DOCUMENT RESUME - __ .-

ED 075 470 | B : TM 002 548

“ AUTHO®. - Goolsby, Thomas M}, Jr., comp. ]
TITLE _ rReports on Scme Salient Topics and/or Issues in

Fduca%ional Psycholojy, Measurement and Pegearch as
. Presented by Doctoral Students. A Seminar.
INSTITUTION Georgia Univ., Athens. Dert. of Educational
, - : ‘Psychology. ; ' -
PUB LCATE 72 ‘
NOTE 116p.; Papers presented at Doctoral Z2minar,
’ : Unzver51ty of Georgla, Fall 1971 ‘

EDRS PRICE MF~30.65 HC-$6.58 S
DESCRIPTORS Behavior Change; Educational Accountability; ~
Educational Research..?thlcs- *Graduate Study;
-~ *Literature wev1ew SChool Integratxon,‘*Semlnars

 RBSTEACT S

~ Papers are presanged at resulted from a doctoral
. seminar in the Department of Educational™®sychology, Measurquent and
Reésearch At .the University of Georgia. Int ation-desegregation,
ethics, behavior modification, and accountability are the general
areas treated. The papers are: (1) "Segregatlon——ﬁllas‘ ‘*Special
. Education'® by Margaret C. Weskr "APA Ethics, a Help or
Hindrance?" by Peter C. Gram; (3) "The| Ethical Issues of Privacy,
Confidentiality and Privileged Communigation" by Diane T. Nunnelly:
(4). "Techniques to Improve Classroom CoRtrol and Instruction" by Ryle
R. Carter; (5) "Behavior Modification: AMIssue fo.: the Teacher?; by
LaRetta M. Garland; (6) "Beyond Freedom and Dignity" by George W.

Rogers; (7)- "Freedom as-a Result of Control?" by R. Hal Shigley; (8)

. "A Brief Overview of Research on Teacher Effectiveness and the

‘Relevancy of Educ#tional Psycholegy®™ by Chad D. Ellett; (99
"Institutional Design: An Administrative Approach" by Judd A. Katz.
(10)- "The 5chool.Psycholqglst - His Role in Effecting ‘Educational
Outcomes" by John J. Vance; and '(11) "Accountability in Edbcation!’
Why?" by J. Leon Dalton. (For related documeﬁbs! see TM 002 549-559.)
(KM) ‘ _

\)

&



e

.  FICMED FROM ggg;’gvAmsm COoPY

\

| Reports on Some Saliear Topics and/or Issues in Educational Psychology,

Measurement and Research as Presented by Doctoral "Students~-A Seminar

ED 075470

-

Papers by:
Margaret C. Weshmer
Peter C. Gram
Diane T. Nunnelly

‘Xyle B. Carter )

LaRetta M. Garland
George VW. Rogers
kk\\“\. ‘
~—e ~~._ R. Hal Shigley
I\‘w"“‘\. s . .
Chad D. Ellett
Judd A. Katz
. f ] John J. Vance

N

* J. Leon Dalton

University of Georgia
/
Seminar Organized aﬁd'Directed by
Thomas M. Goolsby, Jr.

1 University of Georgia

T

G T LR e T T



- Preface :
The papers preseﬁ}ed here are ones resuiting from a Dgctoral
Seminar 'in the Department of Educatiomal Psychology, Measuremént
and Rgséarch designed to have as its main fo;;s professionaliza-
" tion of doctoral candidates. s the director of the seminar for
the Fall Q::tter, 1571, I invesged much timé in consultation with
colleagues ‘and students about aiternatives for the seminar. The
issue§‘ptes;nted in these papers are a—part of .the toti; choices
offered of agreed upon by professors and studedfs. {"
V The:papers as written repxe;ent‘the stage of development of
: v .
various students at that time. A rewmiting at a lat;r time will
. ' ‘probably réflect differences in content, context, and other im-
portant glements for certain of the authors.

It seems that the adequate dissemiﬁatibnﬂbf certain doctorﬁi
‘seminar :eportSTQOuld be of substantial a;sistance to studenF;
and PPofesscrs in Planning for future seminars in many instifu-
tions. |

The general areas treated in these papers are:

- AN

1) 1In ératiOn—DeSegregation

. ' 3) Behavior Modification : ‘ ' -

' 4) Accodntability

Following ecach paper is a very limited nupber of selectéd references. e

The limit on the number of references was |intentionul so that one is

e

. non inundated with source material. Some tay.view this as a limita- . o

~ |

- .
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tion, but it is viewed as an asset for the "unseasoned,” the experi-~

-enced and members of other disciplines desiring to use these papers

or become initially acquainted vith the topics treated.

<

! -

Thomas M. Go&lsby, Jr.

Athens, Geordia? 1972
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INTRODUCTION
Frederick E. Woodall
vniversity.of Georgia

-

The _papers presented here are in five sections.with the intent to
reviev s cutrent_tbpics in educational psychology and raise questions
concerning the investigation and implementation of the findings. The

main concern of each vriter seems to have been. to enhance the educational

environments in public education towards more effective and efficient

learning. ’

_One nation-wide focus in education at this time is  the total inte~

gration of the public sghobls. What is happening in some schools concern-
ing integration is directly treated in an article entitled "Segrégation--
Alias Special Education." Are the students in Special Education classes

getting what they need? Are the students in Sgecial Education there be-

1 7

cause of a need q;,aré’tﬁey there for expediency? Do the SQBdols utilize %/ _
the;épgcial Edycation ptoéfémé effeqé}vely? These are a few df therques- (

_tions.Weshnef asks in her review of this ve;vaifal puﬁl{c school program.,

After reading Weshner's paper, the reader may well ask about the ethi- \

cal standards in public education. Following the Wgshner paper, the first
. . a ) )

of two articles'is a review of the recent pdblicatidn.of ethical standards

\
by the American Psychological Associatisd® Two basic questions are raised \
» . . oo
by Gram'concerning this professional statement of ethics 1) are they justi-
- . .

° «

\fiable and 2) will they help or hinder? While Gram is more concerned with
research and therapeutic ethics, the second artlcle by Nunnelly brifgs the
ethical question to the public schools.- Nunnelly questions the ethics of

\ the’ cummulative records kept by all public scﬁéols. It is Nunnelly 8_con-

\,
tention that such private inroads into an individual s 1ife should not.

«*
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be open so readily :a;;éfsons other than those few professionals vwho
- ‘ would be working confidentially with the student. Further examination
yielding standards of repottiné the confidentiality are needed as well
- . a T
as a concise staterent concerning the availability of such records.

The next/gi;qp of papers jncludes articles on classroom techniques
and teachet‘éotivapion that may prove tc be the best facilitators of
ilearuning. Tﬁéﬂfirst paper by Carter explains that the teacher is ulti-
pately responsibie for thé behavior in the classroom. When the teacher
assumesAthis responsibility there should bé‘a good mudel of insqfuctions
to follow that woula Prediﬁt satisfactory outcome. Carter opens the
section cf behaVibr wodi fication indicating that direct implemept?tion
of behaviof techniques in shaping behavior are badly needed, i.e.,, eli-
minating inappropriate behavior with reinforcémeﬂt of "good” behavior

" and thereby chanéiﬁé the amount of learning by active participation byv
the students. = ) , ‘ | . | X
Going a step further into behavior modification Garland presents'

the second article as an overview of the direct method of shaping. This
3

\&g:pet woves more into the area of direct manipulation of the eclassroom
environment in order to make the educative process “qore réalistic,-iden—
\tifiable, measurable, and predictable."

The next two papéis present some explanations of behavio£ modifica-
tion theory. . Thé £1¥st paﬁér»by.Shiglgy is an update of "Skinnerian _//

Theory" with some discussion of Beyond Freedom and Dignity by B.F. Skin-

‘ner. In the seéond paper, Rogers reviews Beyond Freedom and Dignity with
- some individual incarpfeta;ions of the material. This paper brings the. A
reader a theoretical orientation and asks the question of "Why" the edu-

cational process will not or cannot implement such -a system.

-
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The last series of articles is concerned basically with the ac-
countabilii&’of education. ‘One of thé sritets asks who is accountable,
for what, and to R. A

Each paper in‘th s section is an indictment of the educational
systeun as & whole the professicnal educator as an tndividuai%‘\—

In the : s€ paper Katz proposes that the main problem in determin~
ing the;gccountability in education lies in the ineffectiye insticuticnal
design, tﬁé administrators of education. Far too much energy of person~
nel is wasted because the school administration has not seen fif’to‘oeal
directly with thetproblems of effective education.' As Katz so effect~
ively points out, teachers are what the administtation mdkeshthem snd
students suffer and gain accos:ingly. ~

- Teacher effectiveness xnay.we:‘llideperv4 on the results obtained
th;oqgh resea.ca in Educational Psychology accordiné to Ellett's paper.
The educative process needs more efficient research in learning and
teaching to benefit the teecher and the student. To_put it blumtly,
educational research is failing to obtain the basic answers to what
is effective‘educational procedure and how to measure teacher compe~
tency.

Vance realistically discusses the expectations and Job performance

exemplified in the role of school psychologist. According to Vance the

schools expect the school psychologist to be expert in about eleven

-areas while he is expected to perform on a subservient level of adminis-

tration which then<dis:egatos his preparation. Vance concludes that the

El

_first problem educators must face 1s role definition and job descfiption

N

matching competencytexpectacion?:tfth level of task and subsequent res- .

o e T < 3R T L e e e e .
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X 1o§ical step/}tbm Vance's paper would be the area of how peo~
ple respect the "professional educator.” Ig the final arcricle pre-
sented, Daltoﬁ strikes out at ti.e public for demanding such high
standards of excellence and payiug‘snch little respect for this
grest competeancy in siuch a difficult- field.
Vhile the whole field of education must be held accountable
for the success of each individual student, the public must be held
accountable for the success of the fieldtof education. As Daltou
expresses it, accountability will professionalize educatiom but who
is accountable for the support of ;ixe-ptofessional educator. Educa-
tion will méve ahead in the desire to become more and more coupe.ent
as professionals but someone, ‘so;neday is going to have to pay the

pipesx.
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Segregation -- Aliass: "Special Education”
Hargaret C. Weshper
University of Georgia

+. O0n May 17, 1354, in hapding down a decision in Brown v. Board

of Educaticn of Topeka, the Suprexme Courg in the United States un-

animously concluded that "ip the field of public education :Ee doc-
trine of ;separate but equal' has no place." In the middle of the
twentieth century, almest rwenty years ago, the Court concluded that
"separate education facilities are inherently unequal.”

Although for over a decade the Suprcwe Court had been invalidat-
ing state laws which were vacially discriminatory, the school decision
\.shocked the South. By the middie’of 1956 only some 350 school éistricts

?ut of 6300\in the South were desegregated. The years that followed

rought riots, sit-ins, school closings and token integration ;hrough—
m ut the South, ' '

.Ej* . Simultaneously with the' antisegregation movement in the South,
Northern Blacks campaigned against segregated public schools in cities
{ 7 1tke New York and Chicago. Although unrecognized in law, séhool segre-.
¢ gaéion in the North often existed in fact because of residential pat-

(O terns. Blacks demanded, and with some success, that their children be

- . aécepfed in vhite schools outside their local districts, where schools
z ' E&"‘ were oftén crovded and run-down. _
o : ) For :é? past few~years, particularly 1970 and 1971, school offi-
o «»««“““J'”"MM”T'“cials have found themselves faced with the problem of accompl&shing

L 2\ >

total iniegration on a percentage basis of all public schools, Because

of an adrﬁnistrative failure to make or implement any long-range'plans,

.
® . ) <

ra N4




” 2
unsatisfactory solutions such as busing of students to schools far

away from their homes and assigning teachers to distant s-hools to

‘achieve racial balance have served to arouse 1ll-will and solved

A

nothing.

In compliance vith the law, and under threat of a withdrawval of
federal funis, most schocl districis in the country have accomplished
a8 de facto segregation under':he guise cf integration. XNot oaly do
students (mainly those in the upper grades) choose te segregate thea-
selves in the lunchroom, on the.playground, in the hails and at schoo}-
relared functions, but school personnel have managed to create a muéh
subtler and far more damaging type of segregation ?1thin the edycation-
al institutions. We have renamed the old 'separate but eqgual' doctrine;
we now call it "equal but special' aﬁd.using the almighty I1.Q. as gur
weapon, vé herd thousands u?on thousands of children into clgsses fog/

the "retarded" or the "emotionally disturbed.” And this type of segre-

gation is nat limitedito Blacks. Any child from a low status background

s eligible - all we need is a psychological evaluation, and these child-

ren'can be labeled, pidgeonholed and forgotten as educators and legisla-

tors pat themselves on the back for the fine educativnal services we
are providing for our nation’s school children.

Let us look at a féw examples. California is heralded throughout
the nation as a 1eader in education, yet the first racial analysis of
California's 65,000 "mentally retarded" school children disclosed in.
January, 970, that 2.14 per cent of all the Spanish surnamed children,
‘and 3.26 oﬁ al] the Black children have been placed into classes for
the educablg mentally retaxded, while only .71 per cent cf all white
children are\so classified. Pupils with Spanish surnames make up 15.22

per cent of tke general school ﬁoéulétion; but represent 28.34 per cen
1 N 2 ~

\' o ‘ K
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of the enrcllment in classes’fo: the retarded. Black childrea consti-
,};ute 8.85 pgr,éent of the f;tal public school enrollzent in Califormia,
but cake up 25.5 per cea;hﬁf the earoliment in EMR-classes.

‘ Asgry’éhicano par?éis finally broffght a law suit égains:“;hc Cali-
fornia scho;l\;;$£;;§: cherginé t@aﬁ stuldents were trapped in classes
for the retarded bgééuse they were given cultuzally unfair intelligence
tests in Eaglis@;gaStead of Spanish.  “hen the children were retested in

“their ows lan ?/ge. more than half were found to have been :isp;éced.
A resultant/judicial decree :andatfs that a siuay of home envitognent,

- confeteagés with pérehcs; use of noéverbal.és well as verbal tests, aad
place éﬁt decision by a broad school committee Se included‘in fgture de~
cifions about speciaivclass placemén:. | |

’ / A sindilar suit wa;‘filed against the Bostén 5chog1 system charging
that through a f;ulty meth;d of testing andAclagsification,‘lafgé numbers
of poor but normaflly intelligent children have been placed in classes for
the mentally reta dgd.

Shocking disprbportions-of Spanisﬁ ¢hildren have also ﬂéen reported
in schools‘ig Texas, Colorado, and New ?ork. in fact.‘as of 1968, ap~-

proximately 80 per cent of the children who were in classes for the men-

ta{i? retarded throughout the country were from nonmiddle class environ-

N e

W

ments, including Blacks, A;é%}cannlndians, Mexicans, Puerto Rican Ameri-
AN : . '

N\ T

cans and others frdm low status backgrounds.
. . . 3

- This exclusion of minority children has served two purposes. Dis-~

-

turbing children can be removed from the regular classroom, thus facili-
tating the task-of the classroom teacher, and federal and sta’ ‘monies

can be obtained for the school system, usya%}y_on-the‘basis of amount/

child, Thus the caildren must suffer irreparable damage for the .con-




venience of rhe institu&ions that purport to help them.-

The eatire ptoeecé of labeling and pigequhoiing children would

be bed enough if it were limited ‘to the 2 per cens of any given Seg-

i .

e

N

ment‘of the populati ci that are supposedly men.ally tetarded But to
, speciai educat‘on as a cover for segregatie;~creates an.intojer-
: situaticn. ” . |

The auchor of this paper advocates alleviation of this problem by -

adopting a threefold program..'

:‘ii).jAbolishment of the use of all curtent measures of psychological

;functioning

'“2)-'Abolishment of all fowms of ability grouping in the public schools

3if‘Assessmenu through observation of children in ‘the natural environ—

PRl

’:'ment (the classroom) and restructuring of that environment ro bring

ébout desited behavioral changes i‘: ? | ' . f’\§¥
rs Abolishment of@the Uae.gggAll Curtent Mbasures of ! ‘
AL Lo

(A

t f#f,gff4;'~,’~' PszchologiealfFunctioning S ”:l‘f.'

LN N * )
The author contends that these measures should no longer be used

L\

"e not standardized.n A.tester is trained

‘id”nor 'reliable. 'Does a child really draw

rectly fep:
brainﬁﬂamage? ST

L2
s

particularly projective :ests of person- i

"'liminate a,hody part; because Qe‘is fixated? Is the failure’A4

L pedrinn s
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ST 3. A quick perusal of the WISC or the Binet will clearly indi- |
g .3\ » cate that they are outdated .

TN 4. Psycholagical evaluations are administered under optimal
- ™~ . conditions, thus do'not yiéld a true picture of "curreat
) v funetioning. (See Bersoff 1971). ‘Kk_
: , \os, The child is an involuntary patticipantfin the testing

gituation.” He has no choice in the matt riyet ecisions
are made about him on the basis of his ] sponses.q
Labeling which is damagivg to the chil frequently resultsi

from psychological evaluation.

]
SRR -

-, »
: //" 7. Intelligence is not measurable at ‘a point. - /score can
Y ) o fluctuate:as much as ten points in eit er di ection. How
i - SR | then, can we say thata child with an I.Q. gdcore of-69 is 3 :
s T oo “tetarded" and a child’with e score o 71 is not? - F _ ‘
/ S g . » ‘ , I
- /// . Abolishment of All Forus of Ability Gr uping in the Schools
. T ,
///; - _ - The author agrees with Glasser (1969) that all children ‘benefit: -
) // . when they‘are in heterogeneous classrooms. Of course,. this means that . :

/ . the classroom teacher will trily havé to individualize 1nstruction, but
“ : are not all ‘children individuals?“‘Many teachers who have been using the

L . Same’ lesson plans.for. the. Ppast twenty year§ will be reluctant to spend
i - . the time and effort to use\innovative methods-in their teaching; but
: g - - ‘perhaps those who are quilling to expend the energy would be better
[ . . suited for another type of work: Portunately, ‘there is no teacheB,
& o n shortage in this country. ; . . :
i ) ’ ' A .

L f o - Furthermore;”the authormconf“nﬂs~thatlthe notion that slower" M
- R children dre 'fEtter off' in spécial classes is a myth, The efficacy f
: ” .+ =« of programs for® the mentally,retardéd is’ questionable at best. In L
S . fact,- the literatire is full of studies that: indicate ‘that children in .

o ~ _'special classes actually demonstrate less academic achievement ‘and poorer o

‘self-concept than eimilar children who remain ‘in regular classrooms ‘
L ~_ (Sparks-and Blackman, 19653 Bennett, 1963; _Cassidy . and Stanton, 1959; ;
i .. Ut Thurstone, 1960; Johnson, 1962 Carroll, 1967 Itkin, 1967; and Meyroz , =
. : ' witz, 1962) o . : L . Lo N
-Assessment Through Observation of Children iy the Natﬁral
~Environment (the Classroom) and R Restructuring of - That[ﬁn—

! ;f» _ - v1ronment to Bring About Desired Behavioral Changes »
/ - ’ . . ‘_'" - . . /
o i N In ofir soc1ety, we’ believe in autonomous man (Skinner,,l97l), that e
AT o there is a: personallty struggle within us of a psychodynamic nature,’ ‘and’ _
TN o - © _~that be wvior is superficial. Consider, for a: moment,.Skinner s position T

.that, we {(should be .concerned with behavior. and not homunculi. If we eli-"
minate the idea that the child-has internal controls,  then we can no
longer blame the child and. éxonerate ourselves if the child fails. That
is not a very comfortable’ position, admittedly, but -the fact is that.WE )
_.4are~the ones doing the teaching; therefore WE are the ones~applying the.
{vcontingencies. It would be helpful t&* take a look at our educational '
' xinstitutions and the contingencigs set upiby those 1nst1tutions.

