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PROJECT ABSTRACT /

‘Purpose. The project report represents one method of exchanging ideas,
perspectives and experiences between cooperating institutions.

Methodoloay. The project associated with the "Institute for Training
Directors of Teacher Education Reform Programs' focused on selected realities
of currant afforts which provide alternate programs for teacher education.
This report contains theoretical, analytical, and practical models, dis-
cussicns, and case studies which should be valuable to any educational
orqanization contemplatina change.

Topics included in the report address seven CFITICBI areas of teacher
educafnon reform. Thase are:

. Institutional cooperation between and among diverse universities.

2. The role of planning through selected planning Technlques and
strategies.

3. A model to evaluate and compare teacher education components
and concepts.

4. An analysis of the role of human relations training in teacher
aeducation.

5. A model.to assess personnel and their probability for change.

6. A critique of competency based certification and performance
based teacher education.

7. Case studies of program development and consortia efforts aimed
at developing performance oriented certification in the state
of Washington.




PREFACE

The project report contained herewith is, in one scnse, the commence-
ment of a series cf activities which were made possible through the cooper-
ation of the U.8.0.E., Bureau of Personnel Development, Dwight W. Allen,
Dean of the School of Education at the University of Massachusetts; and
George B. Brain, Dean, College of Education at Washington State University.
Other personal institutional participants and the many project activities
are noted in Chapter |.

There are key individuals who wmust be recognized for their help in
bringing this phase of the Seven Year Teacher Educartion Study to its frui=-
tion. Dr. Robert J. Harder, Associate Professor of Education, University
of North Florida assisted in developing the project in its formative stuges.
Mrs. Jan Reinking is acknowledged for her persistent efforts in coordinating
the many project details and in supervising the preparation of the final
report. Mrs. Kris Keogh aided in the preparation of the manuscript and
bibliographies. Robert Suzuki and Gilbert Lopez of the School of Education,
University of Massachusetts aided in coordinating the details of the sub-
contract. Finally, there are many individuals on the secretarial staff,
Department of Education, at Washington State University who contributed
their time and effort to the project and to whom special appreciation is
exvended.

This report is intended to analyze selected aspects of the phenomena
of teacher education reform. Presented, possibly for the flrst time, is a
detailed description of the prototype consortia models which are intended
as competency basad certification mechanisms for the state of Washington.
The presentation of planning techniques and the conceptual levels matching
model should prove invaluable to administrators and researchers. The micro-
grid evaluation tool may present a unique means to qualitatively judge
teacher education programs or course components. The detailed presentation
about human relations training is intended to aid curriculum Aand course
developers. The case study of the transition from a traditional to a com-
petency based course presents the challenges and efforts needed to produce
such experiences. Perhaps the major contribution of this report is that It~
will aid other educators, state legislative bodies, leaders of state depart-
ments of education and other educational decision mekers to avoid the mis-
take of othars--especially the bandwagon jumpers. :



CHARTER |

THE TEACHER EDUCATIQH RIZFORIY “INVENENMT
by

Nonald C. Orlich
Nenartment of Education
Washington State University

The "Teacher Education Raform ilovement™ is the introductory chapter to
this report. A very brief review of selected social and educational trends,
which have apparently lead to the 'new reform” movement in teacher education,
is presented. Included in the chapter is a summary of the development of
the Seven Year Teacher Education Study and a list of the participating
institutions. The objectivas of the project are presented with mechanisms
which have been identifed to bring about institutional changes so that
the teacher education reform may take place more systematically.

CHAPTER 2

REVIEW OF SELECTED PLANMIMNG PROCEDURES
by

Nonald C. Orlich
Department of Cducation
Washington State University

A summary of planning proceduras is presented in Chapter 2 which
inctudes analyses of the processes of planning, program evaluation and
review technique (PERT), planning-programming-budgeting-system (PP3RS),
Delphi technique, management by objectives (HMBD), advocate teams and
advocate-adversary teams. Case studies of selected techniques are presented
to aid those who contemplate initiating an educational reform program.




CHAPTER 3

A HICRO=GRID EVALUATION MODEL
BEST COPY AVAILABLE

. _ by

Donale C., Orlich, Donald P, IKauchak, Camilla Bishop
- Dapartment of Education
Washington State lniversity

>

i A qualitative and quasi-quantitative teacher education evaluation model
is presented in Chapter 3. The model allows for tha collection of baseline
and comparative data for cducational products and processes. A series of
teacher education pronram components and concepts are identified. Each of
the latter is then described through a set of evaluative criterla for

sglected variables pertaining to the component or concept. An evaluation
profile »of components or concepts is than established. The profile allows
for a comnarison of program components or concepts with any other teacher
education program or institution. The model provides any évaluator with
data that indicates direction for program or course changes if desired.

CHAPTER 4

AFFECTIVE COMNSEQUENCES OF TEACHING

by

Camilla L. Bishop
Department of Education
Washington State University

There appears to be a social trend in the United States of America
toward increasing awareness of the importance of the affective domain.
Human relations training (HRT) is one outgrowth of thz apparent need.
Consequently, it is now being included in the preparatory program of social
agencies, more specifically, the school. Interpersonal sensitivity is
found to correlate significantly with desirable Teacher performance.
Findings from selected research indicate that HRT can be valuable toward
increasing interpersonal sensitivity, especially when it is administered
shortly before student teachina. Very short term HRT proarams have little
cffect in chanqing attitudes or behaviors. Trainers are perceived as
being crucial to an effective HRT program. Several programs are described
as prototypes for HRT in teacher education institutions. Based on avail-
able research, proaram quidelines for HRT in education preservice are
sugaested. :




° CHARTIR 5

HAPLICATIONS OF THE COHNCEPTUAL LEVELS 1ATCHING HODEL
For ENUCAT TOYAL  REFORM

by

Torry R, Armstrong
Department of Education
University of [daho

All individuals bave the notential To evolve through developmental
stages or levels of awarencss that may offer some explanation for people's
resistance to chanae. This paper describes four levels of awareness that
paral lel chronolocical stages of development for adolescents and adults.
The levels presented follow a progression from the need for structure to
the nead for flexibility on the part of individuals.

Viewad in an educational context, the matching levels concept is used
to describe today's learners with differing teaching methods. The failure
of pasT educational reform is viewod as a failure of the reformers to
consider the awareness lavels of the neople for whom the change was intended.
Cducational chanqe is most likaly to occur in a settina where the awareness
levels of all the publics are in accord with that of the decisian makers.

CHAPTER 1

THE SEMANTICS 0OF COMPETENCY BASEDR OR
PERFORMANCE BASED TEACHER EDUCATIOM

by

Donald P. Kauchak
Department of Education
Washington State University

An analvsis is made between the terms ''competency based teacher educa-
tion' and 'performance based teacher education.'. Competency based teacher
education is considered to be the most inclusive, connotina standards in
addition to the execution of specified tasks., A disfinction is made between
possessing a competency and ufilizino it in the classroom. Drives and
incentives are suggestad as additional variables affecting the use of a
competency in a teaching context. Germane to the paper is the apparent
lack of understanding by professionals of the distinctions between the
terms and their basic psychological and phi losophical tenents.

vi




CHAPTER 7

DEVELOPHENT OF AR INDIVIDUALIZED COMPETENCY HODULE
PROGIAT AT WASHITIGTON STATE DRI VERSITY
by

HNichael AL Balasa and Frank B. May
Department of Education
Washington State University

An initial competency based proaram rasulted in module development
for Education 30%, “"Language Arts for Teachers," at Washington State Univer-
sity. Students utilizing the modules were allowed to proceed al +hoir own
pace using a variety of materials such as printed sources, audio and video-
tapes, and other media resources. Each module contains a pre~test to check
entry competency, knowledge level objectives, simulation level objectives,
and a post-test of module mastery. A laboratory (application-through-t+each-
ing level) which is supervised by a master teacher is scheduled in the
local public schools so that a classroom is avaitlable for students to
apply newly learned skills.

Faculty who are involved in the module dovelopment proqgram continue
to experiment and refine the modulss and instructicnal procedures. Alter-
nate means of instruction are currently being investigated. Evaluations
have indicated that students are mastering lanquage arts teaching skills
and enjoy the self-paced, multi-media approach to learning. Problems
ddentified include student insecuritv with rew instructional! methods and
a need for providing more strategics to meet a variety of learning styles.
Feedback from faculty, public school supervising teachers, students, former
students now teaching, and cmploying principals have all contributed to the
program's qrowth. [Recurring criticisms from faculty are the lack of +ime
and resources to develop modules and instructional procedures. The module
program was developad with a minimum of outside financial support.
Facuity professionalism and enthusiasm have besn the program's greatest
strength,

vii



CHAPTER 8

CONSORTIUM DEVE LOPMENT AND COMPETENCY BASED TEACHER PREPARATION

by

inga K. Xelly and Gordon Rutherford
Depariment of Education
Washington State Unlversity

In July 1971, the Board of Education of the state of Washlngton adopted
guidellnes and standards designed to give new dlrection to feacher certifl-
cation in the state. The guidelines are based on the followlng princlples:
(1) preparation should be refated to performance, and performance related
tfo the objectives of fhe professional and his/her cllents; (2) preparation
should be Individuallzed and glve recognltion to personal style; (3) prep-
aration programs should be planned and developed in a participatory manner
by those affected; and (4) preparation Is a career-iong, contlnuing process.

Three teacher preparation agencles which are fo implement the princliple
vla consortla are deflned as professlonal assoclatlon, schoel organlzation
(I.e., any public or independent schoo! system or district or group of such
organlizatlons), and col leges and unlversitles. Programs must meet speclflc
criteria relative to consortium arrangements and preparation opportunlties
and alternatives. All preparation programs are-subject fo approval by the
State Board of Education. Two distinct types of consortia groups are (I)
the single purpose which is designed to develop programs for specific areas
such as physlcal education or counseling, and (2) the "umbrella" In which
several institutions and organizatlons act as a coordlnating agency for a
variety of speclal interest task forces. As of 1973, 46 consortla groups
were In exlste' ce in the state.

