- Resource package field tested

Implementation of Prototype Program
(Local Board motion required)

Administrators, Counsellors, and Teachers: CALM
Impleaientation Manual

CALM Access Inservice Guide
Optional Implementation of CALM
Mandatory Implementation of CALM .
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APPENDIX B

CRITICAL HEALTH NEEDS OF SCHOOL AGE CHILDRENS3

Knowledge and practice of oral hygiene

Knowledge of one's body systems and their functions
Knowledge and application of first aid

Maintaining personal appearance and hygiene
Maintaining physical fitness

. Establishing appropriate eating habits

Making sensible food choices

Knowledge of communicable disease prevention (e.g. immunization,
sexually transmitted disease, etc.)

Knowledge regarding methods of pregnancy prevention

. Taking responsibility for protecting one's personal health
. Developing the ability to assess one's personal health and learning when

to seek help

. Practising informed judgement in the use/non-use of drugs other than alcohol and

tobacco

. Practising informed judgement in the use/non-use of alcohol and tobacco

. Developing positive recreational activities for one’s leisure time

. Awareness of occupational health hazards

. Knowledge of the principles of sate motor vehicle operation

. Acquiring skills necessary for the safety of self and others

. Practising personal safety

. Accepting responsibility for care of personal and community property

. Knowledge of health services available in school (e.g. school nurse, dental hygienist,

counsellor)

. Knowledge of available health services in the community
. Developing a positive self-concept, learning to fell good about oneself
. Accepting and learning from the consequences of one's decisions or actions

Learning to assess available alternatives and make appropriate decisions

. Developing an integrated value system
. Developing the ability to accept one's feeling and to express them in an

appropriate way

. learning to handle conflict and frustration in a positive manner
. Practising informed judgement in the choice of friends

. Ability to deal positively with peer pressure

. Learning to act independently

. Leaning how to communicate effectively

Leaning how to relate with and get along with others

. Establishing and maintaining rewarding family relationships

3 Source: Report of the interdepartmental task force on health education in
schools. Govemment of Alberta, November, 1980, p.9.



APPENDIX C

OVERVIEW OF THE I'I‘l(\)/lll;'l.-l?.hJENATION PLAN
THE CALM CURRICULUM



APPENDIX C

221

OVERVIEW OF THE IMPLEMENATION PLAN FOR CAREER AND LIFE

MANAGEMENT CURRICULUM (CALM)*

1. PRE-DEVELOPMENT/ANALYSIS P::ASE
(November 1985 - March 1986)

Preliminary Work
ereview previous development work
epreparation of a proposal for the development of the CALM curriculum for
the Instructional Program Review Committee (IPRDC)
-approévdal from Minister of Education, the Honorable Neil Webber, to
proce

Analy

A. Establish program proposal outlining development procedure, tentative credit

B.

C.

allocation, and program structure.

Research related curriculum developments in and out -of- province,
review literature to identify significant trends, and identify
recommendations and concerns of opinion leaders. Analyze available
data expectations and interests of groups such as students, recent
graduates, youth and leaders.

Identify various interest groups and clarify role within the development
process (development of content, validation or review of content,
resource preparation, field test, teacher inservice).

2. DEVELOPMENT PHASE
(February 1986 - JuLY 1986)

A.

B.
C

Establish CALM Advisory Committee (Ad Hoc Committee)
-Establish CALM subcommittee for development of specific dimensions of
the program :

Establish contracts for developing curriculum learning units

Provide ‘nformation to liaison contacts within Alberta Education, tic
educaticnal community, and other government departments
-Establish other linkages: Formal and informal linkages among the
various interest groups not directly involved in the ad hoc curriculum
committee. When content involves specialized knowledge, interest
groups should be invited to participate and/or to provide reaction.
Program structure and plans for implementation should be vetted
through school system personnel. In addition, contact with related

4 Source: Career and life managment project development proposal.
Unpublished document, Alberta Education, December 12, 1985.

Career

curriculum.

and life management proposal for initial approval to develop

Unpublished document, Alberta Education, February 5, 1986.
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subject areas undergoing concurrent curriculum development should be
maintained.