’v’
- o

: ) VL o . . T - P s i i by 2
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i 6
If any type of assessment is to be nseful, it would Ve appropriate
that the information gleaned from that assessment lead. to’ some change
. L in behavior (Peterson, 1968). As suggested earlier, current measures of’
T intellectual functioning provide information' about behavior edt¥red un-
o der optimal conditions rathey than in the natural environment. We
therefore make unwarranted apsumptions about ‘how the child 'shotld' per-
form in the ‘tlassroom on th basis of how he performs in an unnatyral °

. situation,
s\ . . : :
! It would be more usefu to observe behavior as the child actually
performs in the classroom. [We could then restructure the environment

S 'accordingly and gain alfost inmediate feadback as to the efficacy of.
Lo _ A the applied contingencies. | Using this technique, we would truly be
o 'able ‘to obtain information|about "current functioning' and eliminate

N e invidious comparisons_whic

orfly ‘erye to provide us with labels.

E ridiculous to others. ‘Bu the fact remains that the system ve now
have is not”working. Thi-is an age of revolution, and that revolution

. . _ is not limlted to the St ets of our country s 1arger cities.J It s
. : : ’
' befng fought quietly,-in the public schools and -in- the universities,v

i -
e -

'using Ehe weapons.of new: insights, new teachlng methods, and’ new cur—
. ”ﬁ““*%~u*f~riculaf“”1 urge you to gat her your forces of reason and joln the’ rev— i

FER . -

-

.olution,-while.lt.can 5:111 be fought calmly, while it can stlll be

CER won for the betfegﬁent of all concerned = S ) G\;

- . . o . R !' )
. . . Y b
(o)

o
%
£
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APA Ethics, A Help or Hinderance

Peter C. Gram =<
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L The American Psychiological Association (APA) was founded in 1892,
() and has grown to a total membership of more than 30,000 pézhohs asso-
o .

L)

clated with its 27.divisions. It pas two primary functions, the first
of which 1is to stimulate communica on among its membership, through

l -

A v the publication of journals and. the provision of a forum forqdiScus—-

-f ' sion in the form of annual conventions. The second purpose, though

i ~. ;
"‘somewhat less known;“is just as important The APA provides for &

'self—conscious and peripdic examination of its members. AsSOciated
I

with this end is the app oval of training programs by the APA in order

R »

Even ‘more directly, the;APA has established its own’pg;&ting body to

)

LY to guarantee certain sta dards of education for aspiring psychologists.
LY

C}? ~mediate in ethical problems concerning. its membership., This diScussion
. { . ‘

S will concentrate on. thiT last aspect of tHE APA. , :

e . . ¥ T

'C:D“ o The Committee on Scientific and Professional Ethics and Conduct_

-

’(CSPEC) is the body empowered to deal with ethical matters within the
e 1 .APA.; The responsibility and functions of the Committee are to "re~
'EF*.- ceive and investigate corplaints of unethical conduct of fellows, ‘mem-
bers, asso iates and affiliates .« settle accounts privately . . |

report on the.types of ‘cases investigated . . recommend action on

ethical cases investigated. oo "and to formulate rules or principles

of ethics ‘for adoptiOn by the Association.' The power of the Committee

B \
\\\~ncludes jurisdiction over APA members, and as such decides On mem—

bers\ip Its‘Hisciplinary actions include disbarment frOm APA member-
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ihip or a reprimand and or & probationary period. It may only recon(

‘mend a course of action, {hough the fihal decision 9f the Boatrd of -
o . . [y
Directdrﬁfis strongly influenced by their recommendations. . '

'3

One of the more common cases which has appeared before the Board .

is the case of Dr. Joyce'Brothers, who ‘was disbarred frothhe APA for

« )

unethical p‘:etices, specifically,conducting therapy hy means of cor-
respondence.\ From this example it can be seen that the APAﬁdges not .

~have .the-complete & 'n"[, cwur the profession as does the Americam

\l MedicalvAssociation, or the Anterican Bar Association,'organizations

“\
whieh provided the pattern for the APA.

\ : In accordance with its functions the\APA has adoptea a code of
N lul ‘
\ \ethics which is intende& to govern the. beh vior of its members. The\
\ } :

1

{irst code was adopted dn $eptember 4, 1952, “and there e been mindr

" rfvisions in 1958 and 1963.g It dealt generally,with t

cérns' the psychologist himself, the psychologist and

-main con- -
s.relationship\

to‘others and the psychologist and his instruments. The areas finally

ocoyeaed included. public responsibility, cﬂient relationships, teaching,:

resea ch, writing and publication, and profe551ona1 relationships.

~

A digression is in order to describe an important influence on the

development of the APA ethical code.. In 1965 two cqngressional sub-

committees held hearings on matters associated w1th/the practice of

psycholog : Th first was the- Senate Subcommittee bn Constitutional

Rights of the Co ittee on the Judiciary which investigated the gov-

“‘ernment's us§ of

.‘ .

It is this w\iter 's opinion that the;hearings, and the restriction

they placed on the use of psychological testing as a means for - aiding

: selection, could have been\avoided if testing had not begn abused in
\ . -

\
the Fipst lace. ' ' P .
. s' P g 10 e

.\.. N

\ .

sycholgﬁical testing as a prerequisite of employment._

P
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Even more ominous, the House Special Subcommittee on Invasion of
Privacy of the Committee on Government 0pérations questioned the use
of ‘questions about sex 'life, family situations, :elligiqu, pzrsonai

- habits, childhood and other similar matters in persoﬁa}ity testing

~

/—c{ Governument employe-e‘s.. It is more om!nous her 1use the recommenda~
d,rtions af rh- f‘vaﬁmx‘.ttee. teﬁﬁrictiﬁg the mecthods and questionnaires
) s - ,
psycholog;sgs could use in research and even suggesting Federal iIn-

texrvention in some cases, indicated that the APA haq-desen lax-in

maintaining its ethical standards in a manner congruemt with the

public. Zéit:ge’ist._ If the APA was n.ot‘ going t_oklead_';tw~my for its
memll‘:’oérlrshivp,,”th,en tll"x.at'lea.derghip_ was left iri’_.t:he hands: of ochers;
wﬁo migﬁt né)t be” as .sympathetic with the inadequacies: of psychologi~
cal teérting/ and .-researcv;l. | |
Cont,ig,ixous with these .deveiopniem:s, a s;uégestio_n cate from: mem-
bérs; of t}!“ie.law ;'aﬂro,fgrélsion ?:o;lcefning privacy and behawioral research_\i\‘.
Sluccinctl;y, }:hé a;ticlé stated th_a{: :t_:h;e' p;iiva;_yﬁf bedHef or opihiéti
:Ls-v a i;onq;eprt whiéh is Eglatively youné, bégin’n;;ng_ onlly a few, tmr;dired.
years ago. The ..gr_g{gmentsﬁ qf Ruecbhg_trsem and Brim‘ar_:ea;as. §9llows:
1. Individuals ‘have the right to be left alone.

2, I/ndiviciual_s have the righ.t to share land~-coxﬂmmixca'te, _ : e

4 process necessary for the growth a\myeveloment »
jof all individuals. = . o ~

x . : . f : o
3./ There may be a}ocial consensus of th.a/t\ls prriwate,

‘ but this may be-transient. , -

14/ Privacy is invaded by: S
' a. self-descriptions in interviews, questiommdres -
~and:~_persqnality tests - ’ , \;
- b. direct observations of individual behaviozr ,
¢. use of secondary data (other persons as im:ormants) v
v . A : S7

T . &
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5.

The concept of individual consent to a possible

invasion of privacy is complex.

a. voluntary oensent is abolsutely necessary (as es—
tablished by the Nuremberg trials)

b. research may be destroyed in some cases if comple*e
consent is obtained

¢c. it is often questionable whether .consent 1is voluntary
or coerced,

All research data must be maintained in confidentiality

4. this iwmplies the integrity of the research must be
included in any ethics statement

b, to date only 18 States (including Georgia) have
etatutes'according research data privileged“status.

Their'r ommendations for an ethical code are governed by the follow-

-

ing seven principles'

S 1.

2,

3.

4.

5.

. should be sought actively in the’ design and- execution

[

There should be-a recognition, and an affirmation, of
the claim to pfivate personality.

There should be a positive commi tment to respect private
personality in the"- conduct of resed%ch. .

To the fullest extent possible, without prejudicing the
validity of the research, the informed, and voluntary,
con;ent of the respondents should be obtained.

If consent’ is impossible witnout invalidating the re~.
search, then before the research is undertaken, .the ~
.responsible officials of the institutjons finéncing,
administering, and sponsoring the research should be
satisfied that the.social good in the proposed research

' outweighs the social valué of the claim to privacy under

the specific conditions of the proposed invasion. These E

,.officidls in turn are responsible, and. must be respon-

sive, to the views of the larger community in which
science and research must work. - ; .

3 [

iThe identification of the individual respondent should/

be divorced as fully and as effectively as possxble
from the data furnished.' Anonymity of the respondent
to a-behavioral research study, so far as ‘possible,

of the study as a fundamental characteristic of good

».research.

The research data. should be safeguarded in every fea-'
sible and' reasonable way, and the identification,of v
individual respondents with any. portion of.the data -
*should be destroyed as soon as- possible, consis yent
with the .research- objectives.

RS ¥ o
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: Committee

is given rioriﬁy.

R
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7. The resear b data-obtdined for one purpose should not ‘
thereafter/be used for another without the consent of

the individual involved or a clear and responsible
assessment, that the public interest in: the newly pro-
posed use of the data transcends any inherent privacy
transgression.

K4

These events..then, have led to the'september; 1968 call by the
APA'S Committce on'Ethical‘Standerds in'Psychological Research for
an upcoming survey of its members to re«examine the basic APA code

"in the 1ight of recent experience. The draft currently upffonc

A

consideration and comments acknowledges that the researcher has a
!

eeientific obligation to . contribute to. the body of scientific know~

ledge for t benefit of mankind Also, in dealing with human sub-

‘\

dain concern of the investigator is the invasion of raeir

pri%acy. _ ,ese two predispositions conflict to create most of the

mentel cont ol while necessary for scientific ethodology, may not

I 0

always be plysically or- psychologically practica &\ In order to meet

this dile ‘;, the Committee members have suggested a isk/benefit
=N
he analysis of ethieﬁI‘matters. This is simply the

i

weighing o the magnitude of the possible benefit of the research

in questio to society in contrast to the cost of probable harm the

experiment 1 procedure may inflict on the indiyidual subject. The
[
tates that. in- general v9he psychologist s initial obli—‘

-gation is to conduct worthy research, and then when the risk to the

subject o beqrfits to society are in doubt the subject s welfare

/ ~1
N M . . 2
; .

l ~

The eft ﬁncludes a number of specific principles concerning
six basi ereas of, coneern for behavioral research.‘ These are:
e use.of human subjects

The e,fféacts.of Phy51Q§lI3$.Fre§S~

T T : s B . ) .
B N e .
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3. Theiuse of drugs ’ .
4, " The effects of psychological stress . |
5. The use of deception #n experiments
6 ,Inyasion of priVACy |
Specific examnles‘of the.dratt's propoSed_principles are to be found
1o the Appendix. .

This radical change in the coverage andsexplicitness of the code

of ethics has dxawn criticism from a number of psychologists. In-

‘cluded in this number are the psycholcgists and sociologists of the

University of Wisconsin.~ Excerpts fromptheir responses to the_draft

®

follow:

As social psychological researchers, we find our-
selves agreeing with some aSpects of the proposed Ethical
Standards for Psychological Research while dcmurring at
others. .

We concur with three aspects of the committee's ap-
proach., - First, there is a need to. protact himan research
subjects from physical and psychological harm. 4As the
(extreme) -examples in your proposal attest some scientists
have misused their freedom in performing research, or have
‘failed to assess the potential- for harm. ~ Such' researchers

. do not characterize our profession.-as_a. whole, -and we must
: exercise control where unethical practices occur repeatedly.

Secondly, your committee has done an admirable job in
identifying the multitude of ways in which research subjects
may be harmed. . . ,

ki
[

- Third, ‘and most’ important, your committee's explicit
‘use of fhe cost-benéfit paradigm for evaluating research
practices, while not (to our minds) a very satisfactory

-7 model;- at least recognizcs the complexity of the moral”

problem. . 7 : X S
Our Subsequent remarks should be: interpreted within

this context. We have several broad criticisms of rhe

proposed Ethical Standards, as follows- .

1. If read literally, your proposed standards would pro— :

- .seribe most of the work in experimental social psy—

chology. S _ _ , : ~
~ ” NS U ‘ ‘ :

~
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We believe that a document stating. general principles
would be grea ly preferable to the present proposal.
No-matter what form the principles take, there will
be a continuing need to interpret and apply them.:

- You propose Ethics Advisory Groups as the appropriate

mechanism, but we foresee’ two problems here. One is
the composition of these groups. We believe their
members must be research scientists, sinceé only such
persons ‘can evaluate research practices in valid and
Justifiable terms, , . Our second objection is that

. Ethics Advisory Groups will constitute another bur-

eaucratic hurdle, further leng:hening the research
process.

WeAdeplora"the general'tendr ofﬁihe proposed'docu~

"ment. The overwhelming focus on what researchers

cannot do, supported with principles of undesirable
practices, implies that:the committee fundamentally
distrusts the average researcher. . . The ptoposed
principles excessively restrict the researcher's

‘freedom, give the subjects too much {political) con-

trol over the release and inspection of scientific

data, and provide the Ethics Advisory Groups with

excessive power over the choice of research topics.

+)e + Ultimately, you must rely on the researcher's

ility in applying ethical principles to his work.
In the last analysis, our profession is only as good .

as its individua1 members.
}

Whether this draft is adopted by the APA; it ds of vital concern’

conduct. .

i : ‘
o o
i
{ L <
P ~
. i . M
| ,
| o
! L ’

/

for any individual conducting psychological research to be aware of the

o , ) . . :
limitations it places on him, as well as its principles for ethical

. e o oz
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APPENDIX
Principles

>

Principles 1.11

It is the responsibility of the individual instigator to make a
considered judgment with respect to the ethical acceptability of -un-
acceptability of each study he undertakes.. He may not abdicate this
responsibility on the grounds of current practice or the judgment of
others,

Principle 1.2

When a psychologist plans to cJ;duct research involving potential
risks and costs to human subjects he ‘should seek the advice ‘of an ethics -

advisory group in deciding whether to proggedwn ’ ) g‘/f?‘
Principle 1.3 ;%;f

The investigator has the obligat#¥ to exclude from hi sample of

- subjects potential participants who m‘ght sperience enduring psycholo~

gical stress or find themselves in physitai danger as a result of thk -
procedures to be employed. , e \,. - e

Principle 1. 411‘

It is unethical to involve a person 4n’ research without his pr.or

knowledge and 1nformed consent. : R R B RS
. . .’~,§ ot T

s

Principle 1.412

3

In- recruiting ‘subjects for research, the ;nvestigator must give Jﬂwﬁ'
potential subjects an honest descriptioggbf his study without misr&‘ o
presenting 'the purposes, procedures, bhe fits or sponsorship of thef :

research.
*

"Prigciple 1.413 - S *g,- o .T' L

tion.about the purposes, procedures, and sponsorship oi the research 3
"even when this deception sppears necessary to avoid vitiating -the re~
search results. . , : . . :

Prlnclple ‘1. 421 R , " n . '“1,‘.;*”h E o

. The subject must be informed in advance of all aspects of the T
research that bear- directly on his own experience in e, 1ncluding ' )
(a) any treatment that he is to receive, -(b). hny data that-will be.:
‘c6llected  from him, and ’c) the magnitude ‘of the investment that is
belng asked of him such as the’ time involved, etc. B

B ¥ AR C Co




Principle 1.422 . -

"The subject must be informed even of those aspects of the re-
search which doc not pertain directly to his own experiences in it,
if there is a reascnable suspicion that such.information might affect
the individual's willingness to participate. These additional as-
pects include among other things, the treatments of subjects in other
conditions of the research, the purpose of the research; the iises to
be made of the data, the sponsor of the research and his wotivaiion,
vhether the research results might reflect on the individual himself
or his cathected groups, the steps that have been taken to assure the
confidentiality of his responses, etc. ’

-

‘Principle 1.423

_ The subject must be informed in advance of the basis for his
selection for the research and of his performance on measures used
in subject selection. If in the experimenter's judgrent, with the
advice of an ethics adviscry group (see Principle 1.2) this informa-
tion threarens the subject’s welfare, it must be withheld from him.

'~2§ | v _

Principle 1.5111

Students.should pot be required toc participate in research as
& condition for entering & course or for obtaining grade points or
avoiding loss df them, or as an alteraative to another onerous task,
where that participation requirement is to any extent in the service
- - of research. <
.7 Co
Principle 1.5112

' tructors should not recruit subjects for their own research
e from students in. their-Gwn class, even cn a completely veluntary basis,
S o “ because of the danger that students will feel pressured to partici-
R pate at the request of their own fmstructors.

[

- “Principle 1.512

_ IheAperéénFs need for another service such as educational coun-
seling, employment, housing, etc.; should not be used to require him
‘Lo participate in research as a condition for obtaining that service;
requests for his voluntary participation are permissible only if done
in a way that leaves him assured that his refusal to participate will
| .hot feopardize liis obtaining the service. '

[ I S B ]
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Principle 1,513 . x L -

. 7 Pressure t6 patEiéipate should‘noi"be put on subjects by arousing
'dnxietieslregatding’their’pgpsonal competence or by the use of undue =
socfial influence or moral appeals. ‘. - 4 ,

S ‘ el 18 o - R
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Principle 1.5141

App=als to a subject’'s self-interest may be used to induce par-
ticipation in reseéarch only when he is made aware of any uncertainty
as to the actual value to nim of the incerntive offered.

L

Principle 1.521 ) .

Care should be taken that the subject receive an explicit state-
ment of his right to refuse research participation and that he is in
a context and state of mind where he can appreciate this opportunicy,
and has spfficient tize to come to a decisiop.

Principle 1.522 » T-

o Where there is reason to doubt that a subject’s mental competence
is sufficient for him to appreciate what he is beid@\asked to, do or his

- option to refuse to participate in research, special effort must be

made to make these points clear to’him; and, in addition, informed and
free consent should also be obtained from a person whose primary inter-
est is ¥ the subject's welfare. (See identical Principle 1.532, below).

- Priﬁciple'1.524

The icvestigator must recognize the subject's’ right to drop out
of the research at any time. Efforts to prevent this ‘through legiti-
mate reassurances and clarification of misunderstandings must avoid
those types of coercion reviewed in Sub-section 1.51.

Principle 1.531

» ' ]
Where the principal investigator's assistants, rather than he,
are in contact with the subject during recruitment or conduct of the
research, then these assistants incur responsibility to assure that
‘the subject is participating in the research will full information and
free of coercion, as outlined in the principles dealing with these
topics. 1In aqggtion,'tha principal investigator regains his respon- .
sibility for seeing that his assistants, carry out these principlesa ~\\\

\ : e

-

Principle 1.61 i ' ‘ ' .