A case study of a language arts special area consortium group 11lu-
strates how the general concerns identified in the assessment applled to
and affected the operation of g speclific consortium group establlished to
~develop K-12 language arts teacher preparation programs.

viii



CHAPTER 9

APPRATS ING COMPETENCY BASED TEACHER CERTIFICATION

by

Donald P. Kauchak
Department of tducation
Washington State University

The developling concept of competency based teacher certification Is
analyzed and compared with more *radl+ional conceptualizations of certl|fi-
catlon. Basic but often unstated assumptions which undergrid competency
based cerfification are also examined. Through a review of selected materials
It Is concluded that there is lack of a credible research base and the
concomitant lack of valid ang reliable certlficatlion Instruments. A question
Is also ralsed as to the relatlve efficacy of states, Indlividuals or
Institutions all conducting research to validate locally defined teacher
competencies. Assuming that research programs for the vallidation of teacher
competencles are natlonally sponsored, the neéd.for adoption to local neuds
is emphasized. The importance of an operationally defined feacher education
program which provides competencies to teachers Is considered to be a flrst
priority in the development of competency based teacher certiflication.

CHAPTER 10

PERFORMANCE BASED CERTIFICATION WITH FOCUS UPON THE STATE

OF WASHINGTON MODEL

by

Wiltiam P. McDougali and James T. Shoemaker
) Department of Education
Washington State University

~ The chapter discusses the bgckground of certiflcation In terms of Its
history, rationale, and current %tatus, and describes two evaluation
methodologles: the accreditatlon mode!l and the Tylerlan Model. The
Washington certificatlion model:;, an exampie of performance based certifica-
tlon now In process, ls presented with a description of the Washington
State Department of Education Guidelines. A case study of the Southeastern
Washington Councelor Education Consortium Is given along with a discussion
of the many problems and Issues in its development. The chapter Includes
observations and suggestions concerning the Washington mode!. '
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CHAPTER |

THE TEACHER EDUCATION REFORM MOVEMENT

by

Donald C. Orlich
Department of Education
Washington State Unlversity
Pul Iman, Washington

As the decade of the 196Q0's closed, a mandate for change In teacher
education programs was being anticlpated and demanded by nearly all the
affected segments of our society. A national urgency for slgniflcant
changes In teacher preparation was the subject for comment by critics from
both In and out of the educational profession., One source of criticlsm
was the reallzatlon that public educational systems at all levels had
been unresponsive to massive social and technological changes. Some
critics claimed that stagnated feacher preparation programs were the major
causes of the ills being demonstrated In the natlon's schools., Moreover,
the latter half of_the -1960's was marked by violent student. confrontatlons
which had traumatic and potentially long-~lasting consequences on the higher.
e educational scene. Perhaps the sense of national urgency was the cilimax
: of nearly two decades of polemic statements both condemning and pralsing
the natlon's educational enterprise.

Teacher educatlon had not been Ignored, however, during those decades.
Many massive natlonal efforts had already focused on teacher Impfrovement.
Thls was so especially between the period 1958-1967,

During that period, the National Defense Educationzl Act (NDEA)
supported 8 broad spectrum of educational actlvitles, However, the
activities were supported not so much to Improve educatlion as to bolster
the natlon's defense potential, of which braln power Is so essentlal.

The enactment of the historlic Elementary and Secondary Education Act
of 1965 (ESEA) generated bllllons of federal dollars to be utllized by
local, state, and regional educational agencles. ESEA was halled as a
federal policy which would allow the schools to Implement the best posslible
educational and Innovatlve practices for all chlldren. However, reports
began to show that the ESEA programs were short-1lved, unincorporated into
the ongoing programs, and In many cases simply not helplng chlldren to
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learn better, especlally those from the lower soclo~economic clesses.
The warm reception which greeted the far flung federal programs gradually
turned to cyniclism, '

Panaceas of all sorts were apparent during the sixtles, or perhaps
they might best be labeled "brief enthusiasms." |t was the decade to
experiment: +fry new ldeas, gadgets, machines, technology, behavioral
objectives, Program-Planning-Budgeting Systems, Foreign Language Elementary
School, English as a foreign language, new sclence, new math, new everything
~-1f I+ was new It presumable had to be good.

A set of strategies. It became obvious that the varlous klnds of
inservice and preservice programs funded by NDEA, ESSA and the National
Sclence Foundation were not having an appreciable effect In changing the
schools., Thus, in 1967 the Unlted States Office of Education (USOE),
Bureau of Research planned a national intervention strategy to accelerate
teacher preparation reform at the institutional, preservice, and Inservice
levels. In that year the USOE announced a national competition to fund
selected proposals. The proposals chosen would be the "cutting edge" for
a total reform movement in elementary teacher education programs.

What emerged from these so called "Phase One" plans was not a
multipliclity of competing alternative models, but a monolithic set of
models that can be summarized as prototypes of the "Performance Based
Teacher Education'" (PBTE) system. To be sure, there were many different
program components, designs and mechanisms; but, the nine funded "exemplars"
all fit one kind of model that had Its roots in behaviorism. Following
the infitlal funding of the "Phase One" projects, the USOE requested proposals
for "Phase Two." This was to be the pllot testing, analysis, and applicatlion
aspect of the models from "Phase One," or even the pilot testing of models
yet to be designed. In 1969 eight colleges and universities were funded by
the USOE under "Phase Two." Analysis of all the "Phase Two" proposals
ylelded the conclusion that PBTE was the "in-thing" for the new teacher
education reform movement--at least as far -as the USOE's Bureau of Research
was concerned, Crltics of PBTE were more or less rendered poweriess In the
natlonal surge for "seed" money to federal, state, and nongovernmental
sources fo convert to PBTE.

Weber State College caught the eye of the Carnegie Corporation and
recelved a grant of $195,400.00 in 1969 to support Its entire education
faculty for one year. The goal was to prepare a total PBTE type program
which It wouid then adopt as Its reform program. Weber State went on to
be acclaimed as having the program of the year by the American Assoclation
for Colleges of Teacher Education, and was awarded the Distingulshed
Achlevement Award In (971,

A reform "environment," which has the potential for the creation of
truly alternative teacher education programs, has become, (In this
~writer's oplnion) an almost monollithic force undergirded by the tenats of
behaviorism. The evaluation axiom of the PBTE movement was: "If [+ can't
be observed it isn't performance, and thatfs not teaching," What has



literally taken hundreds of years fto analyze (i.e., defining teachlng
competencies) has been cavallierly approached by the State of Florida so
that between 1971 and 1974 they wlll supposedly have completed the task
(Golden). Agaln, this writer interprets the reform movement and Its
current outcome as an atfempt to bring relevance to teacher education
programs. The movement, however, has been transformed Into a system where
ephemeral competencies and performances (all prescribed I'n behavioral
objectives, of course) are the ends of teacher education. Ultimately '
such a posltlon will lInaugurate an age of anti-intel lectualism In teacher
education programs. And, the reform cycle wlll begin anew--just as all
the reform movements of the past century. Yet, the programs developed
under the tenets of PBTE are in a constant state of programmatic evolution,
T may be more prudent to walt and observe if the final products actually
emerge as better teachers, happier pupils, and more supportive school
environments.

To say that the PBTE movement [tself is totally monollthic would be
a gross simplication. There are several Institutions of higher education
which have not. jumped on the PBTE bandwagon, but have approached teacher
education reform in more cautious manners. One such approach Is the
" Seven Year Teacher Education Study.

The Seven Year Teacher Education Study

To develop a strategy for fostering the significant reformation of
teacher education programs in a systematic way, the Commisslon of Education
for the Teaching Profession of the National Agsocla+ion of State Unlversitles
and Land Grant Colleges (NASULGC) initiated and flscally supported a project
called "The Seven Year Teacher Education Study." ~Supported by the Executlive
Committee of NASULGC, and wlth the unanimous endorsement of the Association
of Schools and Colleges of Education In State Universities and Land Grant
Colieges, the Study group became a coordinated effort on the part of
Interested state supported and !and grant Institutions to reform teacher
education programs through a graduated reazllocation of existing Institutlonal
resources. The Study group was commlssioned to focus on program planning
fn some participating institutions and io initiate stages of Implementation
in others. The goal of the project is to share data. designs and plans so
that a mutually supportive informatlon system could be establlshed.

As of 1973, the participating institutions are:
Unlversity of Georgia
Unlversity of Massachusetts
Mlami University of Ohio
University of Minnesota
New Mexlico State University
University of South Dakota
South Dakota State University
Soutnern illinois University, Carbondale, and
- Washington State University.

These nine institutions collaborated to form an Institute for Tralning

.
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Directors of Teacher Education Reform Programs, ot which the Seven Year
Teacher Study Is a part. [nitially the project wis housed and administered
by the School of Education at the Universiiy; of '.as:achusetts. Dwight W,
Allen, Dean of 1hc School of Education, at that university became the initlal
Project Director; Allen was then followed by Kenneth A. Beattie as Staff
Director to coordinate the project. ODuring the 1972-73 yoar a decislon was
made to relocate tho project within the College of Education as Washlngton
State Unliversity. In 1973, wlth a renewal grant cbtained from the U.S.
Office of Education, Bureau of Educetion Personne! Development, the

project offlice was transfarred to Washington State University under the
directorshlp of this writer.

The project is attempting to fulfiil a numbe:r of serious needs which
must be met If large scale and significunt changes in teacher education
are *» be made on a national level. Bas|: rescarch Is necessary in the
unive-sities with a research orientation such as Harvard, Chicago, Columbla
and Stanford. FRuf, it is Imperative that the "mainiine" teacher education
inst'tutions bacome vhe foci of sorious viforts to reform teacher educatlon.
These are the state Instifuiions who graduate thi: vest majority of the
teachers. The Study attempts to fuster roform efforts in a selected
number of such Institutions which hev> promise for _xertlng a strong, positive
Influence on peer institutions in their ruupectlive regions.