D. Identify orinciples of leaming upon which the program is based
-initiate research/consultation on process orientation to be used in CALM
-initiate research paper on strategies for effective inservice

E. Host invitational symposium for views snd opinions on proposed CALM
curriculum

F. Identify appropriate leaming resources

G. Create ACCESS video inservice tapes to be broadcast on the ACCESS T.V.
network. Teacher inservice program will have an interactive component

RESOURCE IDENTIFICATION

A. Invite commercial publishers to submit proposals for resource
development

B. Screen/analyze field test resources

C. Field test custom publisher developed resources

. VALIDATION
(September 1986 - May 1987)

A. Invitational Symposium
-Invite individuals representative of all stake-holding groups affected by
or interested in CALM.
-have them respond to the draft CALM curriculum and express additional
concerns oOr issues.
B. Field test curriculum documents, implementation materials and proposed
learning resources
-invite nominations for teachers to field test curriculum
-select field test sites (20 formal sites and 20 informal sites for each
semester)
-conduct field test
-monitor field test locations
-conduct interim field test teacher meetings
-concuct field test debriefing sessions
C. Vanous interest groups would also be asked to validate curriculum
documents and resources. :

IMPLEMENTATION
(May 1987 - September 1989)

A. Pre-implementation: Communicate program intents, structure, resource
expectations to school jurisdiction administrators, curriculum leaders and
teachers. Possible strategies include regional meetings, symposiums,
newsletters ‘

. Involve regional office personnel in program implementation and

evaluation

. Inservice teachers with respect to program expectations, available

resource support, and recommended teaching strategies

. Optional Implementation beginning in September, 1987.

-program monitoring, fine tuning, ongoing consultative support.

Mandatory implementation was scheduled for September, 1987, however

modifications to the program in response to recommendations of the field

Mm U N w
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tests as well as time for resource development pushed the mandatory
date up to September, 1989.
F. Consultation Support
-resource changes, curriculum updates, zenith number, computer
networks, consultation (travel).

6. EVALUATION PHASE
(September 1990 - June 1991)

A. Establish referent points for evaluation through ongoing input from
advisory committees and other interest groups
B. Maintain lines of communication, regarding effectiveness of program through:
-regional offices
-input from school and system personnel
-input from public and private agencies



APPENDIX D

CURRICULUM DEVELOPMENT CYCLE



APPENDIX D

225

CURRICULUM DEVELOPMENT CYCLE (Under Review)

Curriculum Decision Making
' 3 STAKEHOLDER
NEEDS GROUPS
ASSESSMENT
(Program
Evaluation)
INITIAL
APPROVAL e DEPUTY
RECOMMENDED > ALy
C.A.C. .
MINISTER'S
AUTHORIZATION
* STAKEHOLDER
PROGRGAM  |———»§ GROUPS
DEVELOPMENT
PLUS
PILOTING
T NAL /
APFROVAL
RECOMMENDED - DEPUTY
C.A.C. : v MINISTER
MINISTER'S
AUTHORIZATION
PROGRAM
PROGRAM ;
lMPLEMENTATIONl_") MAINTENANCE

-

-~ Communication as is appropriate

SOURCE: Orientation 1o the Carcer and Life Management Curriculum Development Commitices.
Unpublished document. Alberta Education, March, 1986, p. 17.




APPENDIX E

MEMBERSHIP ON THE CAREER AND LIFE MANAGEMENT STEERING
COMMITTEE AND CURRICULUM SUBCOMMITTEES



227
APPENDIX E

MEMBERSHIP ON THE CAREER AND LIFE MANAGEMENT STEERING
COMMITTEE AND CURRICULUM SUBCOMMITTEES

Administration and Project Team

The CALM program was developed within the Senior High School Program Unit,
Curriculum Branch, Alberta Education.

Gary Popowich, Associate Director
Sharon Prather, Program Manager
Axdis Kamra, Learning Resources Officer
Diane Smith, Curricular Assistant
Janet Forest. Learning Resources Assistant
Steering Committee
Wes Brooks, Grande Prairie Composite High School
Carol Cameron, Community Health Division, Alberta Community and Occupational Health
Sandra Darrell, Community Health Division, Alberta Community and Occupational Health
Barrie Day, Training Services, Alberta Career Development and Employment
Char Deslippe, Father Patrick Mercreii School, Fort McMurrary
Peter Ditchbumn, Strathcona-Tweedsmuir School

ggiryanne Doherty, Faculty of Home Economics, University of Alberta; Calgary Regional
ce

Bart Eisen, Student Personnel Services, County of Smoky Lake

Bonnie Ewayshyn, Training Services, Alberta Career Development and Employment
Sondta Goodman, Student Services Department, Calgary School District No. 19
Lawrence Hrycan, Ponoka Composite High &chool

Grace McPike, Secondary Education, County of Strathcona

Ken Shields, Consumer Education and Information, Alberta Consumer and Corporate
Affairs

Bruce Stewart, Special Educational Services, Alberta Education

5 Source: Career and life management 20: Interim curriculum guide. Alberta
Education, 1987.
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Sub-Committees

Three sub-committees were established to make recommendations to the Career and Life
Management Steering Committee. They included a Careers Sub-Committee, a Life
Management Sub-Committee, and a Financial Management Sub-Committee. Sub-
Committee members were selected for their expertise within these areas and were expected
to focus on specific content contained within ihe Career and Life Management program.