Both the subject and the experimenter should be satisfied that
- the benefit# to the subject justify the risks and costs he incurs in
participating in the research.. To assure that this is the case, the
subject must be fully informed of those benefits and costs, competent
to judge them, and must accept the arrangement free of duress. '
¢

-

1 I o =
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Principle 1.62

The research investigator has an ethical obligation to carry out
his agreement with the subJect in every respect. He must try to an-
ticipate difficulties in carrying out the agreement and make provision
for surmounting them, regardless of inconveniences involved. He re-
tains full responsibility for the.observance e agreement even
when an assistant coanducts the T rch and is obliga to suitably
instruct and supervise the assiq?antAin this matter.

Prinriple 1.71

At the completion of the experiment, the 1nvestigator has an
- obligation to remove any misconceptions acquired by the subject,
whether these misconceptions were deliberately instilled in him or
developed as an acczdential by-product of the procedure.

I‘\

_/Principle .73 . . : :
T The experimenter must be prepared not only te take whatever im- °
mediate steps are necessary to remove any damage done to the subject
by his procedures but also to maintain his gpelationships to the sub-
" Ject until he is certain, beyond all reasogable doubt, that this has
. been accomplished. Following studies: that seem-to have the potential’
" to produce harm to‘the subject, the experimenter must initiate appro-
priate follow-up procedures to make certain that no previously unde-
tected damage has occurred.

Principle 1.80 i

The investigator is ethically obligated to keep the subject's
data in' confidence. This includes keeping it in confidence from the
- subject's relatives and friends ‘regardless of the subject's reasons .—
for desiring that this be done.

Principle 1.81

An investigator should not supply a research subject's data to..
employers, schocl representatives and similar officials unless (a).
ther%ris no reason. to believe the subject would .object, and (b) there
is no reason to believe the data could be used to the subject's dis-
advantage. -

A. , When the iuvestigator is ip doubt as to how the subject
would feel about the disclosure, he must seek his informed and co-
ercion+free consent to it.

B. When the: research is commissioned or supported by organi-

'5 ‘k ' zations which might later request the subject's data, the inyestiga-
‘ : . tor should make explicit in advarce of the study the nature of ‘the «
b S data to be held in confidence. ' '

20 .
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;frincip;e 1.86

and‘informed conéept for the publication.

Principle 1.821

U . i
An 1nvesciga:or‘should not supply a research subject’s data to
other professional associates unless (a) there is no reason to be-
lieve the subject would object and (b) there is no reason tu believe
the data could be used to the subject's disadvantage.

Information about individual subjects' identify should be re-.
moved without delay from all records, or not collected in the first
Place where a permanent record is nof needed, ever where this removal
is inconvenient or tedious. Where identifiability must be retained,
as a longitudinal study, the material should be coded and the code
key stored where it is accessible to as few people as possible.

~

Principle 1.85

‘ When a psychologist coliécts information which has any apprecia-

' ble likelihood of being demanded by the courts, he should make the
~legal situation clear to the respondent in advance, including the"wvul-

nerability of the data, any possible harm its velation in court
might do to the sypject, the steps taken to s eguard the informatiom ___
against such revelation, and the extent of the investigator's willing~

. eSS to subject himself to legal sanction to.protect the data.

~.
N

Before .contributing information concerning individuals to a
data bank, the psychdlogist should assure himself that safeguards
exist which protect the confidentiality of the information and the
ancnymity of the individual, © .

/

‘Principle 1.88 : o : ;

Where the psychologist wishes to publish data that will #feveal
information about certain characteristics of the subject's valued .
groups, which revelation tne subject might find seriously offensive,
then the psychologist has an obligation to obtain the subject's free
)

Principle 1.89 : )
R 2 -

“When the investigator d15covers‘inforﬁatibn which ‘leads him to
feel that there is an appreciable danger.of serious harm to the subject

- or to another thet could be averted by revealing this informatiof, he

should make appropriate disciosure even if in 80 doing he violates
his pledge to keep data confidential and goes against the wishes of
the iresearch subject. S P : :
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The Ethical Issues of
Privfcy, Confidentiality end Privileged Communication
- Diane i. Nugnelly
University of Georgia

With the advent of sophisticated methods in education and the

ED 075473

focus upon the individual child, which child development and educa-
tional psyrhology has emphasized, schools are keeping more extensfq?

R records with more and more speciflc data. “These. pupil records con-

tain, in additionyi: a pupil attendance and azhievement record, stan-

dardized test sco » personality data, information on family background

4 ..
and current status, hezlth data, teacher and counselor observations,

anecdotal records, and éo on. These records,(ééptaieing information
drﬁyn from many sources——teachers, counselore, nurses, specialist
teachers, etc.—- and including material at various technical levels,

are utilieea by many different people within the school, for different ‘
purposes. The professionals involved must be concerned with the es-

- ©

‘tablishment of clear and definitive philosophies for the collecting,

002 551

‘ - .
recording and transmit:ing of data concerning children. School psy-

chologists and guidance counselors have felt the most immediate impact

- of recent incidents involving the confidentiality of school records in

T

A referenge to psychological reparts and 1.Q. scores. If it is truly
felt as is so often argued in regard to the question of showlng these
records to parents, thaL harm might befall somwe children, educators

* . must become concernad qp as to resolve these issues of‘confidentiality,{

ptivacy;hand privileged commg:fcation.

-
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Tor the psychologist to be able to work effectively with indi-
viduals, there are times that he must receive information in strict
conf. .ence. When this‘is-requested of him by a client, the psy-
chologist is ethically bbliged to pfotect this confidence. There
are-tiees, however, when the psychologist cannot accept an offer of

_ confidential information. The toéics of p:iviieged cormmunications, N

confidentiality, ;nd privacy are eépecially.gelevant to psychologists

”

as those issdes affect many various aspects of their work.
Shah (Fall, 1969, p. 5) defines the concepts of confidentiality,
privileged communication, and privacy in the following manner:

Confidentiality relates to matter§ of professional ethics.
Confidentiality protects the client from unauthorized disclo-
- sures of any sort by the professional without the A rmed
v - consent of the.client. The ethical codes of proffessicnal or-~
gaui;atiang.aim to safeguard the client's right tp confiden-
tiality and provide wvarious sanctions for violatidgs.

Privileged communication wefers to the legal right which-
exivts by statue and which protects the client from having
his confidences revealed publicly from the witness stand during
the legal proceedings without his permission. Where the privi-
lege exists, the client is protected from the privats informa-
tion used as testimony in judicial proceedings. Through judi-
cial interpretation of such statutes or by explicit statutory

language, such protection may also extend to legislative and
administrative proceedings. . . o ~N

Privacy . . . has.yet to fully developed in regard to
precise legal boundaries. In essence, the concept of privacy
recognizes the freedom of the individual to pick and choose

- for himself the time, circumstances, and particularly the
extent to which he wishes to share with or withhold from oth-
ers his attitudes, beliefs, behavior and opinions.
- - ) B
Principle 6 of the American Psychological Assotiation's "Ethical Stan-

dards of Psychologists“ states the following about confidentiality:

Safeguarding ‘information abcut an individual that has been ob-
-tained by the psychologist in the course of his ‘teaching, prac-
tice, or investigation is a primsry obligation of the psycholo-
. gist. LSuch information is not communicated to others unless '
cettain important conditions are met.

23
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Violation of the client's professional confideuces catrside of
the courtroon can result in the following reprisals:
(1) discip‘inary action and professional sacticas by the

American Psychological Association in accordance with .
the "Ethical Standards of PsychologlstS'"

(2) disciplipary action by the state licensing authority in
relation to the psychologist's certificate or llcense,
(3) 1legal action if damage to the'clienc,results; s

(6) 1legal action if breach of confidentiality is constrned
.as defamatory statement (Shah, 1970, p. 160).

Failure of the psychologist to exercise proper care in maipiaining

~

his records so that there is no reasonable chance of their geiting lost,

- stolen, or falling into the hands of unauthorized persans‘can result

in civil action against him if the accidental disclcsure caused the
client harm and damage (Shah, 1970, p.160). Principle of the "Ethical -

Standards of Psychologists™ on cohfidentiaLity states: “The psycholo~

gist makes provisions for the msiﬁtenanpe ﬁf confidentiality in the

pPreservation and ultimate ﬁiqusition of confidential records."

Miller (1971, pp.101~102) vurges a ré—evéluation of the current test-
ing praﬁtices in light of the poSSibility of cdmput;r technology créaiing
a monster tb‘gather ana analyze large amounts of psychelogical data
which cafi be retained in machine-readable form for later use. He is
fearful of the consequences of an "alliance among computzr techuoiogy,

psychological evaluation and electronic surveillance aécivities" and

_the possibilicy of a Central PetsonAIicy Bureau" with services as "ven-

dors of psychological data or test profilqg" ahalogous to the services
of credit:bureaus.A Because of qhis technological possibility apd the

questionable teliability of personalicy testing," niller suggests the

_'deVGlopment of effective procedures for safeguarding test data, which

K
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* is preserted in manila folders or in . omputer data.
The Russell Sage Foundation {1969, pp.20:~22) s.iggest that school
ey;temg.give careful consideration to the periodic elimination of data
\which they categorize as "Bt; which includes standardized I.Qt and ap~
titude test scores, interest 1nvento}§ results, hea:ith cata, family
background information, teacher or counselor ratings aad mbservacimhs,
and verified repoxts of serious or recurrent behavior patterms. These
:ecorfs should be_destIOYed or else retaired only under conditions of
anonymity and security for research purposes at poinmts cf transitioz,
such as from elementary, to Junior high school or when the student leaves
school. Data classjified as "C" and including legal or clinical- findings
including certain per;onality tests and unevaluated/reports‘of‘teache:s,
counselors, and others which are needed in ongoigg investigations and
disbipliﬁary oY ceunseling actions should be reviewe@ at least once a
year and destroyed as soon as their usefulness is terminated. Such
-~ materials way be transferred to Category "B" upon the fulfilling of two

conditions:

(1) the continuing usefulness of the data is clearly strated;

(2) the validity of the information is verified.
)Parents should be notified of the contiﬁuimg existence of sueh data and
given the opportunlty to challenge the decision to maintain such iafor-
hatioﬁi
In response to the question of who owns the records, Shah(1970,
p. 161) states that the client legally has the right to obtain the test
: responses and test’ protucols, such as the Wechsler Adult Intelligence
. ' Scale blank or the Rorschach protoeol' and interview statements.‘ The

gsychologist owns the pertinent notes, comments. and analysea that he

’ has made regarding the test data or therapy protocol. The psycholo—
: 25 °
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glst can wvithhold technical information such as test prafiles’énd analy-
ses from persons not qualified to interpret such data. The bkazis for
withholding technical information lies in ;he fact that they are not
the client's cozmunications to psychologists, but are technical analyses
-and inferences made from tge psychoiogist's professional trainimg on the
client's cormwumications.

Even vhere protectéd by privileged commumication laws, the psycholo-

gist is obliged to disclose test information and records to a child's

parents or to the school authorities who serve in loco parentis. Par-
eats acting om behalf of a minor child, in fact, represent the child and

cannot be considefed third parties; consequently, privileged communica-
tion does not refer to them. Thorne (i§61, p. 211) does not feel that
the theoretical distiﬁction of.the child as an egtension of the parent
so that the peretct is in effect the client relates to the real crux of’
the matter. T£e important aspect is.the protectioﬁ of the private and
confidential nature of communications concerning any clieunt whether of
age.or,a minor. 'Such private and confidential informatiou should be
protected and communicated only to other pfofessionals who aré commi tted
ethically to use it éroperly.: Just because a person happens b;ologically
to be a.parent is no guarantee that he will use confidentiai informa-
tion wisely, and in fact great damage might be done by the indiscrimi-
nate dissemihacion of information to the small group of parents who are

s0 unhealthy thewselves as to be traumatic influences in the situation."

The Van Allen Vs. McCleary case in the Queens Couﬁcy Supreme Court

- of New Yo;k upheld van Allen's right to inspect his child's school re-
coid. The sequeﬁce.of‘court rulings and decisipns‘folléwiug‘ih recent
: yeaFS_entitling pa;entsvto inspecﬁ the records of their child.maintained
by’gchooiauthoritiesis-consi%%reﬁa threat of possiﬁlelmisuse and mis-

k-
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of psychological reports ;} school psychologists and
possible effect of this threat is that psychbologists
reports and be noncommital when there is suspicion

be wrongly used. These -nconsequential formalities

be of help to no one. Trachtman recommends that the
at record that is available to all members of the school
with him also be availablie to parents. Information

kat is éonfidential, teuporary, or tgchnical iu nature,
ly available to all staff members, is not to be con-

of the school record. Such information, while not dir-
to pareants, should be used as the basis for interpre-

ultation with pareats by qualified personnel (Trachtman,

communication refers to the protection of the confi~
nship between client and ptofeséionaff As the status of
vary with the profession, the state and even the setting,
should take the trouble tovdefine his own status through
a local or stételprofession§l'éssociation or through
mental channels. Very few states have clear definitive

s granting é:ivileged communication and the confidentia.ity
chool psychologists. |

to the use of tests for experimentél research, Tilletyv
eaks>of t?e “rigﬁt'of th; scientist to study human pheno-
the respons;bility to seek the cooperation of individuals
5 iﬂ a manner which respects the right ofvﬁ};vacy'and the
nonymiéy.r The demﬁn&smon the.invéstigator are.ﬁigh: but

o .

enhance the quality—-and-value.cf social research... . - .~

27



’.the.quescion*of'whethet the school has the right to give such tests,

7
Boch (1947, p.18) in describinz the efforts of the University of
Michigan to come to grips with the complex ethical issue of invasion
of privacy that faces us in carrying out research lavolvicg human sub-
jects, says, "ome might approach the problem of scientists’ rights and
respousibiliries in the manner of Scientists. What is viewed in the

press as a miscarriasge of science (ﬁznely, thé 'abuse' of human sub-.
jects) could be viewed.in the profession as a problem for research in
its own right.” _

" Brim (1967, p.31) in talking aboug tester manipuiation of subjects
in experimental research in the behavioral'sciences, specifically states,
"“The fact is xthar. we must be subject to ‘the democratic process in the
same vay as our Congressmen and Cabipet members.” Accordingly, re-
searchers can only act within the bounds given thgnfby-the consent of
the éoverned (snbjects)..x . ’ )

Begatéiess of the pyrposes of the testing, the protectioﬁ-of pri—
vacy iavolves t@o concepts: rélevance and 1nformedkconsent. The in-
formation the examinee is asked to reveal must “be releyant to the stated
purpdses of the testing. As to the concept of-informed consent, the

##

examinee should be thoroughly informwed about the purpose of testing,

the kinds of data sought, and the use that will be made of his scores

(Anastasi, 1968, Ch. 18).
The criticism of invdsion of privacy has been aimed at perscnality
tests which are used in nonclinical settings such as in schools, in em-

ployment, and in- civil and military government service. Not because of

for students reveal themselves in many-ways, bpt because the schools i

7

-
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sonnel trained in the handling of personal-
sults, Lymap (1971, Ch. 11) does not recom-
ty testing of students. However, school -
training, should be allowed to use such
vidual children. This kind of application

1 use. On the question of usipg persomality
ivate employrent, pe states that employers :
the selectioﬂ of their employées and might !
timately. However, ma;y 1t.is cer;ain;:use

[

an wisély. ’

tivacy, the commumication of }est results
ex nroblems. Onpne problem pertains to the
cords. Vo;tz (1964) describes the legal

relationship as requiring the counselor to

ve and protect the best interests of thé\stu-

e. Professional ethics, as set Up in the
ologisgs, req)gi,re that the confidentiality
rded. Relngive to who is entitled to test
conditions which must be met. First, the
gitimate and genuine need for the informa-
ly that information which is pertipent.
hould be released only with the prior con-
tasi, 1968, Ch. 21).
hat tests aré unfair to Blacks, minorities,
ntaged, tbié is frue to some extent of all
While there is no such thing as a ''culture

‘tests on which iteis are less “eulturally

2
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9
loaded” than others. Ope & fficulty in eliminating culturally biased
tems is that the cultural differentiels that impafr an individual's

test performance are likely to handicap him in schoolwork, job per-
formance, or any other activity we are trying to predict; Tests
shouid reveal cultural deprivation so appropriate rémedial steps can
be taken. There has been some research -ndicating that a given test
may predict differently for different socio-economic groups. The most
frequent misuse tegarding tests with mivority group members stem from
misinterpretation of §co}es. It is essential that we investigate the
why of iov scores obtaiped by culturally deprived persons {(Lyman, 1971,
Ch. 11).

Psychological tests should be tegardefi’ as tools, with their ef-

-

fectiveness dependent upon the skills,.knowlnge, and integrity of the
user. They are human tools designed for human ;urposes. In‘the hands
of those whg understand them, psychological tests can aid in educating
children, treating patients, and solcing social problems. Few would
claim that all important charactéri;;ics can be assessed with present
instruments. The fact that our concepts are not yet definitive nor

our measures completely adequate doe& not mean thLat tests should be

-avoided. Tests, like all tools of man, can be misused. There are

-

those who forget; or do not understand and feel that once the results

of measurement of behavioral characterissics are reported, omne's

destiny is determined. The problem is one of education apd testriction

i -

of the use of psychological measuteﬁents to those who undérstand tests
.. . i

and who will use them in a way that is beneficial rather than harmful

to those concerned. . ’ * N

30 : . -
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Gray (1963), p.370) cites wiskoff's study of divided loyaltles |
in which a sample of psychologists exhibited wide‘variatioo in inter-
pretation of “clear and izzinent danger” and consequently suggests e’
each psychological subspecislty instrucr its students iz issues involv-
ing divided loyalties. Ethical consideratiocas shouléd be pointed 6ut
and emphasized in graduate training as :hgyrcarry over into actual prac-“
tice. - With the student made aware aof big echical :espé%sibilities, he ’
will be able to clarify his ethical posizién begore conflic:ing situa~
tions arise. He must make his ethical decision before action must be
taken. He should educ;te the school personnel he will vork with as to.
the necessity of privileged communication and eonfideatiality for his
effectiveness. If the school psj&ho}ogis; is’:o fenction in & truly

» *

professional manner, his judgmen:.must‘be respected.

< e
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. Tscxmmuss TO mpxova CLASSROOM
CONTROL AND ‘INSTRUCTION

Kyle R. Carter

University of Georgia

As afschool psysy logist, my‘major interests lie in the improve—
ment of the instructibnal s&pting so:that-teachers can perform their
as;igned responeibility" teadhing. ;Teachers complain that tney are
unable to instxuc: as effectively as they wnuld like because of dis-
cipline problems. What they do not r alize is thcm they aretusually
the catalvst for behavior problems. net me explainw Children iniw o
_ tially come to school eagerly anticipating the new situation. Almost h

5

anything a teacher does with the dﬂild is both fun and stimulating.

w»

. It takes very little on the teacher 's part to encourage enthusiasm ;
from children entering kinder&arCen or elementary school.‘ In Iater

gr des, "and in these initial exposures ‘to instruction to a losser ax-

T 3

tent, a strange metamorphosis takes place in many of the children.
They begin to dislike school and learning ceases to be funv What has -
happ\&ned? T O S
e ‘Although the answer to this. question is certainly complex, a“"
genexal answer can be“given to account for the change. The enthus« .
iasm tnar once existed in the children has been extinguished byz
either the school setting (influenced greatly by the teacher) or‘thei
home environmenc, As a school psycholbgist, it is my job to insure

s
that the school setting is as conducive to learning as possible, sti— ‘

mulating children to respond to instruction and discouraging mis-h

* - 3

-

behavior which serves to avoid instruction. } : ". ‘g

a

l"yMany teac er do not realize the %ull implications of theirw

acticns_andeve baiizations. It is my responeibility to educate these

o . . ~
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people on the impact that their behavior nas on children.

teachers have been °xposed to the term-contingency management

which has been advocated as a disciplinary meaSure or a means of
Most teachers do not realize that the prin-

éontrolling behavior.
ciples encompassed by this-approach can be used to obtain better

learning on the'part of their students.
In ordér to shape behavior, one must have the subject emitting
" In the case of the teachet shaping new behaviors

some behavior.
. - S
(learning) in his children; learning behavior must occur and be

Studies have shown, to the cﬁagrin of educators, that .
4

reinforce&.~-

/
I the amount of actual learning behavior emitted by students is rela-
tively small wheu compared to tha verbalizations of the ‘teacher.’