In addition tu the necd for m king an impact on major teacher prepatory
institutlons, there Is a nred to domonstrate that signiflicant program
changes can be made on a large scalc without nhiavy dependence upon outslde
funding (usually federal). As mentioned previously, the change strategy
being adopted by the Seven Year Teacher £ducaticn S*tudy Is the gradual
real location of existing 'nstituiional 1::ources. A major goal of the
Study is to demonstrate that significant ch ‘nges can be made wlthout a
huge Influx of new fiscal resources. At the compleilon of the Study, the
participating Institutions wil! represeni rogional resource instlituttons
for others willing to embark on institultionally funded program re.’orms,

Project Objectives

Broadiy deflined, the objectives of this project are tfo:

I. Dlevelop a knowledgeab:e cadre of leaders capable
of directing ieacher cducation reform efforts on
their individual campusecs.

2. Develop a group of respecied teacher education
institutions thot can work tog ther to Initlate
change on a national level,

3. Influence teacher aducation progri'ms both on an ™
Individual basis and on th~ national level to become
more responsive to the newds of our contemporary
soclety.
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Supporting these very broad objectives are several more specific
objectives sought by the Institute. They are to:

I. Expose participants to a wide range of teacher education
program alternatlives. '

[pR]

Impart systematic program planning and Implementation
skills to partlclpants throughout the planning and
Implementation phases of thelr change efforts.

3. Help participants to improve thelir program designs by
‘exposing them to constructive criticlsm by thelr peers
at other institutlons who are Involved In similar change
efforts and by others outside of thelr own institutlons.

4. Help prepare participants to gather and utilize program
evaluation data to guide the ongoing revision of their
programs.

v

Encourage the exchange of ideas, materlals, perspectlves,
personnel, and experiences between the cooperating
Institutlions.

Conferences held by the representatives of the participating Instittutions
and the papers contained in this report refiect the achievement of the pneject
objectives. Those who attended the various project conferences in 1973 are
listed below: S ‘

I. University of Georgia: Joe Williams, Dean, College of
Education; Gllbert F. Shéarron, Chalrman, Division of
Elementary Education; and Horace C. Hawn, Director,
Teacher Corps Project.

2. University of Massachusetts: Horace B. Reed, Director
of Schoo! Services; Robert Suzuki, Asslistant Dean for
Administration, School of Education; Dwight W. Allen,
Dean, School of Education.

3. University of Minnestoa: William E. Gardner and Frank
B. Wilderson, Jr., Assocliate Deans, Coliege of Education,

4. New Mexlco STaTé University: Jack 0. L. Saunders, Dean,
College of Education.

5. University of South Dakota: Thomas E. Moriarlty, Dean,
Schoo! of Education.

6. South Dakota State University: Duane Everrett, Chairman,
Department of Education; and Robert D. Luchsinger, Depart-
ment of Education. '
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7. Washinoton State Unlversity: George B. Braln, Dean,
College of Education; Lloyd B. Urdal, Chalrman,
Department of tducatlon; Camlila Blishop, Michas!
Balasa, Arnold Gal legos, Robert Grunewald, Donaid -
Kauchak, inga Kelly, Willlam McDougall, Frank B. May,
Gordon Rutherford, James Shoemaker and Donald C.
Orllich--all Department of Education.

Instltutional Change

Each of the instltutions participating in the Seven Year Teacher
Educatlon Study has committed itself to a gradual and planned realloca-
tion of Institutional resources from Its traditional teacher educatlon
program to at l|least one alternative teacher educatlon program,

tn addition, the series of activities sponsored in the
lns+|+u+e set a framework and time schedule for anticipated completion
of steps In the process of bringing about institutional change. Further
indicattons of the commitment to institutional change is evidenced
by the steps taken by the institutions towards the Implementation of
selected alternative teacher education programs during the inltial years
of this project.

The major effort of the Institute for Training Directors of Teacher
Education Reform Programs will|l be the preparation of selected representatlves
from the individual iInstitutions participating in the Seven Year Teacher
Education Study. This preparation is intended tc stress the ldentiflcation
of cruclal problems in teacher educatlon, the gencration of new approaches,
and program models for preparing teachers.

During the project's duration each Institution in the Study formed
a Seven Year Study Group on its campus. These groups are composed of
faculty, administrators and students who are fnvolved In the planning of
that Institution's alternative teacher education program. In most cases,
the chalrperson of this group is a member of the Institute and Is respon-
stble for stimulating teacher education change efforts. [t Is the members
of these Seven Year Study Groups who were Involved In the 1973 Institute
activities.

The Institute activities have been organized around what Is labeled
a "development-evaluation strategy.”" The flrst phase of thls two-phase
strategy Is concerned largely with program development, but will also
establish the groundwork for the major emphasls of phase two which
concerns itself with program evaluation. Although the first phase
emphasizes development and the second phase evaluation, it should be
stressed that a critical principle involved In the development-eval-
uation strategy is that the data gathered In the second phase will
immediately be fed back Into activities aimed at program revision. Thlis
will mean, In effect, that developmental actlivities will be conducted
throughout the project. Evaluaflion data will be examined for thelr
Impllcations on program goals and operating principles. To this end the
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chapter entitled "A Micro~Grid Evaluation Model" provides one alternative
for the meaningful exchange of evaluation data.

The design and development of alternative teacher educatlon programs

wl 11l be subjected to continual review by others who are designing and
developlng programs. Accompanyling the implementation phase will be a
systematic evaluation of new programs. Preparation will be taking place

as an Integral and continuing component of program development and
imp lementation.

The needs beling addressed by the Institute Itself are concerned with
problems of program conceptualization, development, implementation, and
evaluation. Too often, those glven the responsibility for directing
program reform have been so heavily Involved in conducting the current
teacher educatlon programs that their horlzons with regard to program
alternatives are more iimited than they should be. These individuals
need Intense exposure to the development and operaticn of a wide range
of alternative approaches to teacher education.

Those struggling with the design and Implementation of new programs
often find themselves repeating the mistakes of others who have encountered
problems similar to thelr own. Though they hear about the success of
new programs, those directing teacher education reform programs rarely
have the opportunity to examine the weaknesses and failures of other
programs with an eye to avoiding such problems in thelr own change efforts.
The mutual cooperation amony institutions embarked on teacher education
reform should help to 1illeviate these problems,

Moreover, once an Institution has embarked on a program change,
the personnei In that Institution become so Involved in the operation of
the new program that they develop a "tunnei vision' that IImlts thelr
abt ity to percelve aspects of the program needing serious revision.
This attitude Inhiblts thelir exposure to promising approaches that might
be integrated into their program to improve it. !t Is too often assumed
that all preparation for program planning and design should take place
before the change is actually begun; once begun It Is also assumed that
all that remains of the task Is to put the design Into operation. Quite
to the contrary, there Is a great need for contlnuous program revision
and concommitant retraining for those Invoived In the program change.
Exposure to the ideas and constructive criticisms of outsiders are as
crucial throughout the Implementation phases as they are during the
planning phases.

All of these needs are being directly addressed by the design of the
Seven Year Study Group. The sharing of Ideas and designs allows them to
broaden thelr conceptual horizons, examine critically the change efforts
being undertaken by others, and provides a continuous exposure to both
the ldeas of others and to outside critical evaluations of thelr own
programs. In addition, the Institute activities wiii help provide
crucial inter-institutional support for the change efforts: support
resulting from the exchange of Ideas, perspectives, experiences and
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materlals; and mora!| support resulting from the awareness that thelir
peer Instlifutlons have also accepted the risk of experimenting with
major program changes.

Through the Institute mechanism, a model set of diverse programs
will emerge. The programs will all exhiblt +he unique aspects, potentials,
and geographic contlingencies which comprise the nine universities parti-
clpating In the project. These models may ult+imately be transported to
other institutions with simllar characteristics. Even more Important
than program ‘dissemination may be the processes that are taking place to
bring the Seven Year Study Project to Its frultion.

Organlzation of this Repor+

This report Is organized into nine addi+fonal chapters. Each chapter
reflects a major discussion which addresses the Study objectives previously
stated. The writers of the paper are all actively assocliated with the
problems about which they write, 1in this sense personal and institutional
experlences are being shared so that colleagues may beneflt from our
actions, conditions, errors and problems. More speciflcally we are
presenting reactions, observations and analyses of selected events from
the State of Washington since it Is acknowledged as a ploneer state In
early efforts toward performance based teacher education and certiflcation.

Possibly the most slignificant Implication of this report is that is
ralses questions and concerns about the apparent universal subscription
to the PBTE movement. |s PBTE a logical, rational, competitive system
for the preparation of more effective teachers,

with its clearly stated role derived objectives,
fileld-centered approach, individualization and personal-
Ization of instructlon, prespeclfied performance mastery
levals and modes of assessment, [+s capacity to permit a
student to progress at his or her own rate, and Its
conduciveness to systematic development and evaluation
(AACTE, 1973)7?
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CHAPTER 2

REVIEW OF SELECTED PLANNING PROCEDURES

by

Donald C. Orlich
Department of Education
Washington State Unlversity
Pul iman, Washington

One hallmark of organized activify Is the process called planning. If
changes are to be made in any aspect of the educational enterprise, a
substantial proportion of time and activity must be concentrated on
scheduled planning sessions so that effected changes may take place in a
more Systematic fashion, not just by random activity. Researchers in atl
disciplines have long known that If a well-devised research plan has been
prepared, then the results may be predicted. Only In occasional surprise
cases are outcomes unanticlipated. Program changes might also be antici-
pated in such a manner, f.e., predicted in advance. Educational planning
is not always the development of unique or creative gulidelines.