Carol Cameron, Community Education Services, Alberta Alcohol and Drug Abuse
Commission

Don Chomyc, Guidance, Counselling and Career Development, Edmonton School District
No.7

John Edey, Harry Ainlay Composite High School, Edmonton

John McNeil, Sir Winston Churchill Senior High School, Calgary

Norma Mitchell, Family Financial Counselling, Alberta Consumer and Corporate Affairs
Doreen Pritchett, St. Francis Senior High School, Calgary

Dan Reilly, Camille J. LeRouge Collegiate, Red Deer

John Seaborn, Health Education, Alberta Community and Occupational Health

Helen Siemens, Home Economics/Health/Family Life, Calgary School District No.19
Donna Starr, Calgary School District, No. 19

Carol Steen, Counselling and Special Programs, Lethbridge Collegiate Institute

Faye Wiesenberg, Career Information Services Branch, Alberta Career Development and
Employment
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APPENDIX F
LIST GF FORMAL INTERVIEWS

Steering Committee

Sandra Darrel, Community Health Division, Alberta Community and Occupational Health
(October, 1987)

Barrie Day, Training Specialist, Alberta Career Development and Employment
(October, 1987)

Ken Shields, Consumer Education and Information, Alberta Consumer and Corporate
Affairs (October, 1987)

Peter Ditchburn, Headmaster, Strathcona-Tweedsmuir School
(February, 1988)

Maryanne Doherty, Faculty of Home Economics, University of Alberta, Calgary Regional
Office of Education (October, 1987)

Sondra Goodman, Student Services Department, Calgary School District No. 19
(February, 1988)

Lawrence Hrycan, Teacher, Ponoka Composite High School, County of Ponoka No. 3
(February, 1988)

Alberta Education

Reno Bosetti, Deputy Minister of Education (1986, 1988)

David King, Minister of Education (1986)

La.za Mann, Edmonton Regional Office, Alberta Education (February, 1988)

Garry Popowitch, Associate Director of Senior High Program Unit, Curriculum
Development Branch, Alberta Education (February, 1987)

Sharon Prather, CALM Program Director, Alberta Education (February, 1987; June, 1988)

Lloyd Symyrozum, Director of Curriculum Development Branch, Alberta Education
(February, 1987)

School and School District Administration

Nestor Chorney, Principal, Crow's Nest Consolidated High School, Crow's Best Pass
(February, 1988)

Peter Ditchburn, Headmaster, Strathcona-Tweedsmuir School, Okotoks
(February, 1988)
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Len Hanick, Superintendent of Program Services, Edmonton Catholic Board of Education
(February, 1988)

Diane Field, Supervisor of Home Economics/Health/Family Life, Calgary Board of
Education (March, 1988)

Keith MacKay, Supervisor of Practical Arts, Calgary Roman Catholic Separate Board
(March, 1988)

Don Munro, Assistant Principal, M.E. LaZerte High School, Edmonton Public Board of
Ecucation (April, 1988)

Len Luders, Principal, Lindsay Thurber Comprehensive High School, Red Deer
(February, 1988)

Warren Phillips, Assistance Superintendent, County of Mountain View (telephone
interview), (February, 1988)

A918Psollack, Principal, Strathmore High School, Strathmore Alberta (June, 1987; February,
1988)

Csaba Rolin%za, Principal, Matthew Halton Community School, Pincher Creek, Alberta
(February, 1988)

Ron Sheppard, Principal, McNally Senior High School, Edmonton (April, 1988)

Helen Siemens, Specialist, Home Economics/ Health/ Family Life, Calgary Board of
Education (May, 1988; October, 1988)

Teachers

Benita Bannerman, Teacher, Lindsay Thurber Comprehensive High School, Red Deer
(February, 1988)

Louise Bleire, Teacher, Strathmore High School, Strathmore (February, 1988)

John Braun, Guidance Counsellor, Matthew Halton Community School, Pincher Creek
(February, 1988)

Viki Brown, Teacher, Central Memorial High School, Calgary (June, 1988)

George Hildebrant, Teacher, Sir Winston Churchill High School, Calgary
(October, 1988)

Betty Leadbeater, Teacher, McNally High School, Edmonton (April, 1988)

Merv Lutes, Guidance Counsellor, M. E. LaZerte High School, Edmonton
(April, 1988; October, 1988)

Cathy Macleans-Sterns, Guidance Counsellor, Central Memorial High School, Calgary
(June, 1988)

Darla Maxwell, Teacher, West View Secondary, Calgary (Junc, 1988)
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Jim McConnell, Teacher, Strathcona-Tweedsmuir School, Okotoks
(February, 1988)

Bonnie Nutall, Teacher, Sir Winston Churchill High School, Calgary
(June, 1988)

Peggy Wightway, Teacher, Sir Winston Churchill High School, Calgary

(June, 1988)