N
[ .
While the teacher talks and’ aemonstrates, students must sit passive~
’ Many students:

[ - e
'/ ff. ly/and”ﬁicariomsly expérience what is being taught.
* find this type of teaching distasteful and may misbehave because
cln be terminated by ‘their benavior.

P they find that this teaching"
» However, -teachers never 1ook at misbehavior as a signal thst they

Instead, ;hey administer some form of

'.'11 .>
{
| are not-reaching the child.

Y -

 punishment and continue with thelr method .
A/ --‘7, ! Although ideally I believe that misbdﬁgbior can be*eliminated
A 7through new instructional programs, no program will be so pergect
‘that a child who has previously 1earned to dislike school will enter
Therefore, a teacher must know what_

and not. test the new situation.
forms of control are at her disposal and how to use them.

i
/
o
i

e

This now ‘leads’ us to=two questions whichrare most pertinent to
' 1) What type’

:fostering‘anéymaintaining‘good-classroom instruction:
of- instructional techniQues should be embloyed in the classroom?

e
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o .
2) What type of controlling methods are, most effective in obtaining:

appropriate behavior? The last question will be dealt with first.

Punishment (application of an/dversive stimulus after the be-

| | /~ | g
teachers to establish discipline. However, discipline stil]

/

bavior +as been emittad) has been the traditioral tool usedvby
éLains

/
s /

one of the most pressing ﬁroblems in edUcation,today. This trend

/

should be ~expected by thexeffects that'punishuent has on behavior
,,chang : inappropriate. behavior is quickly removed,,however it Hf not
erfsed but is suppresaed and occurs soon after the threat of the aver-

yive stimulus is removed.

A better method to employ is extinction, commonly Known as.ig-
noring. This method promotes long 1asting appropriate behavior.

Howevef there are- some . drawbacks from this approach as we11. For

exampie, many responses may occur before the behavior is extinguished.

Also, ignoring the behavior may be impossible as with destructive be—

o ‘

havior. o :
_ ¢ ; w
When behavior cannot be ignored, two alternatives are, available.

The fi{:: is punishment. Since this merely suppresses the behavior,

¢

it 1is important to:reinforce some approprigte behavdor while the in—

appropriate behavior is suppressed. In this way appropriate behavior'"

_jis shaped to displace the inappropriate behav1or which is suppressed

;This is the only proper and effective use of punishment. ,/.ﬂf >

‘;- ./ - e d

The other alternative is called time—out. This procedure should
be employed immediately at the onset of the, misbehavior. The time—'
- out procedure femoves the child (physically) from the situation -and
:places him in an environment which is free from all stimuli that‘

would reinforce inappropriaterbehav1or. The method 1s effective and

‘iS'lpng lasting. - - 3§

B




* The most preferable form of'controiiing behavior is by rein-
‘forcing good.behavior: "catcn the. child being good", }his proce~
_ dure'recqgnizes andJencourages’good.thavior instead of taking it
for granted. |

4

Now le% us look at what instructional technigues should be used

™~ N ’

to escape an intolerable situation or to obtain the attentfon of the

" teacher or classmates. Regatdless of the cause, the fact remains .
*, ") , /’/ ST
<:>\:ﬁat the’ instructional setting is not as/xé;n;:i:i;;\:;ﬁkim as eitheru

Y ’

" in, the class}pom. It is my opinion that children misoebav;/ieggrd

_the- escape behavior or, the disruption he causes in the class. - Tgpre~
”'fore, 1earning must be made to be more. reinfotcing than misbehaving
'is to some students. e E_' " | ;l‘
It has been shown that students learn at different rates‘as nell

as by different techniques. However, the way a classroam is conducted
- . . presentiy, allown veryvlittle individuality«b In addition, it has been

‘shown that students intgrest is maintained longer and students learn

better by active parcicipation in the learning experience. Once again,‘
P

the classroom otfers little active participation in the 1earning ex~
perience. Also, ic has been showu that students receive very little
e reinforcement for goad behavior or for academic achievement. It is fk

o \ .
., .Y - no wonder then that the teacher finds discip;ine hex number one prob- o

flem. It is my contention that mest’ behavior problems couid be elim-
o inated and instruction enhanced if the classroom was’ designed to med~
-fiate instruction with the student learning characteristics mentioned
;above. - i‘*fw DR }\ﬁkﬂ ‘;.~;. : :
e Instruction should be made so that children -are ac:.vely in-

1 ' - ,volved. , Learning increases‘with_the number of senses“used in;the
LS .- BN T - e . . T
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perception of new material. Usual classroom procedures employ at
the most two\benses sight and sound, and these vicariously' the

student sits in his seat and watches the teacher write on' the chalk1

board and listens o the lecture. A much more effective»method would

utilize active participation. Students'would do the uriting and talk-
ing, and when the instruction concerns something concrete, students
would inspect the object incorporating as many senses as possible.

Studen - could help teach one another by discussing and questioning

with one nother. The teacher would serve as a guide through the
‘ . . :
learning xperience deciding what is to be learned and by providing

‘the materials and structure, The actual teaching should be left up
. to the atudent whenever possible.' Using this technique children would

.be" allawed to 1earn at their own rate*and in their own way.

R

~ v . The teacher should serVe as a motivator, not by thraat but by
encouragement and«recognition of achievement. ' He should alwaya be

ready to reinforce the behaviors that are encouraged by active parti—

.

cipation. A reinforcement scnedule snould be determined for each

’ \

7 ehild since ‘some. childten work effectively for 1ong periods with oc~
C:‘:;/ casional reinforcementﬁ.f Others require more frequeut rewards to

I maintaiuntheir‘behavior. Also, each individual child must be evalu—
N : ated to find what reinforces his behavior the best. Children have

b 3

references and what is rewarding to- one may not—he rein~mm- e
L foicing to another.

Ifliﬂghrdction is designed to accommodate individual differen-
- “’ -
ces, in methods of learning (including rate -of learning as well),
active participation, and individualized reinforcement, children '
L) .("

' wilf learn more efficiently and will remain enthusiastic., As a_;“

[ERJ!:;g o consequence behavior problems will decrease and education will be

o . . . . 1

I -



free to educate instead of deal with discipline problems.
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Behavior Modification: An Issue for the Teacher?
LaRetta M. éarland

‘University of Georgia -

. While one segment of science forged ahead in the physical and bio~
logicalufields. man has continued to condone,'support, and evén revere
the traditional philosophies and psychologies of human behavior. Where-~

as the’physical and biological scientists have moved with a sense of

~direction from'earlier concepts of animism, an "awesomwe reEEQEnce of

the unknowable." and the "nature of l}ving chings . s . toa precision
which enabled exploration of outerspace, those professions concerned

with human learning groblems have tended to fsvor the formulation of

) Hextensive frameworks to,preserve their pseudoscientific hypotheses of -

e T

'in nature, and could be reproduced in the lahoratory., In diverse

e

the origins of human behavior, deviant and prosocial.

Skinner has challenged those confronted with problems of man in

the present to consider'a'technology of behavior based upen a science
C S ' ; : o . .
of behavior comparable to the‘science-technology of physics and biolo-

L

' 8Y» These filelds moved to a study of cause and effect 8s it éxisted

A
.

*atudies, replicated, the significance of natural selection in the

environment ‘was observed. Because of traditionai theory and practice,

+

a humanism whicl} diefied freedom and dignitw (howevé.r necessary in

' earlier periods in the development of civilization) achieved a promi- !

. -

vnence which overshadowed considerations of the environmental influences

of human behavior.- A modicum of recognition was’ given to environmental

stimulation, but its: influences consisted mainly “of references to the

.~‘_fact that man interaots with the environment, and the testing of sig--

.

-

_nificant hypotheses>has been neglected (Skinner' 1964, 1966. 1971

,‘*3?\ R T R
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/ Bandura and Skinner have renigﬂed students of behavior that the
traditional esplanations of behavior and behavior change were dapend~
ent upon the models of causality espoused by the proponents. If an~
imism, hunan nature,.inner feelings, tralts, conflicts, and complexes
produced the behavior of man; acceptable anq nonaccebtabie, then those

have to be modified by time consuming and expensive depth psychologic

(or psychiatric) methods designed to probe man's.inner mental and emo~

tional states.. The personality will be'thé»focus of the change’agént,
rather ‘than the environmental contingencies which have been demonstrat~

ed in the science laboratory and in vivo as being both the producer

‘iand maintainer of human behavior with the exception Sf genetic influ-

ence’s (Bandura: 1969; Skimner: 1971), - S ER
If the’ basis for«behavior development and change Tests within

the environment, an understanding and use of the methods of control o

: by change agents in the culture have the potential for the productlon

of prosocial behavior desired by the: culture, as well as behavior

fdeemed necessary for future positive increments in human weifare

dstates. Teachers would be. cOnsidered significant change agents in

- this schema.

~
. -
.~ .

Learned behgvior has been'demonatrated to be « % . dependent upon

L

the environment wherein certain kinds of events function as reinforc— .

‘ers, and when sueh an event follows a response, simi’hr responses arel

fmore likely to occur‘(Skinner' 1956). Skinner implies that this

principle does not restrict modifiable behavior to that of a lower

_ order of response. Reinforcers musr'be capable of reinforcing in a

species, groups, and individuals. The psychological processea of ex-

tinction, discriminationz,generalization, and the performances gen—
o 40

'

'
-

o given situation, this requirement considers the variances between the -
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‘eteted by different reinforcement schedules tend to be similar

throngnout laboratory experimentation (Skinner: 1966).

Tne\fears often expressed that utilizationeof this learuning
theory in rmation will ptoduce "mechanical men" seam fo be as weighty
as those cri 1cs of genet k¢ selection ptopose. The social environment
and 3enetic endowment are s0 varied and offer so many possibilities

for teinforcement planned and unplanned,,and ‘for natural extinction,

that the idea of.th'

"comon mold" should hold little threat. -If one
adumits that man‘conto s under ﬁhat,ls presently kgown as freedom,
could he not‘confore with schedules of teinforcement designed to al-
leviate many of his social ilis and to'lncteese his cell—beingf Sid-
man g:minds tiue critics of the concept of control that coetcion is and'
has been’ the standard technique of control in th(s society, in fact,
1n much of the world.' Punishment, or the threat of it, exercises eons
trol in law, education, diplomacy, chil&—rearing. interpersonal and

.

international'relationships. With this form of conttol, one has the

component of anxiety in detrimental proporttons, §1dman subports

'Skinner s view that behavior produced by coetc1Ve methods can be du~

plicated by positive conttol techniques which wilI reduce .or eliminate

anxieties, as we11 as reduce man s needs to’ utilize counter—control

N

B (Sidman. 1964)

Al

Bandura identifies three regulatory systems thtough which both
deviant and prosocial behaviors are aéNnired and maintained. These

ate.

RaE] .

1. 'response patterns under=externel“stimu1ns'controi.
Both entonomic*responsiveness;and'insttumental be-

'haviot can be regulated by environmental stimuli
- ,‘" through association with contingencies of reinforce—
. . ) e B . . l.l,”" .



ment.
2. response feed-back processes in the form of rein-
. i y
. forcing consequences. Behavicr can be eliminated

g and reins:aced by varying the immediate congie

guences.

3. central mediational processes which act as f-éulatoryv
werhanisms. Guides in the form of rules and strate-
gies derived from inputs of stiwmulil, and tentative
hypotheses about the principles governiné-the inci-
:dence of tewetds And punishoeﬁts; ere-developed and
teSCed‘on the basis of outcomes of aetioggéyﬂtﬁ}'

According to Bandura, ‘man is not internelly impelled nor passive—

1y reactive to extetnal stimulation in this framework. His psycholo—

glcal functioning involves a ieciprocal interaction between the be--

¢

hevior'and its eontrolliug environment, i.e., the oehavior exhibited_
partially deterwines the external contingencies. which, in turn.‘in-
fluence Lhe behavior (Bandura. 1969) Sidman‘citee the developmenc

end use of programmed instruetion An ‘the educational ptocess &8 an

'example of'%qsitive reinforcement, it is also an example which would

"eXpress fﬁe schema of Bandura as. described above (Sidman. 1964)

«

Schoenfield states :hat conditioning theory does noP have an

4 interest in a declaretioo "that men is parcly free and partly con= .

trolled, or is entirely one or- theaother. Ic seeks to clarify the ‘

sense of these categories which may‘disappear when their sense 1s

clear, He proposes that inquiry into the»conditions of ‘human living

.and thinking be exploted. *ue explains that because man is a- social

»

'creature, boru into and lives his life in a social environmenc, that -

-

- envitonment is the soutce, arena and carge: for his behavior. The
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subsequent interactions ‘are of'the same processes of behavior modifi~
cation as in conditioning theory. He contends that '"behavioral sci-
ence chooses to believe that whether the two-aspects of man's func-
tioning (free versus-controiled? are to be in opposition is for-'
society to say by formulating its behavioral standards suitable and
then raising individualsito neet theo." When considering the ques-
tion, Is man free? . . Schoenfield explains that man has never beeh
free of controls; controls in the soeial environment which ‘sanction

: or disapprove of his béhavior. He concludes'that‘man's SIgnitx,comeu
from the soclality of his living, not from any mystery within the in-
-dividual (Schoenfield. 1969)
) . Skinner attacked the problem of control‘hy idenxifieation of
_sevéral issues in. the shift to aeceotance of a psychology;based'oo
- the hypothesis that behavior aevelopnent occurs‘and‘is mnintained-,
in the environment with the exception of certain senetic aspects,
therefore is modifiable therein. 'i‘hese issues are freedom, dignitsv,
and values whioh ultimately raise questions of control. The tradi-
; ) | tionalist‘has viewed man as. autonomous, therefore he possesses free-
5 '", o dom because. his behavior is uncaused, he is responsible for his
: | ‘action whether good or evil. If man is resgonsiblo for his behavior,

. he has dignity according to his exereiue of control' ~and this .con~ '\‘
--trol is*in accordance with his OWn set of values. If the*environment

- da examined as it shapes and méintains behavior, inner traits, feel— .

ing stetes, and the aspects of mind will not be held responsible
3for man's actions (Skinner. 1971). Accessible environmental condi~ '
- tions with their probability for prediction and positive direction

o ,wwill be the focus of those responsible for human behav or with this

»
L
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predic:able.‘

.Y

6
scientifie-technology. in part;Lthis answers and coefounde the ques-
tion of '"Who contrels?"

of eignificance is the implication that man is both the control-
ler end the eon:ralfeq, Skinner denies the inconsistency of this
because the designer of.a new culture or eomponEnt contrels as well

as responds as a product of the culture. The\i:eividual controls

‘himself through his manipula:ion of the cultureX Man has been exer-

cising the ultimate forms of control as he altered his genetic states

through seleccive breeding patterns. for example (Skinder. 1971)

\

Ic seems that the crucial issue of control arose witﬁ\e\new vigor

[y

. N
at this period because of the demongcraced,impacc of scientific methods

inrtﬁ% direction of beBaVior. and the pressing/éee for more pre ct—
e

~ able outcomes of learding in a ptogtessively compyex society Limitgd

AR

time, petsonnel, and expensive outcomes of traditional methods of be~\\

A\
\

havior conprol fa;}ed‘:o meet the current,problems of man. If the

components of the environment which shapé man in a tandem fashion can

be uti‘ized to modify him in a’Scientific’fashion, the quality of .

11fe for the " individual and for his society may be enhanced. Teéchers

aﬁd othera utilizing learning theory uill view the enviroument in new

‘ways in the edueative precess, ins;ead of casting blame or favor on .

N

: the inner petsonality of the 1earner.“ The scientific ap@roaches

.should make the choices for learning material moxe. realistic,.identi5

-« 4

i fiable, measurable, and the outcomes of learning more meaeurable and

,-

‘ ] I : -,

i
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BEYOND FRIEDOM AND DIGNITY ‘ I
George W. ERogers

University of Georgia
AN

I have not &ren able to disseminate in class 3§ much information

Al

ED 075476

as 1 would have liked to regarding B. F. Skinner’s new book, Beyond ' 4

Freedon and Dignity, however, there does seex to be & general kaovledge-
ableness awong the class concerning Skinner's basic thiakirng and pro-

pusals. .I would, however, like to further elaborate cn this publica~

ticﬁ and hopefully clarify soce of his points.
Skinner in%ﬁcates‘ih#t it is hard to imagine a werld wi:houﬁ
quarreling; a world filled with people [ roducing the food, shelter,
and clothing they need, enjoying themselves, ceatributing to the en- &
joyﬁeatiqf bchets, ~on:uming only a reasunab.. part of the world's
) . rescurces, and adding iitpla to puilutiap, A world no longer plagued
vit$ qver-populs:ion, uhére peop.c ~11ll find betrer ways to deal Qi:h
their énéironment‘ gnd where they will come to know themselves and:
their eaviromwent cééprehensive;y and accurately-. Sut:Skinﬁer;believes

that all of this is possible, and that we have not yet feen what man -

+ .

-}
g

iﬁj: csn r2ke of wan, . ’-’}—/"J;/
o |
-

<

cgnsiﬁc:ing the serious world-wids difficé&ties. problems, and
inconsistencies which alfcer all of us individually, nationally, an({
globally, Skinner's prépogi:ions sound quite refreshing, bur when he »

explains that in otdgf for us » reach this higher order living ar-

rangement, we wmust destroy cur pretensions concerning the {rcedonm and

dignity of

&

man, then Skinner's propoﬁfcions,‘n;imny people, sound

threarening.

)

Aruitoxt provided by Eic:
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— Skipner believes, based upon his experimental findings, that each
mn and vaman is a unique bundle of behaviors dectermined by his e;viron-
ment and that envir;nmental conditioning shapes each of us. “He ex-

plains that man must now take total control of his evolution by con-

‘sciously designing his entire culture so that it will shape the be-

£

« , havior needed for survival. However, our pervasigr belief in autonomous
man, the idea that imseach of us there is a mentalistic beiag -- an
_€go, personality, aﬁima, spirit, character, soul, or wind -~ that is‘
somehov free, prevents this to transpire.
| Professo? Skinner indicates tha; our present appfoach to behavior
\\ /;s basicéily prescientific, that i1s, we artribute events to invi;ible
VF“\”y//“‘/ forces. Beﬁavior.is :hought of as being superficial to the real drama
| - going.ondin the dep;hs of the mind. Skinner states gha: we need artech~
| nology of behavior;. é nust stop wasting our‘time reading'such éeople
as Plato -- because this will not %elp_us throw light on humaé behavior
and will only foster our thinking concerning "Autonomcus Man." We must
stop atcgisuzing Luﬁan behavior to indwelling agents and begin to
deveiop_a behavioral technology comparablé in power and. precision te
physigal and.biological technblogy.