One aspect of educational program planning that seems to be generallz-
able Is that the plans being developed relate to problems which tend to
recur continually. To be sure the recurrence will be for different clrcum-
stances which require new sets of objectives and solutions; but the
problems seem to be cyclical and predictable. The context by which plan-
ning for changes In teacher education programs should take place Is that
those who participate with the development and implementation of the plans
help establish priorities and ultimately design mechanisms by which
the priorities will be achieved. |f one assumes the latter statement to
be valld, then the accompanying corollary will also be valld: planning
becomes futuristic pollcy making and is essentially a political mechanism
for change. |+ must also be understood that all plans.are simply
- probabilistic in that they are estimates of what ought to take place rather
than what will take place. By preparing written plans, priorities which
affect fiscal, material, and personne| decisions will be made known well
In advance so that success may be maximized to further organizational
goals. -
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The Planning Process

Historically, planning has bean listed as the first element of admin-
istraticn. For example, Heari Fayol (1649) defined administration as a
means by which '"to plan, to organize, tc commanc, to co-ordinate, and to
control." Fayoi’s etements were ultimately expancded by tuther Gulick
(1937) who described the now famous 'POSOCORE." POSDCORB became the frame-
work for those who arnalyzed adrinistroetion as being comprised of a series
of discrete functions.  Functions jgentified by Culick were planning,
organizing, staffing, directing, co-craineting, reporting, ard budgeting.
More contemporary adminisirative theorists contend that there is, to
borrow from Dougias McGregor (19260), a "human side to the enterprise.”

This means that the feelings of the involved individuals must be considered
and that The human resources cannot he considered in the same value system
as materials. Regardless of administrative theory or principles,
systematic planning as a process plays the key role i:+ organization,
development and chanaa.

Robert P. Huefner {1967) identitied four basic concepts associated
with planning. Huefrer noted that planning is firstly a management tool
which has the purposes of supporting democratic dacision making processes
by pooting the selection of goals and policies and quiding administrative
action to implement the goals and policies. He secondly identified the
planning process as a means by which to co-ordinate programs and program
elements.

Huefner cautioned that the third function of planning was to provide
and maintain current plans which would be flexible for changing conditions
and goals. A plan would provide quidance for decision makers as well as
implementers. The fourth element |isted by Huefner was called "competent
analysis." FEach step in the decision-making process should be guided by
the most up~-to~date knowledge and information concerning those specific
elements planned so thet appropriate decisions could be made.

Another aspect of the planning process is that the effectiveness of a
written plan may be judged by the manner in which it heips to affect
anticipated changes. Thus, an analysis of alternatives is an important
aspect of the planning function. This assumes that there will be organiza-
tTional inputs from all personnel. Waien plans are bein; formulated which
may change entire teacher education programs, it is most undesirable and
unrealistic to expect the chairmen or the deans to prepare the compre-
hensive pian. A more appropriate method would be to utilize the expertise
and knowledqe attained by various faculties. In this sense, planning for
teacher education changes may best be brought about through democratic
procedures and methodclogies.

A pattern for planning. Planning has at least six elements which tend
to be uniformly_agreed upon. These elements most logically are: (1) iden-
tification of the problem, (2) analysis of problem components, (3) state-
ments of soiutions and alternatives, (4) solution tests for reality,

(5) establishment of the craanization to zccorplish the changes, and
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(6) Implementation of change decisions. These six elements, It Is noted,
are simtlar to the so-called sclentlfic method of Inquliry. (Hansen).

One of the major problems In planning Is to Identify the procedures
which may be used in programmed steps to (nitlate the previously identitied
desired changes. To this end there are several systematic planning. methods
that can be used. All program plans tend to require some type Of "needs
assessment." The exact determination of fhe kinds of needs and the assess-
ment to take place is traditionally accomplished In an Intultive manner.
However, If major changes are to be made in feacher education, the require-
ment mandates that planning procedures move from an intuftive method to a
rather highly organlzed and systematic method. It must be cautlioned that
"needs assessments" must essentially be recognized as the Interpretation
of "wants." When persons are polled to obtalin a list of "needs,'" the
usual list will be those activities, ldeals, competencies or concerns that
are deslired by the respective respondents. The "wants" |ist must then be
translated to a '"needs" |1st; that is, how do the desired ends (wants)
become operationalized, For example, we want teachers who can perform with’
some preselected set of al+ernative teaching strategies. But, we need to
develop curricular materials, attitudes of worth, and models that can help
produce the deslired end, All too frequently wants and needs are consldered
as synonyms. They are not. Wants are ends: needs are means.

Program Evaluation and Review Technique

One of the methods by which planning for changes may be impliemented

is through the Program Evaluation and Review Technique (PERT). PERT Is a
method for planning diverse program activities regardless of how they are
coordinated, into manageable processes leading Yo the project's Ssuccessful
fruitlion. Note tnat the emphasis Is on management. [f a PERT network Is
established, there Is an underiying assumption that there will be manage-
ment concerns about planning, organizing, motivating, and confrolling the
flscal, material and human resources so that thelr total Interactions wlll
attaln a prede+ermlned set of objectives.

The PERT sysfem is an attempt to facilitate three common dimensions
of managing the project--time, costs {(or resources), and performance. Once
a generally agreed upon set of goals have been identified, all goals and
processes are sub-divided into very specific components and placed on a
"work divislon structure." A work division structure identifies all
components of every major unit. After the major units have been Identl-
fied, a notwork would then be prepared. Each network is composed of
events and activities. Events are defined as those items which represent
the start or completion of an activity but do not consume time, personnel,
or resources. Activities are those tasks or jobs which require the utilti-
zation of personnel and resources over a period of time. The PERT network,
then, is developed so that a timeline, management check, ¢ J cost analysis
estimate, as well as output products, may be ldentlifled.

...II_
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An outetanding source for PERT tecaniques is aveilable from th:
Unfted States Government Printing Offlce.  Thai source is:

Dusmond L. Cook, Program Evaluation and Review Technique
Applications In Education, U.S. Department of Health,
Education and Welfare, Offlce of Educatlion, OE-12024,
Cooperative Rasearch Monograph #17, Superintendent's of
Documents Catalog #FS-5.212:12024, U.S. Government Print-
Ing Office, Washington, D.C., 1966 paperback 45 cents,
100 pp.

Desmond Cook®s monograph prosents in detall the appliication of PERT
techniques to educatlonal processes and would serve as an inveluable source
and planning guide when using the PERT technlique.

Figures |, 2 and 3 follow and 1!!ustratec a sampic of @ PERT network
as It would be consiructed to aid in the implemantation of a curriculum
project.

Figure | shows +ha orgenization of the major clomants which would be
predetermined in the intiial planning ctage.. Using Cook's method the
nighsst nuinbered level (i.c., 4) is th» Initlal sten. Hersz ali major
elements and components are [dentificc. Each succanding love! then
requires a specific subset of elwnents., Figure 2 iilustrates the cctivi-
tics and events in a logically arrarged ordsr., Figure 3 shows the actual
PERT chart with added devails for the majoi eluments. Further, +the PERT
chart shows tho interrzlationship of ceosh element.

For examnln, in Figure 3 i1 can be obuarvad Thai activiities 3, 1, 5,
€ ard 8 may . bo intiated autonancusly. Monw of these activities is
totally dependent on any of the o*hers. With such pranning knewledge a
projzct cirector migh: wisia o usiign specific responsibiivities to various
teams. The teams can develop renorte which con be coordinal~d at event
numbzr 7. Howaever, i1 wouad not bz roscibie to bagin ﬁvmnf numier 12,
prior to comnierion uf boih evenis number 7 and il.

By eun,%lchlng o detaited PERT chart or nerwork for each aajor
clement i~ which change is boirg plannad, & visual schomatic is made
availadls cf anticiputed activities. PERT netwoirks must always be con-
sidered as "best predictions." Tae interralationcliips of 3!l elemnnts
become known. Precizion is then added to the projnct caierndar for tTimes
and cos* ostimnlss can be noted on the chert. Moro importuntily, critical-
areges ar+ ideniiticd in advanco of the avent. Frogram mmanagers can piredict
and preparc for anticipot. ! cetcomes. tHowever, os o,project progresses
there wii! co' "cinly be unenticipufed events 1ha+ reguiro mouirication of
the original network. Thus, Thers ought to be a continnus monltoring of
project aciivities and personnel so diat the PERY network resevbles a
reasonaplc and accurate blueprint for zotion. Finawlly, a more oiflicient

se of material and hurian resources wiil be the outcore of using a PERT
network to describe the project.
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LEVEL O LEVEL 1 LEVEL 2 LEVEL 3 LEVEL 4
Resource | Material Ob jectives |Goals Philosophical Evaluation
Unit Preparation Psychological Evaluation

Content Evaluation
Measurement Evaluation

Structure Determination
Evaluation

Instruc- fnitial Teacher Material
ticonal Material Student Material
Materials Audiovisual Aids

Evaluation lechniques
Reference Material

Field Test | Procedures

School Sample
Material Distribution
Tryout

Evaluation

Final Revised
Material Teacher Material
Revised

Student Material

Dissemination| Publication | fexts
Manuals
Reports

Orienta- Teachers
tion Administra-
tors

Lay
Personne

Figure 1
Tabular Work Breakdown Structure for Curriculum Project*

‘*Frgm Desmond L. Cook, Program Evaluation and Review Technique
App!vcaTIOn in Education (Washington, D.C.: USGPO, U.S. Department of HEW,
Office of Education, Cooperative Research Monograph No. 17) 1966, p. 53.
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lResource
| Unit

Level O
Material 1DisseminaTion
Preparation i Level 1
| | |
Objectives Instructional Pubt ications iOrienTaﬂon Level 2
Materials
initial lField Final

Materials Test Materials Levet 3

Teacher Student Audiovisual Evaluation Referencel
Materials Materials Aids Techniques Material| Level 4
Figure 2

Pictorial Work Breakdown Structure for Curriculum Project*

*Cook, Ibid., p.54
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The PERT technique has added at least three contributions to the
concepts of scheduling and controlling: |. PERT identifies lead time
for all project activities. 2. PERT helps to identify critical items by
estabiishing progress checkpoints and indicates the times when the specific
_points should be reached. By combining these checkpoints, the PERT system
indicates which activities will take the longest time to complete, and
therefore, needs the most attention. 3. PERT offers an instant evaiuation
procedure. Reports of the accomplished work may be integrated into a com-
puter system which compares the planned progress of each activity with the
actual progress. Changes in activity that delay ihe process zre easily
identified so that appropriate action can be taken. To provide a range of
time required for critical activities, estimates are made for each activity
on a three-way basis: optimistic, most likely, and pessimistic elapsed-
time figures. These three time estimates serve as comparative measures of
Time probabilities and thus help to identify the critical path or that
series of activifies wnich require the longest time to perform. The graphic
plotting of the activities, events and time estimates forms the PERT chart.