Other Support Agencies

Ann MacKay-Drobut, Women's Secretariat, Government of Alberta (February, 1988)

Rick LaPlante, Alberta Catholic School Tristees' Association, Coordinator of Religious
Education Services (February, 1988)

Students
Strathmore High School, Strathmore (February, 1988)
Lindsay Thurber Comprehensive High School, Red Deer (February, 1988)

Conferences Attended

CALM Steering
Committee Meetings Edmonton ( three sessions) May-June, 1987
Custom Publishing Edmonton Inn May, 1987
Information Sessions Caigary and Edmonton June, 1987
ACSTA Religious Education Services Fetruary, 1988
Liaison-Specialists' Meeting
Theme: Implementzsion of CALM
in Alberta Catholic Schools
"Leap into 1993"
Students at Risk Phi Delta Kzppan, October, 1988
University of Alberta

Chapter, Edmonton
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APPENDIX G

INTERVIEW QUESTIONS

CALM Steering Committee Members

1.

2.

3.

4.

5.

How did you come to be a member of the CALM Steering Committee?
-what is your background?
-why do you think you ‘were selected?

What do you perceive to be your role as a member of the CALM Steering Committee?
-what did you do?
-how did the committee work together?
-were there any problems or obstacles that the Committee encountered in the
development of CALM?

How would you describe or define the CALM curriculum?
-what are its goals and objectives?
-in your opinion what were the significant factors that influenced the shape of the
CALM curriculum?

In your opinion why did Alberta Education decide to develop the CALM curriculum?
-origin of the curriculum?

What are the pre{'alent issues and concerns that now face the Steering Committes?

Administrators

1.

How did you first learn about the CALM curriculum and how did you become involved
in its development and/or implementation?

How weuld you describe the CALM curriculum? How would you define the purpose
or intent of the curriculum?

In your opinion how did CALM come into existence? Where did it come from and what
needs (if any) do you feel that it addresses?

. From your perspective what is the general reaction to and support for CALM at the

various levels of implementation? (i.e., Administration, Teachers, Students,
Community, Government).

How would you describe or define your role in the development and/or implementation
the CALM curriculum?

F‘_Igtv:' do you cope with the implementation of a mandated curriculum such as CALM?
y a:cfg‘c’:tors, issues and concerns influence the kind of coping strategy that you have
opted?

What factors influenced your decision as to when you would become involved in the
implementation of CALM?
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8. Do you have an implementation strategy, and if so how was it developed? What
significant factors, issues and concerns influenced the development of this strategy?

9. How do you go about selecting teachers to teach the CALM curriculum?

10. At what point in the implementation process do you expect the most guidance and
assistance in the implementation of CALM? From whom and in what form do you
expect guidance and assistance? How do these issues and concerns affect your
implementation decision and strategy?

11. Do you have any additional comments regarding the development or implementation of
the CALM curriculum? Can you suggest any additional areas (i.e., issues, concerns,
incidents) related to the development and implementation of CALM that I should be
covering? Can you recommend any people that might be of assistance in providing
further insights into the development and implementation of CALM (i.e,,
administrators, teachers, parents, students) that I might interview? Can you suggest
any additional kinds of questions that I should be asking?
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55 Bellevue Crescent
St. Albert, Alberta
T8N O0AS

March 16, 1988

Dear Ms. Janelle Holmes,

I am a graduate student at the University of Alberta completing my Ph.D. in
Educational Administration. My research focus is the implementation of the Career and
Life Management curriculum in the province of Alberta. The purpose of this letter is to
frequest permission to conduct one hour interviews with four Career and Life Management
teachers and their principals. For the principals the purpose of the interviews would be to
determine what factors influenced their decision to implement the curriculum before the
mandatory date, their expectations of others involved in bringing about the change (Alberta
Education, Regional Office, School Board, Teachers, and so on), as well as to explore
their philosophy with regard to leadership and planned change. At the teacher level the
interviews would focus on their perception of the problems and concerns that they have
encountered in the implementation process, and their perception of the student's response
to the curriculum. I would also like to talk to other people that have played a significant
role in managing the implementation of the Career and Life Management curriculum.

It is my belief that this study will be useful to Administrators and School Boards in
Alberta in understanding those factors that have been influential in determining the shape
and direction of the implementation of the first policy initiative from the Secondary
Education Policy Statement. In addition the Career and Life Management curriculwn is
particulacly significant in the that it is the first new curriculum to be mandated in the Senior
High Schools since the grade 10 Physical Education curriculum. For your further
information I have enclosed a summary of my research proposal. Ihave also sent a copy to
Dianne Field. Iam looking forward to hearing your response to my request. Thank you
for your assistance in dealing with this matter.

Sincerely,

Lynn Bosetti
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