. &
The wajor reason,.he asserts, that we have not cowe to the real-

1
ization of the imporiapce of the environment is that environment has
been thoughc.of as a passive setting. It dﬁes not push or pﬁil, rather,
it selects. We can sée what man does to his’envi;onmeni, however, it
is liarder to seé what ié‘dogs to him. When John Wat

~

and Ivaﬁ P.
. Pavlov developed S-R chi‘iing, it dda not solve the proble

. standing behavior, so an 1nner‘mah (5-0-R) was invented to convert a
“S" {nto a "R". 1t 15 now clear that the environment also affects be-
: . 47
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havior aftét it occurs; in other wofds,_behavior is shaped and main-
tained by itg,consequeéces.
) , —
Fields such as: medicine, psychotherapy, education, ecogbmics,
- relagion, etc., foster the cencept of-"Autonomous~Man' as an important
figure, and consider that "Autonomous-ﬁan" is free and responsible for
his behavior. - T#;giiore, we may be justly blamed or punished when we

behave badly, and ;é so, we may be given credit and admired for our

_achievements. Skinner states that, "as behavior is analyzed, the

?

achievements for which a person himself should be given credit seems
F

to approach xero. There is no point in commending a person for what

4 .
then becomes predictable. )

Skinner belidyes that most of us are living under the myth of

"Freedom and Dignity" which has been generated -and nurtured through

. ) :
our readings of freedow-oriented ljiterature. _This literature pro-

claims_that all controls are wrong and that those who attempt to

control or deprive us of dfgnity should be attacked or avoided. .
.Philosophgrs'insigt that we should bverthrow tyranis and question

governments; |the end result is a better condition -- freedom. Freedom
] > .
and dignitxv,iterature wants us to generclize that -those who want to

o\

- ) e
manipulate behavior are evil men, bent on exploitation.

-

However, Skinner argués'thét when the control is not so obvious

~ (and we are certainlprndér many éontrol;).'ﬁan does not protest, but
: \ “

when the control is obvi&us and effective, we protest -- exclaiming

N :
e
\48
\,

\.



. 4

"propaganda'", "brainwashing."” He claims that his approach wouid only
change tﬁe probability of actions. Critics argue that By changing
\d/behavior, beliefs, preferences, perceptions, attitudes, ahd opinions
also ghange, but Skinner says that he would not change pé;ception or
opinions, v :

In the prescientific view, which is nurtured by Freedom and Dig~
nity literature, a person is responsible for his behavior,'hawever,
in the scientific, Skinnerian, viewpoint, a pérsoﬂ's‘béhavior is de-
termined by a genetic endowment traceable to the.evolutjonary history
of the‘species and by the environmental circurftances to which, as an
individual, .he has been exposed. Skinner asserts that a technology of
behavior is available that would more §9¢5,¢88Afv1,,1y %educe the aversive
consequences of ﬁghavior, immediate or defe;red, %Ed maximize the

achievements of which the human organism is capable, but the defenders

of freedom and dignity ‘oppose its use.

Application of Behavioral Technology to the Cﬁlture
B. F. Skinner states basically thit our cui:uré~is:destroying it- -
self, and he then questions " ‘if we are the master species, why can't

we develop the master culture."” When the contingencies of survival

-

—

change, a culture like a species, m&; need to change. Instead of Rain-

taining our cultural practiceé, we must bg thinking in terms of what

. -

. ".
is best for the culture. A culture tﬁft for any reason induces its
I . : X

members’;o work for its survival is moré likciy to survive., It is a
watter nf the good of the culture, not of the individual. Expiiéit
‘design promoteg that good by acéelératingxxhe evolutionary process, ’
and since a science and ‘a technology of behavior make for better de-
sign, they are important mutations in the evolution of a culture. The

. ag- ’



‘But, .Skinner warns'-that the feal-mistake:is to stop trying.

5

direction or purpose of this evolution should be to bring-people under

the control of mors. of tie consequences of their behavior.

By no weans does Skinner beliéve that cultural perzissiveness

would be zn ideal situation; he states that weak control only allows

another form of' control — ethics, religicn, patriotism, or loxaicy.

Skinzner indicates that. a culture is a.set of contingencies, and we
nust identif’the behavior to be mdifiedMn the cont‘ingen-

- -

cies. For him, designiog a célture is like designing an experiment;

. . .
we arrapge contingencies and note effects. He further warns that we
L3

have the science and technology of behavior, which is in fact mucﬁ more

advanced chan its critics realize, we need to save ourselves. He con~

-

fident;z/%ﬁnicks that life,- liberty, and tbi%p rsuit of happiness have

little bea;T”E on the survival of a culture.

Two arguments which are brought up against Skinner s thinking Erej_

(1) who control?, and (2) will we have a standardized pac:ern for peo~

ple. Prgfessor Skinner indicates that effpctive counter control mugt-
be instigated; so, the controller sthuld be a member of the group he *
controls. Also, he recognizés the need and/or importance of variety,
s0, contingencies wi}llbe modified 4in ogd’; cHJi there might be planned
diversifica tion. |

Finally, the author notes that we probably cannot now design a

N . ‘ . N
successful culture as a whole; however, a failure is not always a

 mistake; it may be simply the best one can do in the circumstances.

-~

14

Discussion ..f

This book has proven to be, if not one of importance, at least

‘one of controversy, seemingly threatehing even the Vice-President of

this country. Skincer should, I believe, be admired for his attempt
S % .-

v
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’ 6
td poiat out our societal inadequacies and mispractices; it 1s‘a very
noble gesture. No one can deny that ?xo%ess&f~$kinner has béen\one
of the "Greats"” in the field of Psychology, and;ménj cf hi; expericen-
tally supported principles are used daily in thiz: form of béhavior
modification. However, after a perusal «f i .: * .z, one begins to
wonder if this man wishes to help a decayi:ryi eo:i;ry 5= secyre an igpor-
tant pl%ce for himself in our history. Unéoybkhiﬂy. behavior modifi-~

-ation or the use of operant therapy techniziue: -<n bs used effect-

ively and should be a part of the psycholegice? ;rzuiitioner's reper-

Is

toire of therapeu:ic>{€bhniqués; however,. should we xedésign our cul-~

turevvith,Skinnetiepjptiﬁciple§. The literatws« ccu;erning behavior

mpdification over the past ten years does not sezr to depict his me-

thbd as being representative of any panacean modality or to pe of the

high order or advancement of which Skinner writes. Sk1nn r makes his
™~

claims with much too much finality, when in rPality, such a fi\ai\\

status does not ‘exist. L : N

 Beyond Freedom and Qigpiﬁy is a book, whi~h makes ohe think,

which makes one awgwe of many of our cultural inadequacies;_fotvthis,

~

it is excellent. Perhaps some of\Skinnet's.ptoposals;should be tried;,

N

however, as a compass for our "societal sail into the future", its

b

value, in total, needs to be closely scrutinized and questioned.
. -\

[
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McGraw~-Hi11l, 1969,
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| modif&ing classroom behavior:

T

FREEDOH‘%S A RESULT OF CONTROL?
B. Bal Shigley
University of Georgia

It is imperative that there be a comunication line between the

_psychological lcboratory aand the schocl classroox. The time has ar-

rived when the public is no longer willing to foot the b:ll for re-
search just for reEArch's sake. There must start to be some prac-
ticalrapplica:ion exerge from thg}v9lumes and volumes of laboratory
research. Sone of tﬁe results obtained from the operant condi;ioning
literature has beg7p~{? £111 this void. We are starting to discover

and perfect the tools needed to help the first grade teacher with

thirty screaming kids, or the special educatioz teacher who must tr)'r

to teach mentally retarded or emotiomally disturbed children. It is

" not uncommon to find the teacher who reports that over half of her

time and efforts are spent on discipline and behavior control problexs.
We must solve thesé problems before we can even consider such educa-

tional Problems‘as curriculum development.
[ . .
- ‘ M .
The classroom t2acher ghould be not only familiar with, but pro-

fic;ent_in.the use of - the operant con@itioning principles of positiwe
:?inforcement and extinction. She should know that‘she is capable of
increasing the frequéncy of desirable behavio? in her childreq(%y re-
warding‘ them. at the proper times and in the prop;-.f‘ way (positive re-
inforcement). Uﬁde§;rab1e or ina?propriate behaviers msy be.ei{minéted
(extingujshed) by nou4;éia£orcemeht in éonjunétioﬁ“with fhe reinforce~
ment of incompatible behair;i'ots. |

Thé following is a brief Qutline of one ﬁossible approach to

-
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1) The’ exact target problex should be specified in terms of
. observable and measurable beha%?ors.
. 2) The target behavio:—sﬁould be defined in terzs of inappro-
- % - pt‘ate behav*or or behavioral deficit.
3) Baseline levels of iﬁe problex behavior should be reasured.
- 4) Effective reinforcers should bé\dsffrﬁined.
5) Inappropriate behaviofé%ﬁhould be ignored (placed on extinc-
| tion) and behavior that is incghpatible with the imappropri-
at? behavior should be positively reinfo}ced, (i.e. sitting .

in a desk quietly is incompatible with rukning arcund and

-
scteaming.)
6) Certain behaviors should be reinforced to the place
: of behaviorpl deficits, (i.e., rea&ing skills in place of

non-readjng.)
7) - Care should be taken to begin with small incremonts of be-’
Ihavi&f to reinforce. Gradually, requirements should be 13-

N A'ctegsedﬁbefore reinforcement is given, but'only at & rate-
cowpatible with the child's performance. It is unrealistic
to iequire that a child sit quietly in his seat for one hour
1o order to be reinforceg 1f the baseline shows the average
Ieng;h of time in his seat is 5 minutes.

8) Extrinsic or “artificial" reinforcers should be phased out
vhen conditions permit so that the child can learn to work
for the types’oflrewa;ds that will exist i? bis or her normal
environment. E - | " -

But what about ‘the use of control on a larger scale?

Mr. A: "What would-you do if you found yourself in passession

of an effective science of behavior?"
o ‘ Mr. B: "What would I.do? I’ t’hink 1 would dump your science

ERIC . -




of behavior in the ocessn.”
Mr 8.: "And desy wen all the help you could ctherwise give

them."

Mr. B: "And give thex the ‘reydoz they would ctherwise lose
forever."”

Mr, A.: "How could vou give theu freedon?”

Mr. B.: "By refusiag to contrel thea.”

Mr. A.: "But you would eanly leave the corrrsl in other hands.”

Mr. B.: “Uhose’"

Mr. A.: "The charlatan, the demagogue, the salesmaz, the ward

heeler, the bully, rhe cheat, the educstor, the priest~~
all who are now in possession of the techniques of be-~
havioral engineering."

This dialogue froz Waldea Twe could just as eésily have been spoken
today in Athens, Georgla, or vherever zen are worried znd threatened by
the idea of coantrrol of human behavior, and other men are excited about

 the potential of mankind as a result of that coatrol.

Any group.of pecple could secure écngmic self-sufficliency with
the help of moderu technology, and the psychological problems of group
living co be solved with available principles of behavior modifica-
tion."Modgrn psychology has given us the knowledge and the skills for
controlling human behavior. So, what is the problem? We've utilized
;Qg/kngwledge given to us from chemistry, physics, astronomy and mathe-~
;kmtigs Why not psycholagy? why not the science of hunan behavior?
\ The reason is that we are afraid. We're afraid of being controlled;

L .
aftaid of not being in command of our own destiny. The fact, whether

/

we want to ndmit it or no , is that we are not now free from the control
'

»of others‘ ‘e go to wark at 8 00, we take one hour for 1vnch wve get

-

two weeks per year for. vaeation. we stop at traffic lig)ts er pay fines,.j
we pay salas tex and 1nckne :ax, we‘re drafted, ad iniini:um.' We mgg:"
not kid ourselves into- believing tha& we are free. Some k;nd of coa-{
trol of human behavior is 1n¢v1§9§;e. “Iﬁgggreatest‘dgﬁger exists in
éontinuipg to p§étend;ihat'hu§5q b§h§gior ig no;_cqngrdiiéa..7816ce we

o ) R T S T
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ars all prcdué;s of environzental influences,.we shoﬁld be actively
engaged in detarmining the nature of that enviroanent, h

Buz, don't we necessarily rob = person of his iadividuality and
freedom by conttoliing his behavior? Well, let's see. If we nodif; a
disturbed ;hild's bebavior sc that he is sitting ip his desk learning
jnsteed of running around hitting orner children, he has a&nit:gdiy
lest a certain freedow. He has, however, gained 2 Dore impor.ant
freedo: Ey aééuiriug the ability to read, make wise decisians,'and
choose correct behaviors for himself in the future. If we arrarge
environmsental contingencies so that the ghett?t.hild aow would rather
g0 to schoal, play with newiy acquired friends, and consiger learuing
~wre ipportant than being "tough", &ren't we tamperiﬁg with his freed-
ow of choice? Yes, I subpose we azel But, von'; we have extessive
uniformity accampanying‘effécuive control? If that uniformity takes
the forw of eéaellence i& all people, wouwid it be bad?

4 wmore efficient society that could be the result of controil and
planning, would mean better education, less wasted work, more meaning~
ful leisure, in short better life. Pgople would do what theyAwanted
to do, not what they were forced to do. That's the sourcé‘of tremen~
dous .ppwar of po;itive reigforcement: there's no restraint and no
revoit. By a careful cultural oesign, .it would be possible to control
not the final behavior, but ;ﬁe inclination to behave--the motives,
desires, and wishes. Behavior would be determined, yet ?eopie’would
bebfreg.“ 1t is mot contrql that's lacking when one kgels "free', but

the abjéétionablé cqnqroi of force..
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RIEF OVERVIEw COF BESEARCH ON TDAGHER EFFECTINVENESS
AND THE RELEVANCY OF IDUCATIQNAL PSYCHQLOGY
Chad D. Ellert
Vniversity of Gecrgis

Teacher educazion has as its primary purpose the preparation of
good teachers. This sizplé statexzent incorporates soze of the zos: zvm-
plex research probtlexcs ‘n the field of educaticn. Consicer Just on
facer of the problem: How do you decide what critersa should be’uéeé

to judge effective teaching? <{onsiderable difficulzies ave ind

&

P 4ot

o
vt

in attecpls o evaluate teacher education by establishiag some cr.iteris

for "good’ teaching. As in most other areas of-research, one of the

F .
major problems in teacher effectiveness has teen the definition cf 3

criterioa. As Levin (1954) poins out, this involves a value judgnent:

it is a question for which there is no answér to be found through re-

search. The extensive research conducted in hopes of .determining reach-

er effectiveness has not been very illuminating. The cozpleted research
of hundreds of teacher effectiveness studies has not altered the positicn

that teacher effectivéness is related to persomality in some way.

The desirability of an objective and reliable measure and predicteor

of teacher effectiveness hardly needs aay glabdratian within the field

-

of 'educational resecarch. Despife the mass of research conducted to date,

M -

there is hardly any conclusive evidence as to the nature and means of -

identifying teacher «ompeience. Broadly speaking, the various types of

-
]

. . - .
teacher effectiveness and competence evaluations can be divided into the

foilouing categories: (Ackerman; 1954)- . - -~

1) studies based on the'expert opinioﬁ and consensus of Judpes
es to the characteristics and prerequisites of competency

~ and efficiency. - : ' . .

-
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2) studies using school gradea, practice teaching graces
and ratings cof student teaching as the criteria of _
teaching efficiency

3) studies *'1“3 supervisory in~service ratings, self~
ratings and ratings by fellow teachers as the criteria
for teacher coopetence - .

4; studies usiny pupll cpinton and reaciion as the cri-
teria of teacher effectiveness

- ’ - £
3) studlies using measured pupli change as the criteria
of tealhgr coopetence

e criterics of teacher ef-

ﬂ

itad

(4]

it is penerally assumed that the ul

fectiveness 4s change in pupil behavicr {Mitzel, 1560}, Even where other

- criteris have been used ic is agreed that fgey are oanly p}sxizate aeas-
ures of thg vltimate goal of'pupil change. Wwhatever the criterion used
in trasitional teacher e!téctiveness resea;ch. the dertermination of |
teacher effectiveness seeks to answer the basic question: "Do pupils
‘beliave differently froc what they would have {f the influence of a par-
ticuiar teacher had not been felt?" (Ackerwman, 1954).

A brief description of the attempts msde to deze mine the réla:kon—
ship between teacher behavior and pupil change discleses the traditional
researcher's cgpcera with a nuwber of variables. The in%tial steps ‘are
usually directed tovard a systematic control and measnremgpt of teaéher

vfactors that are thought to coaéﬁ&icn pdpit‘changé. Fast ldveatigatcrs
have usually devoted their attestion to teacher attributes such as in~
) .
eli{gon:&. values, ancitudes. incarescs.‘age‘ iraining and éxperience,
. . sociZI relation hips, ap:itudes, perspnality charactexistics, c:c.
Héasurement of pupil change iu usually arrived at Wy the ayplication aof -
pre~ and pos:—test procedures utilizxng standatdized achievement tests,ﬂﬁ

aputtude tests, pupil quest!onnaire. teﬁts of factual iaforumt‘on. oar

some combination of these. ch artzmpts have been traditionally madc
o o

o o s
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te measure pupil uhangﬁ in terms of ut'i:udew, ingerests, and other
inal steg

affective educational abjectives. The in the research

process is uswally 3 study of the reldqtiodship between teacher factors

and'pupil.%hangé using warious cerrelathonal proceiures. Where signi-

ficant‘relécionﬁhipﬁ are xeported, they arg o ‘1ittle value in helping
. - ’\‘ N - )
one unﬁerstand the exact ndture of teacher ef :oq”pupils. Perhaps

8 brlef Summary of some of rhe past research fin s will serve to
familiatize‘tha reader with methodological cons racions; the tradi-
ftioual :»achat vatiables SCudied and the confli ,ing results often
¢ .“'- ”“0bta£ned. In each study cited the criterion of ceacher effectiveness :
. is some measure, of pupil change

«

X. Afe oi tbe neacher

o : A, Rolfe~(1954) founﬁ no significant relationéhip between . _
. ' .. the age of the teacher and pupil change as measured by
the administration of achievement tests before and
afcer instructibn in a three week unit in citizenéhip._

.B... Brookover (19&5) found that pupil gains in information,

. : ‘ " as measured by an _gchievement test in VU.S. history, in-

e ‘ . creased with the age of the teacher up to the age of \
,/‘, : B ,achirty-eight. After this they decrease. “The greatest /

‘ S o " gains were'bade by pupils ‘whose teachers ranged in age
6. o from twenty~seven to thirty-eight.» . , ‘bﬂil

‘xi.- Atcitude of the teacher towards teachers and teaching

" A, Roatker (1945) reported chat the teacher s attitude
' rowards teachers-and the tedching profess;on, as mea~
. sured by the Yeager Scale’ for Heasuring ‘Attitudes
S Towards Teachers and the Teaching Profession, is sig— i
\‘ © nificently related to pupil change as measured by
sgores on achiavemenc tests. : A
B. La DuPe (1945) reported no sigﬁiflsant relaticnship
“between pupil change on tests of social studies in-
formation and teacher's scores on the Yeagcr Scale.