The PERT technique is simply a management tool. The decisions, needs,
objectives, value judgments, and commitments must be all made in advance.

Planning-Programming-Budgeting-System

One of the newer planning methods is that commonly called "Planning-
Programming-Budgeting-Systems™ or "PPBS." Depending on the orientation that
one holds, PPBS is synonymously called systems analysis or the systems
approach, which may or may riot be entirely accurate. These techniques are
methods which force those who develop plans to use problem-solving models
rather than management-type models, per se. This is not to construe that
the management mode! does not require problem solving, but that PPBS assumes
that all planning activities are associated with problems to be solved.

PPBS tends to revolve about three basic components. These are: (1) the
relationship of cost to output, (2) the ability to analyze (and typically
quantify) the effects of existing programs, and (3) the development of
future plans to represent requests for funding in a manner which is jus-
tifiable in terms of outputs rather than inputs.

The planning activities usually involve the development of a task
force which identifies needs, problems and resources. From this definition,
goals or objectives are usually specified and then prioritized. The pri-
orities are further sub-divided into responsibilities, benefits, and general
objectives. Every major element or program component of the organization
is analyzed in this manner.

, The programming portion of PPBS emphasizes the preparation of specific

objectives, decisions, and responsibilities through which goals are to be
accomplished. Alternate program strategies and evaiuative plans are devised,
as well as an estimated allocation of resources to meet the objectives.
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The budgeting component is rather unique in that the program (and/or
alternate) is first developed and then a task force or manager attempts to
fit the budget to the program rather than fitting the program to the budget.
[f one flaw is apparent in PPBS analysis, it is the budgeting assumption.
All schools of education have a budget presented or approved for their
activities as far as two or three years in advance. Their programs fit the
budget. Therefore, anyone utilizing PP3S must realize this basic contin-
gency.

There are many advantages to using PPBS techniques. These are:
facilitation of decision making, provision for resource allocation, a more
meaningfully written budget document, identification of specific program
objectives and lastiy, planned evaluation and provision for the development
of short and long range plans. Disadvantages of the PPBS system might be
summarized as: an inappropriate budget assumption, initial increases in
costs, a reversion to scientific management, and a threat of centralization
(allowing basic decisions to emanate from one source only).

A major source of subjectivity in using PPBS techniques is that input-
output units or costs in teacher education programs may be very difficult
to compute. The usual cost method is to use a unit such as studert-credit-
hour or full-time-equivelent unit as a basis for dollar comparison. But,
as David R. Witmer (1972) candidly points out, these objective-appearing
units can be treated by several different methods so that the unit may not
be operationally defined or easily manipulated.

Further, there is great difficulty in measuring the qualitative
aspects of a program. Legislatures which mandate that "X" number of
contact hours or student-credit-hours be enforced for all faculty members
cause a direct conflict with sta+te boards of education or educational
associations which mandate a competency approach to teacher education.

For example, in [97] the Washington State Legislature mandated that
faculty be required to teach each week |5 contact hours in community
colleges, 12 contact hours in state colleges, and 10 contact hours in
state unjversities. At the same time (1971) the Washington State Board
of Education adopted a set of teacher education program guidelines which
required colleges of education To prepare teachers through programs which
were individualized and competency oriented, designed jointly between
universities, school districts and professional organizations, and which
would allow "alternate" means toward the obtaining of a teaching certif-
icate.

An analysis of these gcals shows that they tend to be mutually
antagonistic. The appropriations for an individualized program did not
materialize either in 1971 or 1973; neither group has established a mean-
ingful dialogue with the other concerning teacher education. The state
faces an excess of teacher candidates, and the colleges of education are
called on to be "accountable" with "individualized" programs.

Such conflicts do not aid in systematic decision-making nor do they
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help to establish accurate bases for the comparison of inputs-outputs,
quantity or quality. Yet, the overall concept of goal identification and
the searching for alternative means by which to identify goals most effi-
ciently and effectively is an important facet of the PPB3 system.

There are two excellent sources concerning PPBS in education. The
first is one of the early applications to education: Harry J. Hartley,
Educational Planning-Programming-Budgeting: A Systems Approach. Hartley's
freatment of Educational Planning-Programming-Budgeting provides the
reader with an excellent overview of the general theory. For a mcre de-
tailed and applied treatment of PPBS, the reader is referred to Orlando F.
Furno, George J. Collins, and George B. Brain, Planning, Programming,
Budgeting Systems: A Practical Approach (1972, 336 pp.).

Management by Objectives

One extension of the systems approach is the concept called Management
by Ob jectives (MBO). MBO is chiefly a business and profit-making technique
predicated on the assumption that 1f any organization is fto maximize its
potential, growth or production it must first have clearly delineated,
prescribed and measurable goals. Quite obviously in education, this is an
adaptation of the behavioral objective described early by Ralph W. Tyler
and }ater popularized by Robert F. Mager. The basic steps of MBO are listed
below.

Key educational leaders and administrators review the school district
or institution's overall goals, strengths, weaknesses, plans, budgets and
other critical elements. This review leads to a set of written plans to
improve the weak areas and to strergthen further those areas which are
evaluated as ''strong." These plans would also establish a clearly deline-
ated set of school district or institutional objectives. Once these objec-
tives have been specified all organizational, managerial or administrative
efforts are focused to bring the stated objectives to their successful
fruition.

The next element is to clarify and establish performance standards for
all other administrative divisions. All achievements and activities must
colncide wiTthmajor organizational objectives. Results are the ends of MBO,
not detailed role descriptions. That is, it matters [ittle how a role is
defined in the personnel manual. The objectives to be met take priority
over all other functions.

The third element is the preparation of an improvement plan by each
unit in the organization so.that measurable contributions can be made for
improved performance. Commitment to the goals and commitment to improve is
prerequisite to MEO.

A performance review is the fourth basic step in the MBO system. This
means that precise measures will be epplied to each administrator and indi- .
vidual in the organization. The performance review is simply matching
productivity with the stated goals.
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The next s%ep in MBO is a rewards system that recognizes those
who achieve their goals and training programs to help those who do not
achieve their goals.

The process is recycled so that after the evaluation data are avail-
able, the objectives may be modified. ¥ an organization used only a sum-
mative evaluation technique, then the chances for goal modification are
greatly reduced until & rather long period of time has transpired. Forma-
tive evaluations would be much more appropriatc since they allow a constant
evaluative monitering. This requires that formative evaluation "check
points" be built into the plens. Thus, if contingencies arise or planning
assumptions prove to be invalid, a modified set of objectives can be sub-
stituted into the system.

Those anticipating the use of MEC must be aware of pitfalis that cause
a loss in valuabte "human potentizl" and ioss of morale. For example, it
must be observed that MBC can approach an unidimensional communication
system, e.g., goals beiny decided at the 'top" and applied "down." |In this
respect MBO has the power to get things done. But, appiied in that manner
MBO is authoritarian, doctrinaire and anftihumanistic. Administrators must
build a multiple communications system if they desire a more democratic
organijzation--of which universities take noted pride. There are only ends
in MBO, and these are usually quantitatively stressed. Persons in such an
MBO system are treated as "givens."

MBO can be democratized so that goais are developed through group
consensus. This allows persons at the operational level to affect and
establish the productivity standards. Even then MBO may inhibit truly
creative individuals since their ideas might be subsidiary to the organi-
zation's, once the goals have been established. Yet, the achievement of
organizational goals leads to a rowards system that would u,timately
relnforce porsonal behavior to achieve organizational goals in lieu of
totally personal ones. There is always a place for personal goal achieve-
ment--when the organizational! goais have been met.

An MBO system does have the advantage of being task-oriented, maximiz-
ing resources to achieve those tasks and of developing efficiency. In
closed or fixed systems where the products are well defined, MBO techniques
are easily itstalied and applied. Ecucation, it must be cautioned, is an
open system which is further comprised of multiple sets of sub-systems with
few of these being controllable or totally manageable.

The acceptance of MBO as an operational model within educational depart-
ments would be consistent with Performance Based Teacher Education (PBTE).
But, to impiement a total MBO system would, in this writer's opinion, reduce
the creative potential of that handful of prime movers who can be found in
dynamic and prestigious universities. Also, education must surely heed the
advice of Raymond C. Callahan (1962), who warned in his classic work that
the goals of business anc the goals of education are really quite different.
And yet, can there be any disagreement with success?
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Regardless of the type cf program changes which are anticlpated, the
selection of goals and objectives becomes the single most Important and
critical element of the planning process. How can persons who hold diverse
viewpoirits present thelr positions in a rational method, but at the same
time reduce the impact of personal power or status? This can be a per-
plexing problem In planning. Although universities tend to pride them-
selves as belnyg the epitome of democratic Instltutions, I+ Is rather
apparent that the dicision-making structure on university campuses fol lows
a bureaucratic or hierarchial pattern. Although the facuity tend to
consider themselves as being "equal' there are in fact, those who are "more
equal." For example, in most Institutions, the faculty only make
"recommendations" to their administrators. |t Is the administrator who
makes the decision. However, administrators have long known that it Is to
the beneflt of the organization fo have inputs and Ideas from faculty which
are congruent with organizational (administration) goals and objectives.
Several planning techniques will be discussed below which may be of value
to those organizations desirous of alternate planning strategles.

Delphl Technique

To accomplish the task of obtalning inputs, The Delphi Technique
appears to be practical and can be employed in the planning processes to
ldentify problem areas and to prioritize goals. As has been amply
developed previously, declsion making and planning must be systematic if
they are to be effective, efficient and worthwhile. One of the problems
in making decisions is to forecast or predict what the future might hold.
Qr, It may be prudent to establish priorities for goals.which have already
been identified through a needs assessment or opinlonnaire. To this end
the "Delphi Technique" allows a methodology for organizing and priori-
tizing the judgment of elther experts or those who wlll be concerned with
the planning and implementing of change.

The Delphi Technique was origlinally developed or at least popularized
by the RAND Corporation, (Heimer). The Delphl Technique Is justlfied
primarlly on the rationale that it allows for professional judgments to be
made but without allowing status or high position persons from forcing
judgments in the directions which they deem desirable. The Delphl method
is an attempt to identify organizational consensus. The following is
quoted from John Pfelffer, New Look at Education.

Research on the consensus problem was conducted in the
early 1950's at the RAND Corporation. Olaf Helmer and his
col leagues developed a special way of obtaining group oplinions
about certain urgent defense problems, and christened it the
"Delphi™ method in honor of the oracle of Apollo. An unclassi-
fied version of this method was published about five years ago,
and has stimulated a good deal of research since then., It Is
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intended to avoid personality pressures and related compl ica-
tions and to get an expert opinion without bringing the experts
together face-to-face. They are consulted individually, as a
rule by questionnaire.

There are a number of variations on the Delphi theme,
but the general idea is to prepare successive rounds of
questions designed Yo elicit progressively more careful ly
considered group opinions. The procedure, which involves some
rather sophisticated ways of arranging and presenting infor-
mation, may take a form such as the following:

. The first questionnaire may call for a list of opinions
involving experienced judgment, say a list of predictions or
recommended activities.

2. On the second round each expert receives a copy of
the list, and is asked to rate or evaluate each item by some
such criterion as importance, nrobability of success, and so on.

5. The third questionnaire includes the list and the
ratings, indicates the consensus if any, and in effect asks the
experts either to revise their opiniors or else to specify
their reasons for remaining outside the consensus.

AN

4. The fourth questionnaire includes list, ratings, the
consensus, and minority opinions. |1 provides a final chance
for the revision of opinions.

The procedure generally succeeds in its objective of
encouraging convergence of opinion, or at least a majority
opinion and a clearty defended minority opinion (1968, pp.152-
153).

The use of the Delphi Technigque is easily extended to include those -
“aspects of teacher education programs which are familiar to participants.
A series of events might be rated as to their desirability or probability
of occurring. In addition, all respondents are encouraged to provide
statements about what impact the events might bring if they do occur. For
example, the Delphi Technique could be utilized most effectively in first
identifying whether a faculty desires to move toward the competency-based
method of teacher education or not. One of the very difficult problems
is, of course, the formulation of educational policies and plans that will
altow for alternative future options in teacher education. A series of
preference statements could be identified by a team of writers or task
force and distributed to the faculty of education for their response. In
-wsUucha manner, 'consensus could easily be identified or could be identified
on those items which have higher and lower consensus or agreement. In
one sense, the Delphi Téchnique is not a scientific technique, but
rather an intuitive method by which all members of an organization have
an effect in shaping organizational goals and policies:
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One example. The Delphi Technigue was utilized in 1971 by the
Washington State University, Department of Education, Advisory Committee
to rank-order departmental priorities. After three rounds of printed
questionnaires, the number one ranked item which emerged was & need to
"re-examine the assumed priorities, goals and objectives of the Department
of Education in light of current, econcmic and social trends of manpower

needs." Interestingly enough, this particular item has been validated
at least twice since the 1971 Delphi Technique through other departmental
assessments., ’

Two articles appearing in the Phi Delta Kappan are offered as
intferesting cocmmentaries about the Delphi Technique. These are:
W. Timothy Weaver, "The Delphi Forecasting Method," Phi Delta Kappan,
Vol. 52, January, 1971, pp. 267-272; and Frederick R. Cypheret and
Walter L. Gant, "The Delphi Technique: A Case Study," lbid., pp. 272-73.

I't should also be noted that the "Sujgested Goals for Washington
Common Schools,'" published September, 1971, by the Washington State Board
of Education were accomplished by use of the Delphi Technique. During
the Spring of 1971, a wide geographic and occupational cross-section of
Washington citizens was identified to participate in a three-phase
Delphi survey. The sample survey was comprised of urban, suburban, and
rural area persons and included teachers, administrators, students,
business, labor and professionals, members of higher education and staff
members of the Office of State Superintendent of Public Instruction(OSSP1),

These respondernts were first asked to prognosticate to the decade
of the 1970's and to share tneir thinking and feelings about what students
ought to know, feel and be able to do as a result of their K-12 school
experiences. As responses were gathered, consensus opinions and dissenting
opinicns were studied carefully and ultimately used to develop Washington's
"Ten Goals for The Common Schools!'. Cf interest, the minority opinions
which were obtained in this manner numbered 67 with accompanying sub-groups
and were published as a statement of the OSSPI entitled, "Delphi Survey
Minority Opinion Repor¥," July 10, 1971. Thus, the Delphi Technique has
been utilized to identify both majority and minority consensus positions.

Problems with the Delphi technique. The Delphi technique can be used
most effectively when there might be predictable but conflicting,
opinions or attitudes. |t could be assumed that the Delphi technique
would readily identify problem areas with great ease. However, in 1971
when Dr. Toshio Akamine of The Depariment of Education at Washington State
University began to note the frequency distributions of faculty responses
on 14 items which were distributed in a faculty questionnaire, the method
by which the ranking was accomp!ished would in fact change some of the
ranking orders. For example, if a ranking order of one equaled first
place, two equaled second place, three equaled third place, four equaled
fourth place, and so on, in descending order, +then an average of the indi-
vidual rankings per item would reveal the overall total average. |n other
words, the item that would be ranked the most important priority or what-
ever, ought to have the iowest numerical ranking. As it happened with the
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Department of Lducation at Washington State University, the highest ranked
item (establishment of department priorities) was obviously the number one
response. Clearly, this meant that if one used a total weighted average,
or a median ranking, or a frequency of rank as number one, or a frequency
of a weighted or unweighted ranking of first and second, or the frequency
of weighted or unweighted frequency as first, second or third place choice,
the top ranked item remained the number one priority for the Department of
tducation. Further when the items were placed on histograms this particu-
lar item had the greatest {requency of number one responses. But, at that
point all other items showed a gradual shift in rank order depending on
the method used to calculate the weighted ranking. See Figure 4 for an
example of the top ten Items.

What this means is that-there is & high probability that those items
which have the highest priority and perhaps the lowest priority may be

easily identified. |In the 1971 Washington State University Delphi survey,
it was discovered that the fop rated item did not change {ts position
even Though seven different ranking methods were used. However, that was

the only item that had such stability. All other items moved either
upward or downward in priority depending on the type of statistical

method being used. For example, 1f total weighted rankings were used, the
top eight priorities would have been ranked as following (where the letter
represents the item): B-G-D-E-H-C-A-F. |f, however, the ranking was to
have been accomplished by the frequency by which the item was ranked number
one ‘then the ranking was as follows from highest to lowest: B-E~-D-G-H-C-A-
F. Table | shows the movement of the various rankings, using letters to
represent each of the priority items, fto demonstrate a subjective charac-
teristic of using the Delphi technique when attempting to quantify
responses. This is not to be construed that the Relphi technique is not

a powerful tool. This is merely to point out that there js a probiem in
ranking the items when one attempts to quantify them and reduce bias.

A second major concern and problem which appears when using the Celphi
technique is that the manner in which the statements are written will
affect their outcome priority ranking. Value-laden terms will cause a
shifting in rank upward or downward. |t becomes extremely crucial that
statements be elther value-free, or refiect preclse points. This Is not to
‘state that value-laden iterms ought not be included. But if included,
value-laden items may cause a biased set of responses. ‘ o

Accompanying the protblem noted above is that of stating or developing
an initial set of Items. To begin with, all faculty members have some
"Intuitive" or "felt" concerns. [t may be well to begin with these
concerns., Or it may be better to beqin with an open-ended type of
response ltem where all facuity members are asked to {ist or jdentify
what that faculty member considers fo be the two or three major probiems
associated with the teacher education program. These Ilsts would then be
sent to a task force or editing committee for compilation. However, tf
the lists are very lengthy then additional editing, classifying and
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grouping must take place so that a meaningful response pattern can be
generated when the first questionnaire is distributed to the members of
the faculty.

One last caution--the lists which may be generafed by a group may be
very biased from the inception. This means that what ought fo'really®
take place might not even be listed by the respondents. I|f a major policy
determination is fto be accomplished vi> The Delphi Techniques it may be
prudent to retain an outside consuitant to analyze each of the statements
for their implied meanings, as well as to identify statements or priorities
that were not explicitly identified. This would be an adaptation of
Michae! Scriven's (1972) "Goal Free Evaluation" “achnique. Too, a great
deal of subjectivity enters into the editing of initial or added state-
ments.