C.ﬂ Goﬁh&m (1945, found 1o relatianﬂhin between short’
" and long terms pupil changes ‘and the ‘teacher's ac=-
‘titudes towards his work as measured by a battéry

R )
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of personality tests, (Bernreutcr Personality In-
ventory, Rudlsill $cale for the Measurement of the
o Personality of Elementary Schoél»Teachexs, Washburne

Social Adjustment Inventory) _ )
I1X. Training of teachers C \

A. Hall (1964) found that teachers prepared in a pro—
fessional teacher education curriculum were ratgd
as more effective by administrators and other teack-
ers and brought about more significant gaims in pu-
& pil achievement than teachers lacking standard teach~-
" ex training expericnces. .

- B. ‘Gabrielle and Deigni (1968) found that teachers
' ing a professiomal education sequence indicated
poorer undarstanding of individual differences and
- behavioral principleé, as measured by the Minnesota
s Teacher Attitude Inventory, when compared to a con-
trol sasple of non-teachers aqd MTAI norms.

Lo c. Davis (1934) reported that students of teachers who
N ,\had not had specialiied training in tbe subjects
‘which they taught sgpred higher on subject matter
_achievement tests than did students of teachers.y o
had received such tfaininW._ '

TN
B

-

Against the backgr0und of/fesearch regults on tea"her';ompetence
and XffectxvenESs one begins t/ quéstion what the traditional teacher~
education currlculumihad to offer the prospective teacher, and whether
the teacher edggation curridhlum provides the prospective,teacher with -
;knowledge toat cant#es%izlyo significant7pupil change; ‘Most teacher
oreparatioo sequeoces‘are/decidedly’ﬁeans—oriented.' They‘attempt to

. ’ provide the prospec;ive Z;acher with soégestions regardlﬁg what he

might do in the classroom. The futilityﬁo ’ .e:hpproach’becomes ap~

parent when one stops to assess the bas “l upoh whlch the proceSS”sogm
58¢3t1°“3 afé;QSﬁaliy Seiécf;d.‘kHaving little en?lrical 5} theoretical
grounding (as is lodicated by past research), most "deéirab e" teacher
behav1ors are rarely, if ever, demonstrated tovbe related to| the ;féor

t task of the teacher, bxinging ﬂbout learning in puolla and rlther SImply

‘ reflect someone s intuition régarding how tt_chérs shnuld ac
. . «
' Q i - 61
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Over the past‘ten years the adequacy and efficiency’of teacher
preparation have been questiunand rey eatedly by articulate criticvs both . -
within and outside the professiown, Vitriolif.criticisms leveled at

—

the content and relevance of conditional curricula preparing American

-elementary and secondary teachers have, for the most part, gone un-

heeded. Sarason S (1962) contention that teachers are ill~prepared
for the tomplex&ty of their task in guiding and étimulating children s
learning is a case in point. He waintains that teachers will tend to

handle childrenuin the classroom in much the same wa they were
-

treated in the course of their professional traiﬁing.

Recentlv, in certain teacher education circles, an attempt has -

... been underway tc recognize the basis: upon which teachers are trained. |
'This attempt is characterized by the position that, other things being

. equal a competent teacher is one who is skilled in changing his stu-

dents'’ behavior’ in pre—specified directions. On sets of identical ob-

jectives one\might‘expect the competent teacher to produce learning,

(2]

e.g8., higher poStQtest'performance,'more reliably than}an_incompetent
teacher, Validétion of a performance test‘strategy, in which teachers
seek to bring ahout particular operational changes in their:students’

learning is currently being sought (Popham, 1965) Underl&ing the as-

sumption that effective teaching is demonstrated througﬁ pupil change

l

is ‘the inclusion in many teacher training programs of models for the

¢

: ~preparation of educational objectives (Bloom, 1956 Mager, 1962‘ Gagne, .

965 Beck, 1970)
Exposure ‘to the preparation of educational objectives 1is currently

being included in moat courses in educational psychology at tha under-

4
£

g



6

graduate level, This inclusion seems consistent with the observed

-~ increasing emphasis in educational psychology texts on learning and

\\ motivation and decreasing emphasis on human growth and development
and personality since 1954. Educational psychology has traditionally .
been viewed as an important course in the sequence of teacher prepara-
tion by educators and psychologists alike. However, in keeping a7ith
some critics pf grofessional educatiocn courses (Bestor, 1955) —-- no
educator of*psychologist has yet been;able to‘prové that exposure to \
educational psychology leads to better teaching. One would be indeed '

[

hard pressed in surveying relevant research literature to find one iota
. ‘ -

of evidence to contradict this assertion. Even the more'obvious-aspects '

— e e L
———

of what‘!eachcr trdining programs and educational psychology are be;

lieved to offer prospective teachers, e.g., understanding individual
differences, application of certain principles of learning in.changing

pupil behavior, have failed to find research support (Cabrielle and

Deignan, 1968). Investigations of the attitudes expre{;ed by Students

and teachers toward courses’ in educational psychology indicate tKat they

see educational psychdéogy as an invaluable contribution to their pro-
fessional training (Harris, Kiefert, Darby, 1969) However, this doesv

- not indicate that exposure to educational psychology as a part of teach- o~

cer education, has any effect on teacher behavior.’

-

L
a teacher preparation curritulum obviously rests on two fundamental pre~

‘Any F‘stﬁfication for the *nclusion of educatiOnal psychology 7ﬂ’—‘
mises: 1) that the nature of classroom learning and the factors in- _
afluencing it can_ be rel‘nhly identified, and 2) that such knowledge

can be both systematized and transmitted effectively to prospective

;‘
-




N
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courses, and no demons¢ration of it

" for fts inclusion in prospective teacher curricula.

: cipl~

. 7
teachers (Ausubel, 1968). Perhaps a third‘premiee might be adoed,
3) that exposure to educaticnal psycholdgy has some efﬁgct on teach-
er behai'or in the classroom. Research evldence to datalhao not ade:

quately supported any of the aoove csemises, Educators and pgycholo-
gists' definitions of educational psychology and their opinidns con-

»
cerning what it has to offer. prospective teachers varies widely (see

7

Watson, 1960 and Colardarci, 195

. With no common rationale for in-
cludiné\EducationaI péychology in ,aequence of teacher preparation

ffectiveness on ieachg\ behaviorz

" accomplisiiment of educational objectives and effective employmgnt of

péychological principles, one beginilto %eriouslyyquestion,th'

A

- . Most psychologists and educators would agree that psychological

principles and research findings, particularly thoee derived'fromnlearn~

:ing t%eory, have an important place in educabion. This becomes apparent

"to*anyone who browses through a random sample of educational psychology

L
texts. This same view is not supported by public school teachers rat-

inés«of th ractical1cy, validity, and applicability of research find-

ings to he classroom (Rumstein, l971) One woold infer from the-prac-

ticing eacher 5 ﬁrame of reference that traditional psychological prin-
cannot be directly applie _the classroom‘without losing some
of their‘valfdlty. VTt yould eeen that:much intervening~research-of an
applied natgre'ie nccessary before theoreticalvprinciples of learning

can be‘transformed into principles of‘“teaching.?"Psychoiogy as a sci-

ence has been criticized by B. F. Skinner (1968) for creatingAang per-

petuating a large discrepancy between subject matter traditionally

taught in educational psychology and its appIicability to teaching and .

Aeffcct(on tejjper behavior;:"> 64
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» » .The beginning teacher receives n¥ professional
o preparation. He usually begins to te&ch as he him-
self has begen taught, and if he 1mpro§es,'it is only
in the light of his own unaided exper%ence. High-
school and grade~school teaching is tapght primarily
through apprenticeships, in which students receive
the advice and counsel of experienced teachers., Cer-
‘tain trade skills and rules of thumb are passed along,
- but the young teacher's own experience is to be the
major source of improvement. . .Any special knowledge
of pedagogy as a basic science of teaching is felt to
be unnecessary. . . '

N +« « « Pedagogy 1is not a 6}estigious word. Its
. low ‘estimate may be traced-in part to the fact that
. under blandishments of statistical methods, which
: promised a new kind of rigor, educational. psycholo- ‘

- . gists spent half a century measuring the results of o~
// \ . teaching while neglecting teaching itself. They com-

v . - pared different methods of teaching itself. They
icompared different methods o aching in matched
groups and could often say ‘that dge method was clear-
ly better than another, but the methods they compared
were usually not drawn from their own research or even
their own ;Peories, and their results seldom generated
new merhods. Psychological studies of learning were
sterile -~ concentrating on relatively unim-
nt details of » few typical learnings situations’
ch as the memory drum, the maze, t crimination
‘'box, and verbal "problems." The lea and forget-~
ting curv§s that emerged from these stylies were never
useful in the classroom and came to ocqupy a less and’
less i Ttant place in textbooks on e udational pPSYy= . -
. chology. Even ‘today many distinguished lea %ing theo"/\ _
' téta

rists insist that their work has no prac rele- .

5 - \  ‘ vance. .

The atghment.prééentga above by Skinner seemsAessentiallyrbased on

. ? . . . . . . .
the historical failure of learning theory, as traditiqnally presented

> . P

by educational psychologists, to provide a psychologically relevant

4-basis fof'ceadhing'practice. Disillusionment regarding the relevance

-~ 7
!

\@f learning theory for prospective teachers hgsfbeen res-

.and useflines
’ B

ponsible for f_ recent emergence of "theoriesﬂof teaching! that are”
indgpendent.éf theories of learning. N. L. Gage cites:thé historical

record in.arguing'thét theories of lgarnihg have had very little ap-

X plicability to and influence on educational practice, wheth .3. , duca~
< >
« | 65 ' | ,




tional psychology textbooks, in courses
or in ¢veryday operations of classroom
) &

“th gheories of learning are "inherent

U oot ot ot -

ipstruction and should therefore be reg
FOg example, he states that:

. + .while theories of les
an organism learns, grheori
the ways in which a&ierson
to learn. . .To satisfy th

-~ education, theories of les
r head" so as to yield

- The undeniable hortcomings of lea
| traditional educatiqQnal sychology cout
; herent“.limitation in the Vplicability

. , .
:> ' ; v al practices. ThecCriticis of educat
| seemed to be motivated by the observati
“school learning theory does not deal wi
curs in the classroom. " This situa on

‘ the failure of educational psychologi
°plied research- in actual claslroom skt
tent of educational psychology coutées,
 etc., itraopeara that_educational psych
—'pr ctice of extrapolating the theories
ch logy to explain the problems pf clas
’ - llimiteq ﬁay, this suppliesAthe rational
tereat in and evidence to support the €
o . on’ teacher behavior. If educational ps
B tence as a requirégent in' the teacher e

/ o

have practical,relevance‘for teachers 1
\) . . N - N ¢ 7
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to teaching methods,
He argues further
gvant for problems of

theories of teaching.

L with the ways

thing deal with

2s an organism

1l demands of

t be "stood on

of teaching

ry, as pfesented in
>t necessarily an "in-
Ing theory to education- .
thology offered to date
ie prevailing brand of
ad of .learning that oc-—
atly the product of

ict the ﬁecessary ap-

:n one surveys the con-

N~ v
literature in the field, °

1ave suécumbed_ éhe 4
1g§70f'expérimenté psy-
rningL —Perhaps, |
lﬁck of researc in--
adﬁcational psycholégy
Ls tbvjuétify its exis-
iufficulum if it}is'to

ld and thus xénder the



- 8) Does there exist

10

teacher more effective in maxlmiziné learning outcomes, 1if 41t is not to
be replaced by courses in preparing instrTétional objectives and theor-
ies of teaching, it must begin to critically examine (through‘basic
classroom research) sowme 1mpottantlissues; Amoné tbose deemed impor-
tant by this and other critics arei'" ]

{ : S
1) ‘Why has clasgroom learning theory undergone a decline and reached f

the point where theories of teaching are preferred in accomplish~ '
ing" endational objectives?

2) What are the principle factors influencing school learning?

3) What principles of classroom learning exist that can be taught
so as to have relevance for the teacher in accomplishing educa-
tional objectives? :

o

4) Are the kinds of learning that take place in the classroom qualita-
tively different from those that take place in the laboratory, or .
can all learning be explained by the same basic principles? {

5) Is educational psychology a field in its own right with its own
_ basic theory, research problems, and methodology, or does it mere-
. ly consist of_the, direct application of general psychological prin-
_c(p;gg and methSds-0 ¢ cational problems?

6) Should research workers n educational psychology follow a,"basic
science" or an applied apRroach? o :

'eJ)' Does educational psychology ave. anything to offer that is not . ¢

}’psychologists ang-le eachers concerning the importance
»0f educational sgéﬁoio ‘\i:d the practicality and validity-of its
_content? If so/ What ~\§WEL done in designing the teacher- educa-

is diScrepancyl

'9) Does educational psychology have any lasting effect on teacher
: behavior? - o . , \

Y

10) ‘What justification is. there for advocating thaf)educational psy»
chology constitute part of the preparatxon of prospective teachers?

In the absence of valid answers to these basic questions by educa-

. tional psvchologists, it appears ‘that teachers can enly adopt tué alter~ ’

Ly o

native patterns in searching for successful teaching pxactices and_prin-

¢ Y
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ciples of learning. They can eitﬁef rely on traditicnsl educational
fblklore and on the precepts and examples of .their own teachers and
colleagues, or they cén attewpt to discover effective :eaching_thggugh

B}

trial and error. . . which is paybe what haspglways been done.

[}

68
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tanﬁare is also -an emetgence of new topics which fall under the categories

#I cite two articles in the literarure. The Eifst*&s "The Normal\Sources"‘ \
'7'"Why Teachers Fa{}“ by B Fe Skinner (1965

‘which is the application of a noncontingent aversive schedule overlay- _

v.ping avcontingent reinforcement sehedule.i Sidman noticed that a water

.

Inst{tuttonal Design: An Administrative Approach. o~
Judd A. Kactz -
» ¢ . R .\
. ' University of Georgla ) />\

No matter what inigial appi@ach wg profess as to the maintenance

of behavior, especially the behavior that i{s developed in educationsl
‘ . . *. the ‘

institutions, we must give credence to the fact that behavior is strong~

ly influenced-by the consequences that‘it generatee-o%<that follow a

- student's response; some even go so far as to say that behavior is a

direct £unction ‘of its consequences. One may be a die-hard Skinnerian

and focus his complete attenxion on the external events of an institu~
[ 8
tion~or be complpteli humanis:ic and devote much time to searchtng out
.

I T

' the rnne; caverns .where the homuculus resides.i In either'case.'research' . -

ey

and data- point out than great socceSS lies in the manepulaeiop~of environr

ta D . -

fmental contingencies. Efficient teaching is a functilon cf the proper-

J

manipulation of events which pervade the classroom.

[ i

Educationa] research is steeped with proposa;s and ¢ritiques, but -
‘\ l .
of classroom désign, con;ingency contracting, and educational engineer- (\
ing whiuh I kould like to erteuaively examiﬁe, not only through the ;//// L
role of Boe school psycho’agist but through the- Tole of the administra- =

tor as well. I for one take the positzon of the behavioral enginee* and ™

1(1960), “and thé second is

Sidman s data s extr‘acted‘ *j"“ S

g e

' totally from*laboratory'events in the analysis of copdicioned suppression Srie

o .



 deprived otganism would respond to water reinforxcement for bar pressing

~duced, Thts is conditioned suppresion. Wheri the time for SR+ was re- .

‘was certainly bizarre, but we were able to show that even the most

JZf environmentéi’mantpulation.» Skinncrwehplains the fg}}ure of\&?man

- 2

‘but would stop when a noncontingenc CS condition rot aaock was Lntro-

N “ )
duced and CS}or shock 1néreqSed, the organism would respond during
! A

the CS shock interval and fhe discriminatory behavior would break down.

is chtsma pathological occurrence or something"peculiar within EP@ or- \
ganism? Sidman 5ay8 N The reason the condizioned suppression res- :
ponses break down 1s-dz;>co the £emporalArela:10nsh£p between the per-

fods 6f'contingent reinforcement and honcontingent ghock. in 1ﬁtafsub—

ject replication, it wAs found that all™ ater-dep subjects would
recéive 90% of the sllowed reinforcement. "This mehps that ring per-

fods of longer SR+;tr1%}s'and short CS and shock, conditionad/suppres- .
sion would occur/*but'during perlods of short S ttials and long CS .
and shock conditioned suppression would not occur. Sidman could con-

.trol the supptesqion :rials by manipularxng the external events, namely

the schedule, Si:man stated, "This breakdown of the behavioral baseline

1s_the kind of phenomenon that suggests pathology. . «(the behavior) : _‘

“

bizarre petformances were under the control of orderly and manipulable - S,

factors. In no sense did they represent deviations from lawful behavior."

L} > hd

As'a proponent of Sidman, my concérn is with the environmental strudture ’ ‘

in an educatio ting.. ' ' _ - : o

Skinner's article, ﬁWhv'Teachérs Fail," parallels Sidman's approach

b

learning undér environmenxal circumstances which are not conducive to
-learning. Just as Sidman examines the short duration of xeinforcement

schedulqs-that produced~unexpented behavior, Skinnet examines the sparseé-
! : B : T ' . . e .

ness of reinforcement and'abunqgnce of aversive stimulation that sur- : °

.



‘but is allqwed access to lectutes, demonscrat

3

rounds the student {un the cl»sﬁtaégl The ?ngning process of teachlog

1s bypassed by the greates tqceren: in the schoel plant, personnel

and equipment, says Skimner. A sood teacher ls considered as one w\o
{

knows. his subject matter end is interested L(n it. An;,specsnl know-

ledge of pedagogy as 8 basic science of :Pachlng is teilt to be uanec*

o

. essary, Human behavior is far too complex to be left to casual ex-

perieﬁce; the teacher nieds help. In patticulat,’ha needs the kind
of help offered by a scientific analysls of benaviot. The help is
available, a8 can be seen in the workﬂ of ert&Le (1963) ?ren“ck
(1959), Homme (1969), Wolf (1968) gt Kellet (1963).

Terrace 8 contributio fas in errorless diiktimination. the bro-

graming and present a{iﬁn of stimulil so as not to confuse the subject.

/
Premack uncovéred the ptinciple of tcinforcing evénts that maincain

behavior. This prlni}ple allows teachers to pteseuc free time or a

|
pleasant task us & reinforcement ag opposed to comvstiblcs which have

been criticized in classroom use. | Homme capitalized on the Premack

.

Principle and designed whole classtobm regimen on reinforcing events.
\

‘Wolf has,‘ktensively invaded the world of proper classroom "maginers"

@
(8

by designing token cultures to shape proper attentive behavior, ‘and

-

Keller has pgmeated ~f:urr:icn.l.l,x.xxx:n desjgn by intmducing_the ptogxameﬂ,

couise, ‘Syﬁtem by which a s:udenc not on studies at his own rate,

v

/

:he basis uf previoug\&qpccss.~ " ‘ ,

With alllthis great research going for us, Qheie is the p!ablem?

~

.. The problew-s stems from the faut that those in the know are not aIWav

e — , P -

those in control. Elegai

. Z"

come isalated from the instream of educaticnal research. ;colsby

. : .73 R

S & O

ary and seconda:y learning ins€¢:utinns be~j‘
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in specific glezentary sthosls are just & fuw vears above the student

v

levels, Pronlie=s lire these should not go uh$eza::ed. Q?f they do be-
Jcause the 34minisirarion iS not criented toward poin ting ocut breakdowns .
in learning procedurs and is notr receptive to new ideas. It is the ad-

2

winced before any izprovement caa be zade

v
TS
p
e
[#}

in the scheol. Since the superintendent is in charge of the principals

ﬂs

and indirectly ip charge cf the :eacners any educational deszgn to

be utilized oust be a;prgg;;7and understood By the superintendent. Now

s

v

:hé crivical quesrtion Is b:cugh:‘up._ How cuch leeway would the school
psytbo-ggist have wits the pres&az schoel administration? Even though |
the school psychoicgist may have some excellent ideas about educational
design, the success or even the imﬁiementation cf}education$1 design de-
pends on the support of the admint s:*acar.l Halpin, in hisvbook‘"Theer
and Research in admini§:ration” (1966) defiﬁes;six administrative cli~
wmates which exigh fn_schoai systems. These climaté;.wete deriﬁed from.
_Halpin & ﬂrga;izacional Climate Desctiptioq Questionnaare. The climates .
are labeied open, autoaomous, controiléd familiar, paternal and cldsed

‘and they deflne the adminiStraL*ve coqditians which make the working
environnanb og a school., Hslpin's point iu that your work your re;
oy "SQQrCH, e\gn your poiat of view are almogc a ;irect ;unction of che

_admin%agganive poin£ of view of proper nana§ement aﬂﬂ education. ioung

peisbnnei Wi th bzight ideas can become quickly blun:ed 1f :hey are

N

ﬁa:t of the w;ong ndministratiye climate. Skinner 8 view was that

fadmdnisttatars concern themselves with plancfand moncy ;ype problems, T f‘?

ERI

A v o e [




5
and Hayes' (See Appendix I.) accumulation of‘pertinea: schcol\i:ob—
lexs bears this out. Out of 66 itexms of majcr concern to ;chooi ad-
ministrators, 80X are strictly system orieated and 202 are education
oriented. Can you imagine being in a controlled clizate, concerning
yourself with mostiy éyscem problems when you would like to de educa-
(//’\\\\ tional and psychological r;search? Of course, not‘all clizates are

highly controlled out why lgave it up co chance for school system

acpment. Is there a possibility of slowly coaverting the adminis-
tratdye hierarchy into a mcye educationally oriented structure. This
is thq problem 1 would like to investigate, oy hypothe§is being that,

: A ‘\\-\,/—h\t
in order to have a full thrusi ongoing educational progigELas defined

.

.« by Skinner, Keller, et.ai., the Administration must be mdfé education-
adbisors»ih the form of schcol or educational psy—
chologist ¥ be 2ble to advise the administration on a éo@patible
level in the supervisory chain. { .
The samé parallel can be made in U.S. industry. A cofpora#ion
bresident has a staff of de;artment heads. These directors areispe;-
ialists in their fields$ of finance,-sale§, program planning and Quality
control (See Appéndix II).: 1 would like to draw therrelatibnshiﬁrbet-
veen a school psychologist and a quality contrel director. Botp ,osi-

tions (See Appendix 1I1) concern themselves with the \uality of produc-

: : tion, one a business commodity, the other an educational service.

‘ Both job deschptions possess aﬂhigh dep- ~¢ of ovérlap as dcfined by
o the Diccioqary of Occupa:ional‘rities (1965). but more than just a
o . dictionary dscree, both fobs should be devoted to the integrity of

providing the public with the best service chey can give. Since a

!

\‘; parallal exists between job fugction, a parallel should also exist in

adminis:rative autkority. The _fehool psychulogist, ra\.her than b&ing .

‘o PR 4 s Lo S . . o : - . L S
© Y R P e i LT, .ol . o N
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02 an adxinistrat:ive level wigh 4 tedcher, shoylg hold an aCviscry

v

- y
posirtion Fénging withia the levels of Curriculi advisor and assisp-
ant Superintendner, As he sits pow, phe school Psychclogise {g Sub-

ordinate to the director,of specis] Services; the director ¢ stecial

Services is parallel to 4 Principal; the veice qg)educaticsal design

L

AW

. s A
sits low on :he tctez pole, Sidman ang Skianer try-desperately_:o

Show us thag behavior charge and education are an environzental £y ...
) e

tion. Goolsby zhows the cutceze when the environzent is neglected;
13

behavior of Student ang teacher gg well deteriotates. Data on in-

the ﬁsychologis:'s Posizion inm :hefbdministrative chain, This is coz-
Zensurate with a Sefseant_szxing\{o direct cormang within a batralion:
. N ) - .
~./
she just does ROt have the authority to 4o $0. Knolwedge of instiey~

/ °  tiomal design myst reside % the‘minds of tﬁé‘school adoinistratorg
io order thaf iearningbenvironments can be preserved, Qﬁality cuntrol
-in education must be 3 function of kigher leve! ad&iniscracibn,'éfter
all, how many more ctounty schooi Systems exisg that Goolsby has des-

ciibed? How many more ¢an we afforq?

| . ‘ '- 76 ﬁ | |
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1. The Bcard of Education has approved a plaa to add tzthreom facil-
itiss to a school building. 7The board member appointed to the
building committee hes stated that he will delay it as long as
possible. 1 have been told to proceed by the superintendent

2. We have children participating in Title I projects who are author-
ized to nave dental work done. These are smali childrea and par-
ents work and cannot take them to the doctor. Someone r»st ac-
company then to the office. Yo funds are available to uire some-
oze’ to take care of these children.

3. Property tax: This type of tax is a regressive tax, therefore, it
is inequitable and not realistic. It is also extremely hard to
gdminister fairly. This is a major problem since education, espec-
islly in Georgia, derives nuch of its inccme from this tax.

4. Lack of differentiated staffing in both assignments aad salaries
ic educatipn poses a major problem. Does not allow for rewards
or incentlves for competence 4nd additional work in his area.

5. Student preparation in afeas of readlng, for example in earller
grades s

6. Juining teachers' organizationms.
7. Relationships with non-teaching staff.
8. Orientation of new teachers. -

9. The educational sequence does not include the necessities of life
for survival. 1In relation to the above statement, I believe that
no student should graduate from high school without knowing how to
swim, change a tire, write a letter asking for a job, determine
the foods that make up a balanced diet, how to fill out an income

-~ B tax form and other necessities needed in our q§ily lives.

» 10, A large percentage of studeuts have very little initiative too
achieve Educational goals of students conflic: with goals of teach-
ers and parents. Communfcation between uvaacher-student and parent-
student have changed and created conflicts in classrooms .and homes. .,

11. One of our eleventh grade student: has failed several subjects for
two consecutive ycars. This Student has been in our school system
; . since the first grade, and his testing scores have been a iittle
/ below average throughout his schoel career. His parents have
become quite conceried and are insisting that the schocl do some-
thing to "see thi3t my boy graduates.”

1*'\\

. 12. One of our teachers complains constantly to a custodian about the
way he eleans and maintains her ¢ issroom. This has lead to sev-
v eral personal clashes between-then. - . :

13. In my tenure as a teacher and'administrator I have noticed the

lack of so-called concerned personnel who fill the ranks as teach-
L ers. This ranks as major prob]rm since anyone with a college '

9




education cza apply and receive a teaching certificaze. Scoe res-
tricrions should be placed on the applicants, aad they sho '
under close scrutiny for the firse couplé\ of years. Many

tions would improve if the teachers vere & better organize
closer screened group. T

14. Passing bond referenducs - Because of the great need for new
: school plant buildings, it becomes izperstive to pass bond refer-
enduns in order to finance their cost.

o —

15. rrovidiug vocational traiqizgz for the mentally retarded who is
lost whea taught at the usual pace.

16. Scho~ls that have a certain progran designed around a key perscn
instead of designing a program and then using speciai competen-
cies of people to implement the program.

17. Few school administrators have the time or take the time to work
‘ with the student body to ideatify the educatiopnal objectives cf
the school systenm. :

i8. School fgﬂances to include the high cost of athleties.
é 19. Race relations
20. Student automobil-:

21. A major problem for the seventies will be in obtaining adequate
financiry for quality education programn.

22. It will be extremely difficult to meet the skilled training needs
-of the expanding American econowv in the seventies.

23. The educational complex is going to have problems in developing
 Televant standards for the measurement of accomwplishment in -“eir
systems. . ‘

24. Guildance personnel not interested or motivated in regard to coun-
seling students to enroll in a vecationai course, if and when 8,
student is interested in vocaticnal subject.

_ 25, Why is it necessary for the State Department of Educaticn to re-
\ quire a teacher to take the NIE and the score is used to determine
salaries?

26. Due to the fact that many colorad children and a portion of the
white students have been socially promoted through elementary and
junior high school poses a big problem to high school teschers
arcun¢ gréduation time. Should we continue to do the same?

27. Inability to keep qualified mainteaance personnel due to-low pay.
-~ {No more money is-available),. B L ,

B Lol Lo o
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to anlldren. The proll i ning what alternatives are
P I N | K I Y4 K % - o v o~ Tty 2 &
&vallable in degling vwi t ners pecialiv il they are
tenured

Teachers c¢annot keep Up -.3In iansvalicns in educaticn.  Heow can
adequate in-service progrezs te proyiced,;anc then how can teach-
ers be enccuraged o0 tare advantage of these! How can <ize be
provided curing the school day for such professicnal ‘scrivity?

There hes heen too much uegative publicity and crivicisc of school
prograzs., How can schocl personnel irprove cemmunications so that

-

betinwr nukiic relations can exist in the communicy?

ve:ational progras with acadenie pyograen in our
1% ?

[]
Integrating a
schools.

secondary

Is local support for public schools likely tv coatiznue at av.at the
same rate and, if reduced, vhat may or zay not be some of the coa-
sequences? : -

One problem that concerns secondary school pecple is the breakdown
of the family unit. ,Many students encounter family problems and
pressures thus decide to move to another area of the state or may
move into an apartment with friends. This situation places school
officials {n a situation where they must deal with students having
difficulty or causing trouble, and at the same time deal with par-
ents who have no control over the stugdents or knowledge of kis

‘activities. T ‘

In our society, subdivisions spring up quickly; ‘The difficulgy
comes wheh a school progrom must appeal to several and somet mes
hurdreds of mini or ftag;énted'comxunicie§.

Teachez.salarias are low in some areas.

Lack of parent interest iuo the schbols./

Friction between black und white teachers.
icacher cooperation with the administration. in their enforcement of
school policy and rules. Ex. smoking, dress codes,

Sue hands ia homework which she copled from Hhry;.~  ‘~ﬁf

.
-
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H " A .
and degz .0 \.a. they kaow t0 tura to whén they neec help or ad-

.

vice. ol o te faced with a problez, large or scall, and nat zaow -
8 s2ul ey fgel tney can turR to for help. e

~3y with the stigma that still pray on soze zinds tha:
¢.! 3chools are just for :He high school drop outs ¢n

i

“8. Mental training-of which the School ewdeav~r to do is good fp Lohets
prevalling hete, but’there is another type ¢f trainming that s
take plec: now also (SPIRITUAL) if man ts to live in abundancze ore
and here ai. ~ward., How can this tactfullv b .n;oogera:ed} .

49, Educational background of studeats.

5. Ko provisiens for inmsgruciors to keep c;’:e«. in :heir specia.:"
areas. ] -~ 3

I’
¢ L.

51.  Consideration for employment of a vecational-techmical educater is
based preimarily on his experierce. le is hired oo a twelve son:zh
contract. After a few years of :eaching he finds that he is getzing -
I-hind in the latest cecﬁnologi”al advances made in his field. In-
dustry provides short term {one or two weeks) training sessious for
the purpose of training personnel in changes madé in their latest
products. Tie majority of these training sessions are free. Scme

. companies wil . even pay expenses for these sessions. How cam the
classroom inscructor best con ince his supervisors of the need for
staying up with the latest innovstions, so :ha:\ﬁggg,ﬁill pruvide
for the instructor to attend industry training sessions?

52, 'Inadcquate staff for providing needed kupport for instructional
staff.

53. With the stipulation that the black and whit2 should be raticed in
each schoo!” according to the community's black to white ratio; The
questt%?. + is this te be effectively done?

dents some say as :o the quality of instruc‘ion that they .
e given prolrsser, _ : '
/ B

¥, To give sty
-received ir

55, How to have be'eer discipline iy s;hooln‘ yd

56. A school dapce is h@ld at tbe school’ symnasium._,Bob gomes 'to-the
- hdancg ihtoxicpCQd, and 1t is cslled to Your- attantion. '
S 83
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Sr. Jack stezls 3 cazers {rou the auwd:s visual ooz ¢od sells 42 at a2
~ - Wa 4 . f o 3
iccal shop. He is caughl and coafesses.

- - ; - - .t . o o PN - -
58. Isterlocking 2.7 curriculys tefween . 3982%¢ a3 voceliinal sun-
O
fects in math and Eoglisn,
r -~
-t

- Llack of parent cooperation dcncerring wost desirable edutation
[ -~ 1

€.. Vendalirz is am increasiag prodler rhat concerus schos! officials.
Buildings are dazaged supplies and equipment scolen atid the cost
to replace =his lcss dips deeper into the already insufficien
school bujaci. -
I . , y
3. sal is belng cofe o Cakeé cqurse vork DOTe rolevant to degree —~_

“tuing pursued.

62. The pupli-teacher ratia is too large, €xXCEAL possiviy ia schools
with special fed-:al funding. How can the aversge teacher meet
the peeds, especially of the Eisadvantaged ¢l 11¢, in the areas
of reading? : ' ”

63. Rapid growth in technology is bringing about chanpes in every as-
pect of our lives. The prcblem for educators is deterxining what
skills and values our adu}rs of the future peed to learn now in the
elementary schools.

€4, Inabiliti-tg'ge: schagl buses to  chool on :ime, Buses are gri-
vately owned and pareats pay for the ciildrem riding.

e
65. Mr. Hayes, as of now, that's {r,
66. Providing quality transpbrzition for rural students on the limitcd
funds of rural counties-as an ever increasing number of city stu-
-dents move into rural areas.
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The position Taren in this paper revolves around three factors:

change as a percanent and energizing force in cur societv, the neces-

sity to deal with and effect the flow of this change, and the role of

the Scheel Psychologist in this change as seen frow a Field Theory
position.

The central idea of the Field Theory position is that objects in
a field take on their dynamic character as a result of their position

in the field. Roles are therefore respohsive to and dependent onn

definitions of their sectingﬁ'iThete is then a distinction between
the enactéd rcié and the expected role. ’

These concepts may in part explain myriad role conceptions and
roie conflict that face the School Psychologist. Each training in-
stitution has ité definition of role, the school systez has its defini-
tion and the S;hqol Psychologist has his seif-definition.

The roles and functions as reviewed in the fgteraturc are frequent-
The later aspect 1is well 11-.

ly contradictory and beundless in scope.

lustrated by ore writer's definition of the School Psychologist as

. . » -
"trained not only in Abnormal and Clinfcal Psychology but. . .expert

in Child and Adolescent Developnent, differentfal psychology, measure-
ment and evaluation, social psychology and group process, personality,

learning, motivation, research and experimentation as well as educa-

tional methodology itself.”

*

v v
J“ )
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chologist as revieved in related literature pertalning to requiresents

patihology oliented and jgroweh oriented, and four zalor role definiticns
the Clinician, the Tezter, the Academic Model, and the Educaticnal Pro-
gramter, he Cliniclan adopts the cedical wodel: individual diagnosis
and tgéat:ent. He ix pathology-oriented and therefore more interested
in personality disorders and their remcdiation., The Tester functions
as an evaluator vo place children in special education classes., He is
pathology oricnted and limits his function tu diagnesis. The Academic
Model functions chiefly as a scientist and professional consultant
rather than serving directly. He is the transzitter of psychological
knowledge and skill found in research to the context of the school. He
is a problem solver but solves the problems through consultative ser-
vices rather than direct intervention. The Educational Programmer s

4 developrnentalist. He Is growth-criented as opposed to pathology
oriented. His main emphasis s in planning educational programs for
children. The accent is on designing learniﬁg experiences appropriate
to developmental levels. He disregards medical diagnosis and atEends

to educational handicaps. His position is usually high on the adminis-

-
.

tfative hierarchy. .
A brief review of the growth and evaluatiun of one parciculﬁﬁ.
psychological service located in Phoenix, Arizona may sefyg‘rvTii—
lustrate both the divergent roles and role ccnflicts of School Psy-
chologists. The Child Study and Consultation Servicg had its origin

in 1952 in Phoenix, Arizona. It developed five main areas of function-
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ing which are related to the role definitions presented previously.

The five areas are:

i. hild Study——essentiallv a clinfcal approach o
learning difficulties for which intellecrual and
perscnality evaluations are needed,

2. Ceasui:aEiOﬁ:eoccurinﬁ in two major areas: {ail
pupil criented prevless, similar to Child Study,
byt the pupil is 2ot seen by the psvchologists,
(b) schoci-orientez problezs related to grading,

curriculuz, izstruction, ete.

3. 1In-Service Iraiaing--sesinar tvpe of teaching,
application of psvchological and mental heslth
principles to the school setting.

4. Research--experimental psycholopy wizh a very
practical approach to school problens.

5. Community Services--drawing upon sociological
factors relating to broad needs of families and
the functions cf community services.
A questicnnaire was developed to evaluate the effectivencss of each
of these five areas. There was a [ive point scale from "mest impor-
tant” to "least important” and "most effective" to "least effective."
A total of 560 questionnaires were distributed to 110 administrators,

300 teachers and 5C school purses. The questionnaires were also com-

pleted by the Child Study staff.

0f those items
nel rated all items

half of impertance.

composing the child study category, school person-
(except pupil and parent counseling) in the upper

All school personnel ranked the interpretation

of diagnostic studies to parents as the single, most important function,
Identification and assessment of the exceptional child was ranked sec-
ond in importance. None of the raters ranked therapy or counseling ot
pupll or parent as an important function of the School Psychologist.

Consultation services as an area of functioning was rated second in
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izportance by the (hi1d Study psychelogists, although teacthers rated
it fourzsh and administrators fifth., The functions Zncliuded in the

area of iz-service training were ranred third by psvchologisis and

e

K o P . ~ Beoan P S 3 ™~ ™ - Y # P
teachers and =ecfnd v aduinisitators, The research role of the

[

psychicliogist was rated fourth dn izportance by administrators and

0
-

fifth >y tezcher

.

This study wus presented to iilustrate that divergent roles
are tolerated and maintained {:1 the educational structure. The pre-
ference of role by administ;atorﬁ and teachers was that of diagnos-
tic study of individuals. How effeztive will the schotl psycholo-
glst be in producing a total therapeutic environment by an endless
repetition of putting out brush fires? This function reaches too
few, too late, and has little impact on effecting educsticnal outcores.

The Schoel Psychologist 1is relegated to his diagnostic role by
the structure of the educational system. His m@s: effecti&e means of
changing bis role to have the fartherest impact on the educational
structure itself is to place himself in a position in the hierarchy of
the administrative staff which has wost control over the functions and
operaticns of the educatinnal system., The title he is assigned is of
little importance as compared to the authority and decisiﬁy naking
role he plays. His training in diagnosis. recediation ang develup~
ment of therapeutic educational programs will be 1mplemunfed through

, .

changing the essential structure and processes of the educational
system.