As minority opinions are appended to the basic questionnaire, the
chances of their mcving up 7o top priorities are highly ;morobable if
only three distributions of the questionnaire are made. 1f one uses the
Deiphi technique, and does desire to have the minority opinions appended
and have an opportunity tor prioritizing, then a minimum of four question-
naires musi be distributed. This assunes that fhe distribution of the
first questionnaire would lead to the s2cond questionnaire on which the
minority items are included. The third guestionnaire would allow respon-
dents to rank the minority items and “he fourth questionnaire would
require further ranking and evaluvating by respondents.

The Delphi technique will probably require at least one month or
longer to accomplish depending on the size of the faculty and the complex-
ity of questioinnaire responses. The important consideration is that the
faculty has an opporfunity fo identify those issues or problems which
they perceive as important. Furtiher, it allows administrators to add
their input since they too-are concerned with the probtems which will
occur as changes in programs take place. Administrajors may desire to
send out Théir own Dalphi questionnaire to ‘identify administrative priori-
ties.

As a planning technique, the Deiphi method should prove to be in-
valuabte as institutions beain to probe the values of competency-based
teacher educution programs or any other changes toward which departments
nf education will move. A basic assumption of this wiriter is that there
will be a pluralistic set of fteacher-education programs developed in the
departments of education in the United Staftes of America--not & monolithic
one. By using a planning technique such as ihe Delphi method, administra-
tors, faculty membe~s and others irvolved in professional teacher educa-
tion may provide sysiematic inputs for decision making. .Of course, it is
the action that follows the plans that is important. Michaelangelo under-
stood this when he created his "[avid." The essence of good planning is:
to act on that which is desired. The next sections describe some other
techniques for planning the action.



Advocate Teams

The use of Advocate Teams has been proposed by Diane L. Reinhard as
a means of desligning methodologies whilch concern input evatuation
strategies {1972). Although Reinhard's use of advocate teams is
speciflcally cdesigned to solve evaluation problems, there appears fo be a
high degree of applicability for advocate team use.when serious planning
processes are about to commence. The advocate team strategy is a means
by which convergence of action is assured. The advocate team strategy
could be used in planning when it ls desirous to achieve a method which
must be acceptable to an entire group: that is, the group would hold
homogenous viewpoints, An advocate team would be selected with the
objectives that team members would prepare a written statement expressing
those views on planning means and ends. The advocate team might not
initially evaluate the ptanning concepts but would propose and explain
them In great detall.

The advocate team is selected from group members who have viewpoints
known to the person who appoints the team. Typically an advocate team Is
comprised of from four to six persons. They will be asked to describe
tasks, criterla and other essential Information that will be used In
planning procedures. In short, they will be glven a set of specifications
which describe what is expected of the team. Usually an advocate team
will propose some selected strategy to accompiish the given set of object-
ives, In establishing advocate teams an appropriate procedure is to
choose the team chalrperson first. The team chairperson should then have
veto power over the selection of other team members regardless of how they
are selected. This allows for the team chairperson to identify those with
similar viewpoints and who will remain on task.

The relevance to feacher education programs would be that in-house
teams could be used for planning since these same Individuals may have to
implement the plans. However, 1+ should be noted that 1f advocate teams
are comprised totally of insiders it may allow for a rather homogenous or
a "locked in'" approach to the plan. This means that internal adversarles
may emerge and I[imit the advocate team from accomplishing Its stated
objectives. This can be anticipated by the use of a second technique which
Is defined by Reinhard as the "advocate-adversary team," discussed below.

Advocate~Adversary Team Approach for Planning

|+ can be validly assumed that not ail education depariment personnel
or faculty will be committed to any specific change at any one time. All
too frequently the advocates of a proposed change are as biased as those
who oppose them. One method by whlch to examine data or proposed changes
from two different viewpoints is to appoint an "advocate-adversary team."
In this particular modei all statements or objectives are prepared,
written and examined by two specific teams: (1) the advocates, and (2) the
adversaries. Viewpoints are prepared in writing so that the two groups may
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apply dlifferent criteria as well as establishing their own biases and
vliewpolnts when cross-examining the advocate position. This particular
system would aid in the development of competing viewpoints and In identi-
fying unantlcipated problems which the adversaries observe. [n essence
this Is a role playing technlque which can develop into a very powerful
method to identify weaknesses in any specific set of plans. Robert Stake
used such an adversary statement in evaluating a gifted student project
(1971). The adversary developaed both favorable and unfavorable comments
about the project.

. The adversary statement may tend to allow for a type of epistemologi-
cal weighting--that is, hard data presented by the advocates might receive
more weightlng than "soft data," such as intuition, feelings or opinlions.
The objectives that would be evaluated by both the advocate team and the
adversary team would be prepared prior to organizing elther team. B8oth
the advocates and the adversaries must be allowed the opportunity to eval-
uate the polar positions in writing. {n this sense, obstructionism can be
countered by logic or empirically supported statements.

In most cases the technical adequacy of the planning must be evalu-
ated; that is, do the planners have adequate knowledge of what they are
attempting. By usling "process" evaluation such as the advocate-adversary
team, a systematic feedback takes place which reduces the rlsk of haphaz-

ardly establishing the plans. In short, use of the advocate-adversary
team approach allows for strong minority statements which in the last
analysis will aid an entire department of education as it seeks change.

An advocate-adversary mechanism could have saved the State of
Washington much confuslion in the apparently premature acceptance of its
1971 standards for teacher preparation. Between 1967 and 1971 the
Washington State Office of State Superintendent of Publlc Instruction
obtained statements from various individuals about changes In teacher
certification programs. But in no case did advocates and adversarles ever
openly analyze each other's statements. As a consequence, although the
1971 standards were formally adopted by the State Board of Education, there
has not been the adequate funding by the Legisiature which is required to
implement the standards, nor have the respective boards of regents of the
six state universities and colleges formally accepted the baslc tenets
of the 1971 standards. The State of Washington, may be pralsed as being
on the cutting edge of teacher certification but finds [tself embroiled
in an internal struggie. Those who oppose the 1971 standards can now
play the obstructionist role while those who support the standards avre
confronted with programs which are extremely costly and do not have
financial resources to support them. Ultimately this dilemma wi |i
approach the crisls state In Washington and it might be predicted that an
advocate-adversary conference will be commisslioned to define a workable,
fiscally responsible, and manageable system for the certification of
teachers.
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Team Planning

It can be also validly assumed that all teacher education programs are
comprised of heterogeneous units, committves or departments. Thus, the
plenning processes for changes in teacher education programs must allow for
team building within related sub-units or committees. For example, at Wash-
ington State University the Department of Education is sub-divided into five
area committees: administration and higher education; curriculum and learn-
ing resources; educational psychology, counse!ling and evaluation; eclementary
ecucation; and vocational-technical education. Faculty members from all
five area committees share some responsibility for the undergraduate teacher
education program. Any anticipated changes with the total program has con-
ccmmitant effects on all area committees. To coordinate the individual
committees, a series of Department of Education standing commitiees function
to aid in intradepartmental communication.

To change the teacher educaticn program in any significant menner,
there must be provision made to promote team planning for specific ccmponents
of the teacher education program. Such planning means that time allowances
and commitments to change in some pre-planned and desired direction must be
made.

Case Studies of Forward Planning

During the 1972-73 academic year, members of the College of Education
at the University of Minnesota began a management systems study wita an
yltimate goal to develop a more flexible and responsive organization. It
was apparent that the departmental and committee model did not aillow faculty
to work in "nontraditional structures and roles." Departments, for example,
are Traditionally oriented to their respective disciplinary consideiations
and roles. These, in turn, restrict creative or novel organizational
patterns since faculty members identify themselves with the departmental
"press." ‘

To commence with planning for the reorganization models, two sets of
planning groups were convened: one from the university, the second frcm
outside the institution. From these planning groups emerged a tentative
model which redistributed faculty resources from traditional deparimental
roles and identies toward more ''programatic' ones. The finalized pians
called for the conversion of nine departments to six different programs.
Each program will have its own set of administrators, faculty, and students.
Since budget should follow program, a simulated set of budget documents were
prepared so some organizational autonomy could be maintained. Simulated
budget planning was accomplished to determine the feasibil ity of significant
program changes but still meeting obvious fiscal restraints. A field test
of this organization plan is anticipated in 1973 or 1974.

In 1971 the University of Massachusetts undertook even a more dramatic

approach fo restructure the School of Education. Basically, all departments
in the School of Education were collapsed. In their place emerged a series
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ot aiternative and competing teacher preparation programs. A total of 24
differeni programs were offered to prospective teachers. These programs
rangzd from traditional approaches, urban and rural field centered programs,
+o ioternational educational experiences.

Each program is administered by a director, who may be either a faculty
member or a graduate student. It should be noted that all graduate students
have the right To vote on educational concerns. This is more striking when
one considers that the graduate student block has approximately a ten to one
ratio over tne faculty block.

No program can claim to be permanent, since the existence of all pro-
grams is contingent on recruiting a critical number of teacher trainees.
n a sense, this method truly represents a "temporary systems approach" fo
teacher education.

Although Minnesota and Massachusetts represent two very diverse cases,
they do point to the one key essential--planning. The former represents
the concept of longitudinal planning for change, the !atter a master plan
which incorporates the concept of continual planning for change~-perhaps a
rcal case of a Future Shock oriented plan.

In Sum

The purpose of this paper was to identify selected components which
seem essenvial for planning in institutions which are democratically admin-
istered. Since it is inconsistent with the philosophy of democratic
instivutions, an obvious omission of asuthoritarian-ordered change was
mcde by fhe writer. Quite appropriately, MBO systems in such an environ-
iment must be greatly modified to meet at least threé philosophic concepts
which have been Traditionally accepted in higher education. These are:
(1) the notion of individual competence, (2) academic freedom, and (3)
Aenartmental autonomy. Also omitted is a discussion of group dynamic or
behaviorally-oriented "T'" group techniques for planning. This omission
iz done only to conserve space, not to ignor these powerful methods.