The School Psychologlst is an agent of change regardlesé of
which of the many roles conferred uypon him by the educational

structure he chooses to assume. The queation is vhich role allows

96



O

"ERIC

Aruitoxt provided by Eic:

5

N . N - . 3. . g Y
15 a necessary fransilery role for the schiool gusvehologist.
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of the educaticonal systen. Bis role is prescribed by the ourlcurs and
tcitudes of administration and teachers. A change in the systew briags
changes in ?osi:ions and roles aud the changed ig}eraction alters the
way participants are feeling. ''The general formula, as stated by
Googwin watson in ''Sccial Psychoiogy”, runs Structure~process-attitude

" Perhaps when the structure is Changed the functions of the

—-5-P-A.
School Psychelogist «. Clinician, Censultant, Diasgrnostician, Educa~
tional Progracmer will have grester efficacy.

The Scheol Fsyenologist is concerned with change but his enphasis
must be on directing planned change though the productive use of hiv
psychological jnsights in the ipvestwment of his e¢nergles toward devel-
oping new and productive patterns in the educational structure. Con-~
cern only with pathology and relegated to the role of diagnestician
alone wastes his energies on correcting pathologies and not contribut-
ipg to the health ¢f the sybtews as a whole.

A therapist can be concerned with the health of the total indi-
vidﬁal not just the diseased parts. The School Psychologist in a
decision making role can attend to finding ways in which the subparts
of the educational system can be related more effectively to the whole.
When this has been accomplished, the health of the system will produce

the energy and creative ants to maintaln ltself.
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terrelated and interdependent that eazh is what Ehe oiier has made
iz. Neither can point the finger of biame at the failure cof the

other,

;

»
Medicine, Sociologically reloted fivlds, and Hducat.on each divide

ey

sociely Into its pa holigical parts and cach zabinisters his upecial
therspeutic treatmont. 1§ each treatment were as beneficial a
clained, there should not be a problex remiining in the country.

The conflict of ideslogies of ipdividual professionals ig itself

a contributor to the conflicts in society.

Categeries, roles, classifications are necessary for communica-

Y

tion and theoretical considerations but they have beconme accepted as

.

reality not as the symbols they are. How does an individual divide
himself into a ésychological being, an educational being, etc. He
is being. His health is neirther mental nor physical. It's simply
health,

The helping professinnsn in protecting their individual identl-

ties have gone far afield from thelr original purpose--to help.

O
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ACCOUNTABILITY “Id EDUCATION! WHY "
J. Leon Dalton
.University of Georgias

s of opinion among‘advocatés‘of accouniabllity is that

. ]

ED 075481

wt faith in our educational institutions. The éccép~
wool programs that cannot be de..ustrated to have proveable
worth is Ao longer the rule. To substantiate this lack of faith in -

)

our.ndncationaj insci;nciohs, exponents of accountabilityrnfe pointing
Lo dec:eésed'spend ing by local school boards, failure of school bond .
‘refercndnms to gain vuter approval, and the reluctance of the general
public to accept by testimony alone the notion that schnolq are doing
good" Job.
Some degree of credibility Bust be 1ent to these claims iﬂvﬁvagft
of a system of eéuca;iona; accoun:ability. At the same time it is;over
simpliscic to say. categorically as mos t supporcers of accountability do,

; tba: abera is a loss of public trus; in our educational institutions.

If one 15 to argue from this reasoning for a system of accountability

.‘..ce?,_f '

L ‘ - ,:' blet hixw be. equalry fervent in recognizing a declining faith in all our

S

insticutions. Su nhat 5. n»w’

TV
el
L]

‘Perhaps it:wcnld be, more meaningful to ask what part of our educa-

tionsl structure the public has lost confidence 15 since 'an institu-

2
-
o

tion dces not consist of a singular camponent‘ When we eonszder the

aidea Qf lcse of faith do we assume the public” has lost confidence in

- the dctusl physiral struccure af our institution Various research
studies have rhown\this to maFe a difference in the manner and amount

. a studtnt lea'ns. Are we'talking about administratdrs, teachers. sup«-

' .

’,‘"‘pbrt‘paqiabncl, texrbuoP publishers, or. perhaps scudents? Then whac
- = }

e
.

K ; k . : ‘ . . o —. . . -
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'HbBut':he mnre abstra:t features of an institution such as philosophy,

goals, qurriculum, and u,4xiql prograus? It seems reasonable to ‘rgue

that proponents of educational ;accountabllity could not indict the

‘w

whele system on such vague E{Odpds without specifying exactly where -

there is a loss of faith in tﬁévsystem. If the toal system is opera-

ting that’poorly then perhaps it needs. to be abandoned in fgvoS/Bf a
more wor;ablg system, If accountability advocates have“nb otper plear
syé#em to propose, then it seems risky to make such sweeping inferences
oﬁ such thin evidence about the actual state of educational affairs.
In short, the people who support accountability should be more certain

3

about "what is" before they say "what ought to be,' ~

e

Declining public trust in our educational institutions s .usually
postulated as an external reason for accountability. Extermal in that

pressures for s more quantifiable educational system comes from_a de-
t . . ' ¢ .. : , -
! .

manding<tax-paying citizenry. Internally there ig a move by forces with-

in the system‘(most1y~college professors acting as. consultants to govern-
) \, . ) ]
ment sponsored programs) to professionalize education through accounta-

 bility.

_The'reasoning behind such a move. is preshmably to enforce a higher

standard of academic rigor in education so that it might bé in a mote

favorable position to be considered a profession. It is true that ed-
v it ros

. ucation is quite géadily referred to by members in the field as a pro-

A v ; ' ) ! . .
“fession. HoweverL acceptance of education as a profession by individ-

L]

uals outside the field seems to be widely questioned.

Furthermore, it is not likely that any system of accountability

‘will lead to a profgssianalizétion of education through an expiicit

i . /' ' ) N\, ‘ T
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3
set of principles and practices. A well defined set of practices
has not been nér is {t likely to.bé established in education as in
medicine.or law. Education is a much more awbiguous field than
other professions because ot its many éo;royed terms and bastardized
cr' cepts. Anothér problem is that sheer numbers"of individuals in
L. -:1id, as opposed to a,spall number in“other~prpfessions,‘make
agreement on standard procedures and practiées‘gn imposéible sifuaf
tion. At the samé F?me the very‘heaft of accountability is based
on the contr;i\of a set of educational procedures. But educaﬁion
by the nature of its structure resists such control.

Then too, one must remember that educators have a ready maae/
ciientele. Students do not coﬁe to educatqrs because they voluntarily
want their services as they do in other profegsibns.‘

| Thé vast majority of individuals enrolled in ouf\éducational»
institutions do not have the option of selecting school X, program
I and teaéher Z because they bést fulfill'théir particular educational
. : !

needs. In essence educators do not have to demonstrate competence,

unless we'assume that teacher education programs weed out the incom-

Enggngt;to build a{sglf-sustaining practice. The clients for the

<o

practice are already estagiiéhed before even a novice pracfitioner
of education has'one day's experience. | .

.-To ask what will happen to ajmedical doctor if his patients are
quer-healed is not the same as agking,‘as some aéﬁognﬁability advo-
¢ateé.propose, what will héppen to educators if thgi; children do not
: '

learn? A doctor will soon be without a practice.-:Educators will

retain their posifions régardless'of what happens to their students..
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To be blunt, attempts to professionalize education through accounta~
It is %o no avail. ’

bility is analogous to beating a dead horse.
How is Accountability to be Defined

| The spectruﬁ of accountability is multicolored. Every spokes-
man either for or againét accountability seems to have his own unique
conéeptioh/of what the topic really méans. A reader investigating
the subject for the first time'is immediately confused wiﬁh a host
of diffefenﬁ views, s;hemes‘and definitions, where to>turn next to
unravel the taﬁgle/of definitions is a feal questioﬁ those inéefested

in ac;ouh;ability must fépe. With relatively little effort one could

loéate over fifty different definitions and types of educationa1 1
accountability in the professional journals and literature. Goal,
process, teacher, outcohe,'pgog?am, t:ansactiohs and cost are all
modifiers that prece&e accountabiiity.- A philgsophical analysis could
be written on the méaning'of these Qords alone. For the sake of
brevity, suffice it to say that this maze of words cdntradicts the
pfinciplé of tlarity ‘and quantifieation for which agcountability
sténds.‘ Thevreader of accountability is 1eft>td'his'6Wn inferences

and intuitdion as to what each word means and how they interrelate.
: . | . ,
, :

fied testimony not

/
]

Are intuition, subjective impressions and unveri
{

what accountabii;ty is fighting against?
‘ . . " "
To say that the definitiomns of accountabi%}ty_have been vague

and impreéisé is to understate the problem. It might be. more appro-
R . s
priate to ask i a cleax understanding of the/problem is possible_'

considering the complexities of the term. The problem seems to be -
that accodﬁtability'is_veyy much like‘other,abStract virtues such as
pat;ibiisﬁ and goodness... It is easy to séy'g_ég for it but'wheniyéu'
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ask what it is you are for you cannot say. Accountability is not
amenable to factual description. Therefore, if educational accounta-
bility 1s not readily definable do we need to introduce another amgi-
guous concept lnto an already overly ambiguous field? Alkin (1972)
says, ”How,canﬁa word that.literally means everything mean anything?"

An unantioipated ramification of this.lack of clarity has been
that accountabﬂlity has taken on a negative connotation. School
personnel, especially teachers, feel that accountability is being
used as punishment for not competently performing their jobs. As
a consequence teachers are resistant to its implementation. ~lhe
essential question then becomes whether or not. accountabillty can

be implemented 1f teachers are not receptive to the idea?

Accountability's Major Focus -
Holoing Teachers Responsible
Accountability comes'under a multitude of headings and disguises.
The confusion over.the vast number of such definitions has been pre-
vlou§ly'mentioned in this paper._ Since teachers seem to be most dir~
eotly affected bp the ttends of accountabilitylthe-cnrrent issues
relating‘to*teacher accountability will be singled out for analysis
and discuséion. |
In practically all systems of accountability Lessinger (1970)
has pointed out that teachers are held prlmarily_responsible for
outcomes, hence the tern o%tcome accountability. . -
’Outcome-accountability is the most widely emphasized form of
educational accountability. It is synonymous with she concept of

A

holding teachers respon51ble for what happens in their classrooms
) .
Q. - _ - 105
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as a result of an education process., It is fraught with inconsis-

tencies.

Outcome Accountability

Barro (1970) said accountabllity means that people operating

a schocl system "should be held responsible for educational outcomes -
. . /
for what people l=arn.” fhis statement ;é typical of others found
in tﬁelliterature on eduéationél accogﬁéability. It has a scholarly
ring but its vagueness renders it p;&cticaily meéningless. Inherent
in the statement is an overwhel&iné 1ack of specificity. in fact,
Barro's statement reminds one of the same questions encountered by
a homoséxual from Khartoum wh9 carried a lesbian to his motg}_room.
The question is who has the right, to do what, with which and to
whom. Simply stated, what people are responsible for what part of
. : A

the "elusive thing" we call a student's education.

For example, how much of the total responsibility for educating

- someone lies with'the school board, superintendent, principal, guidance

counselor, ciassroom.teacﬁer, parents, or that someone himself. Is f‘
i; not reasonable to agsume that each is accountable to some extent
for a certain aspect of the educational program? Then proponents

of accountability might be wise to specify, in something othér than

a vagué hierarchy, the extent té ﬁhiéh each is respoﬁsiblé. |

Specifically, who wiil say éiactly what the teacher's responsi-

bility is for a child's understanding of arithmetic computation skills?

vapractice sets are assigned by the teacher as a necessary part of

‘becoming skilled on the objectivé and the child,refuses to do ‘the

practice exercises then whﬁﬁis respoﬁsible? Gan the teacher be held"
< A -

'.accountéble,ﬁor this child?g'apparent lack of motivation on sdmeuvagﬁe
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~ grounds that she 1s an uninspiring educatoxr? What about the parents'’
regponsibility? 1s it their duty to monitor every homework assign-
ment given to their child? |

Then occasionaliy real dilemmas occur. Suppose a publisher of
instructional materials distributes a product that 'y, reases v -
ficiencf in arithmetic computatiun. All wmaterials are used in_pre—
cisely the specified way but the child's s}ci;ls‘ doinot increase.
Who is to be held accountable under these gi:cumstances? The publisher
because the materials did not_do what- they pu}p?rted to do? The _
teacher because of some unverifiable bias againgf the materials?

-

The system curriculum specialist for advising that the materials be

bought? o
Conséquently,. to advocate accountability is not just to advocate

an all embracing generic term. Accourttability actually means account-

3

able for what, accountable to whom and -accountable for how much.

Impliciﬁ in the term accountability is that someone knows what othérs

are accountable for. Otherwise péople that support such a system
would belputting themselves in the awkward position of being“fo:

somg}hing but at the same time not knowing exactly what it is they
: T ' .

- \ .
are for. b

To whom, for what, and for precisely how much are the most
N F .

fundamental'queStioﬁs that must be answefed before .a system of edu-
cational accqunﬁaﬁility is to have suSéen;née. The less obvious
discrepancies which will b? analyzed in the following jpresentation
‘;eveals even more difficulﬁ_progiems before we preéume to hold

teachers accountable for educational outcomes.
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Paramount among these problems is how to resolve differences of
opinion among teachers and administrators concerning the relative
importance of desired educational outcomes. TL is '
assume th AL IREY SU waelr widely divergent views on education
are going to ewmphasize different\skills and abilities. The followin
is 1llustrative of this point. One teacher may feel the need to
siress the acquisition of kngw%edge, another the understanding of
weneralizations and concepts, another the synthesis anc applicatioc:,
and yet another the critical judgment. This divergent emphasis on
whiat should be taught leads to some eritical quesijons rega;ding
the goals and objeétives‘of educa;igd. Which of these skills is
to be considered more import#ht? Who decides which one is to receiv.
priority? What percentage of ea;h»should be emphasized and is this
pexrcentage uniform for all subjects in each grade level throughout
the entire school system? Is the same criterion reference to be
"applied to each teacher's classroom regardless ofxpex level of sti=—

_ ~—.

~ dents? Again, at the expense of redgﬁdance, could té:chers<agree
on the emphasis-and priority of educational outcomes?

Presuppose for a‘momenﬁ that they can. The problem of evaluztion
now comes to the forefront. How are educational outcomes ;osg*bfﬁ:n
evaluated? Educators,’perha?s fér'praétical reasons such as ié;k'af

skills in test construction or time pressures, depend almost entirsi

!

on nationally-normed tests to evaluate student progress and the re-
/ :

lationship of that progress to teacher competencies. However, to
wmake judgments about student achieyement and teacher abilities basex
. » * e . -

on a standardized test is to involve one's self in & highly question-

able practice. This is true first of all because the naéiohally—normﬁd,

test is in itewlif a misnomer. A!?ationally—normed tiest usually ﬁeans
—_— . 10 ' .

.o
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the uorms were established on a few thousand students in the urban
ce " ers of the North, a small sample in the mid-west, and the remain-~
der iﬁ California. Does this really mean the test is nationally-
normed? Cén the ggudents in Crawfordsville, Georgia be accurately
evaluated by tﬁese standards?
In fairness to standardized tests they can not be all things

to all people. The problem does not lie with the tests but the
manner in which they are used. A nationally-normed test usually -
providés only a single, global measure on a very general objective.
Thereforé, these ﬁes;s may fail tq assess ;ﬁjectivea that relate spe-
cifically t§ a certain schoz) system if they are not selected and
used with cauti;n. For instance, it is possible for a teachet to
be very effective on é;y number of objectives with her students but
fhig effectiveness will never'bé’recorded by the very general assess-
ment Sf a standardized tegt; ‘In many cases these Feéts are simply
tQo insensitive to piék up the minute but nonetheless importanf
educational goals; Klein (1972) said "using a nationally-normed test
.toiéva;uate te;cﬁer performance and student achievement is like using
a bafhrooﬁ scale to weigh a'ietter for its correct postage." Cer~
tainly thevobtaingd results in comparison té what is ‘really the case
are open to question. |

‘ Some pr&bdnents of accountability counter .this argument b&_sayﬂ
ing that egdcational goals should be defined narrow%y5so they readily
lend themselvéﬁ to.measurément- 'Justkas there is a d#nger‘of mea~

suring too broadly there is an equal danger in defining_edhcational

goals too narrowly for the sake of measurement. This danger is that

&

educational outcomes will become so constricted that they fail to

contrib@té‘anything worthvhile to a child's education.
. . ~ 109 ' :
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Ivplicit in the foregone discussion is that accountability can

be implemented only in areas where valid and reliable criterion have

been developed for each specific educational goal. Otherwise edu- '

.'cators open themselves to all kinds of perfectly lbgical attacks

that accountability is a feasible way of imposing educational res-

ponsibility.

v

Accountability advocates would be hard pressed on logicai and
empirical grounds to show that they can accurately measure such
fundamental notions as acquisition of information and knowledge of
subject matter. What about accurate measurem2nt of the more intan-
gible goals of our educational programs of which the following are
exemplary?

1. The student's ability.and confidence in himself to apply

abstract subject matter learned in the classroom to con-
crete real life situations. There is a difference bet-

ween knowing and doing.

2. The student's feeling that there is worth in doing the
subject matter once it has been mastered.

3. The student's motivation and pursuit of the subject
matter once the formal instruction hds been stopped.

While it is at best difficulce to measure knowledge and informa-
tion, {t is ﬁractically impossible to assess motivation to learn,
¥

application of knowledge, and pétsonal usage of ideas learned in

school.

But, suﬁﬁdéé‘fof a momehtithat we do have sufficiently valid
and reliable instruments to meaéur; our educational objectives. The
question now is tq‘sp;cify whaf is a year's progress in a yearis
time for student X, in cléss X, at‘sch001.§§ A year's progress in

a year's time does not mean the same to a teacher whose class begins

the school year below grade level as it does to one whose class begins
- 110 "
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the school year at or above ;rade level. Proponents of accountability
counter this argument by saying that statistical adjustment for initial
differences in student abilities resolves this prcblem. Are we to
assume from this-that the analys@s of covariance or multiple regres-
sion statistical techniques can adjust for differences in the quality
of living SCanderds to which different students are exposed? What
about the amount of understandiag and support students receive from
parents to pursue their educatioeal interests? Can statistics adjust
for thesrewards or punishments children receive for their motivation
to learn?

A year's progress in a &eat's time with all of its confounding
variables is no simple educational matter. Xet it's oneithat cannot .

be disregarded when educators attempt to implement a system of educa-

tional accountability.

Summary | z
- Regardless of what'method or system of educational accountability
one feels'best»to'sttengthen our»scﬁools‘it is 1ikely to be fraught
with’difficulties._ Yet these problems have no clear cet'agswers.

because of the diyerse nature of the field of education; A particular

—
v -

problem of any eccountability system Seems to be*the'empﬁasis_én mea-

' surement and evaluation with an ensuing loss of quality,of teaching

and learning. Literally, some accountability schemes require so
much evaluatiqutime that little is left for instruction. At the
same time this seems to be contradictory since the aim of accounta-

bility 1s to strengthen rather than to weaken our educational system.

%

However, 1n recognition that the aim of accountability is to strength-
en rather than to- weaxen our educational system. However, in reeogni-

L
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tion that the alm of accountabiliry is to imprové and strengthen
education it should be continucd. But if we presuce to assign res-
ponsibility to educators for what happensy to scudentg via some
vaguely defingd éducational process then many questions must.firsc

be answered. To whom, for what, and how much are seemingly simple

questions; howevzr, when these questions are applied to accounta-
bility they take on a complexity hitherto unmatched in education.

*
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