The essence of planning is to guide future changes. Well developed plans
ar@ the first steps toward field testing, implementation or diffusion of
meaningful innovations,

Teacher education is usually one function of a state university. It
is not, in most cases, the most important one. Such a status for teacher
preparation programs can be intarpreted to mean that faculty in other
disciplines wiil have to be convinced that they too must change their
structure. This has almost always proven to be a most formidablie challenge.

The writer wishes to acknowledge the aid of Dr. C. James Quann,
Registrar at Washington State University, in preparing the section about
PERT analysis.

~30-~



REFERENCES

Callahan, Raymond E.; Education and the Cult of Efflciency. Chicago:
University of Chicago Press, [962.

Cook, Desmond L., Program Evaluation and Review Technigue Appllication In
Education. Washington, D.C.: U.S. Government Printing Office,
Research Monograph No. |7, 1966.

Cypheret, Frederick R., Walter L. Gant, "The Delphi Technique: A Case
Study." Phi Delta Kappan, 52:272-73, January, 1971.

Dooley, Arch R., "Interpretation of PERT." Harvard Business Review, 42:
160-68, March/Aprif, 1964.

Elliot, Norman J., "Introduction to PERT Cost." Journal of Accountancy,
115:84, March, 1963.

Fayol, Henri, translated by C. Stores, General and Industrial Management.
London: Sir isaac Pltman and Sons, 1949,

Furno, Orlando F., George J. Collins, George 8. Brain, Planning, Programming,
Budgeting Systems: A Practical Approach. (N.P.), 1972.

Gulick, Luther, "Notes on the Theory of Organization," in Gulick, Luther,
L. Urwick, Eds., Papers on the Science of Administration. New York:
Institute of Public Administration, 1937.

Hansen, Keeneth H., "Planning for Changes in Education,' in Morphet, E.L.,
C. 0. Ryan, Eds., Planning and Effecting Needed Changes In Education.
Denver: Citation Press, 1967.

Hartley, Harry J., Educational Planning~Programming-Budgeting: A Systems
Approach. Englewood Cliffs: Prentice Hall, 1968.

Helmer, Olaf, Analysis.of the Future:  The Delphi Method. Santa Monica,
California: RAND Corporation, 1967.

Huefner, Robert P., "Strategies and Procedures in State and Local Planning,"
in Mérphet , E.L., C. O. Ryan, Planning and Effecting Needed Changes
In Educatlon, Denver: Citation Press, 1967.

McGregor, Douglas, Human Side of Enterprise. New York: McGraw-Hill, 1960.

Pfeiffer, John, New Look at Education. New York: The Odyssey Press, [968.

Pomeroy, Richard W., "PERT--Program Evaluation and Review Techniqu=z.
Young Journal, 10:9, April, 1963.

Arthur




Reinhard, Diane L., "Methodology for Input Evaluation Utilizing Advocate and
Design Teams." Preliminary draft, The Ohio State Unlversity Evaluation
Center, Columbus, Ohio, September, 1972,

Scriven, Michael, "Prose and Cons About Goal-free Evaluation." Evaljuation
Comrent, The Journal of Educational Evaluation, 3:1-4, December, 1972.

Stake, Robert E., Craig Gjerde, "An Evaluation of TCITY, The Twin City
Instltute for Talented Youth, 1971." CIRCE, Urbana: University of
IHlinois, 1971.

Weaver, W. Timothy, "The Delphl Forecasting Method." Phl Delta Kappan,
52:267-72, January, 1971.

Witmer, David R., "Cost Studies in Higher Education." Review of Educatlional
Research, 42:99—!27, Winter, 1972.

-32-



RVRILABLE
CHAPTER 3 BEST COPY

A MICRO-GRID EVALUATION MODEL
by
Donald C. Orlich, Lonald P. Kauchak, Camilla Bishop
Department of Education

Washington State University
Pullman, Washington

Evaluation of teacher education programs has traditionally relied
on external evaluators such as accreditation teams or ad hoc visitation
teams who are invited to examine the totality of & teacher educatior
program. The reports of thcse teams are, by and large, meaningless as
devices on which to focus for the improvement of teacher education
programs. The reasons for making this sweeping indictment are: (i) the
accreditation reports aadiess themselves to generalities, (2) the criteria
by which programs are judged tend to be very generai, (3) the inter-
mittent characteristic of such reports means that at least five or ten
years will transpire before there is concerted preparation for the follow-
up visitation, (4) meaningful baseline data are not accumulated nor are
they maintained on a year by year tasis, (5) the faculty seldom pays
serious attention to a report unless it is so grossly negative that it
would threaten accreditation, and (6) the feedtack is seldom directed to
specific components of the program.

To alleviate the shortcomings of non-systematic longitudinal eval-
uvations an eveluation model has been designed which may reconcile the
shortcomings iisted above. More precisely, the model which we propose
is more properly defined as a "contexi evaluation model." Both products
and processes which are being utilized in specific components of the
teacher education program are being judged against a set of predetermined
criteria. Any concept or practice is first identified, e.g., "micro-
teaching." The concept of micro-teaching can then be explicitly described
with a set of variabies which pertain directly to that general concept.

A distinctive set of evaluative criteria can thern be established along

some continuum. Each set of evejuative criteria wouid be applicable to

the concept in general, but would be specific to each separately identified
variable. - See Figure 5.
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"Concept or Practice to ba Fvatuated"

Setected Variablus (V) ivaluative Critaria (EC)
vy £y EC? EC3 EQ4
Vs ‘ s EG,  ECy EC8
Vg €7y ECIO ECIJ Eclz
V4 ECyz fCj4 ECys ’Ect6

Figurs 5. Generzl Modet for Construction of Evaluative Micro-Grid

The general construction of the licro-frid is contingant on thros
components: (1) A conczpt or practics which is to ba assessad, ovaluatad
or judged; (2) A scrius of salocted variables or kay descriptions por-
taining to the concept; and (3, A discrote soris of cvaluative criteria
which form a logical gradation or continuum, on.. of which will b. suloctad
as the best fit for the currant or anticipated condition within a partic-
ular t.acher preparation institution.

For s:xample, thc variable Vi would b judged by the row of wvaluative
criteria identified as ECy, [Ty, EC3, and EC4. A purson ovaluating a
particular institution would s:l.ct the svaluative critorion that would
best describe the variable as it apowsars within that institution's cduca-
tional program.

After complcting an zntir> Mlicro-Grid th. sclectad criteria could

be connected by a line, thus, providing a aznazral profil. for thc partic-
ular concept. Sze Fiqurs 6.

" Concept "

Variablas (V) Evaluative Crit.ria

vy *. B C D
V2 £ F ’,ﬁ< H
V3 i .T K L
V4 M M 0 p

Figurc 6. Construction of a ‘licro-6rid Profil-~




The placement of evaluative criteria should be accomplished with the
most complex criterion to the far left and the least complex criterion to
the far right. Using this construction there would be a uniform plotting
technique. Who decides what is "compiex'" is subject to differing opinions.
Yet, those items which tend to be intrinsicaily coincidental with the
concept should be judged as most appropriate. For exampie, with the
variable of Quality of Feedback Information under the concept of Individual
Feedback, '"feedback with suggestions for alternate routes to meet criterion
performance"” is considered more complex than either "feedback with errors
identified" or "feedback with no suggestions or critique." Thus, placement
on the grid would be subjective, yet, logically screened. See Figure 7.

Variable Evaluative Criteria
Quai ity of Feedback with Feedback with Feedback with No
Feedback Suggestions for Errors lden- Suggestions or
Information Alrarnative tified Critique (i.e.,
Routesto Meet Grade Only)
Criterion Per-
formance

Figure 7. Placement of Cvaluative Criteria

By examining and identifying one evaluative item in each row with a
check mark, the variavle whicn is explicitly described can then be judged.
By connecting each point on the nicro-grid a total profile can be estab-
lished for that particular concept. As a specific program is initially
evaluated, baseline data would be available by which to compare any program
changes. Specific program changes would be evidenced by observing a shift
in the profile. The evaluative criteria can be altered or modified to
accommodate any judgmental component that evaluators desire. The value of
evaluative micro-girids is due in large part to +his qual ity of adaptability
to meet specific institutional needs. The use of such a grid allows easy
analysis and comparison between and among courses or programs which are
established within an institution. Further, the use of the evaluation grid
mode! would allow for the assessment of a commorality of concepts among
various programs and institutions.

Utilizing micro-grid analysis. Who would be rresponsible for preparing
or using micro-grids within any department of education? This question
could be answered with another question: "How much information is desired
about the program?" If it appears that selected micro-grids are applicable
for every course, mocdule or program component within the teacher education
program, then it would be advisable to have all instructors who coordlinate
the respective teaching-iearning elements or components prepare a grid so
that they too could estabiish their own sets of baseline data. It is the
intent of the developers of the micro-grid to stimulate discussion between
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and among faculty members concerning the goais of their programs, the means
of evaluation, and the criteria by which to evaluate concepts.

It should be clarified that the evaluative criteria which are utilized
have been synthesized from a review of |iterature concerning teacher educa-
tion programs. The developers of the eveiuative criteria tried to identify
relevant, logical and appropriate variables from a review of the |literature
on teacher education. To be certain, not every novel, innovative or experi-
mental practice has been included in the evaluative criteria. The choice
of concepts for analysis was done on a selective basis with the hope of
presenting a representative sampiing. Researchers utilizing the micro-grid
system for program evaluation are urged to formulate their own concepts and
varifables to coincide with their respective program priorities. The intent
of this system is to provide more meaningful and specific data concerning
the conduct of specified compornents of teacher education programs so that
changes may be made with utilization of clearly defined objectives; and
with a clear notion of the direction that change should take.

tf specific instructors or those who are responsible for specific
program components desire to make changes in programs, modules, or courses,
then it is most desirous to identify in advance the direction toward which
the concept is moving. Since directional "change" appears to be paramount
in teacher education programs, rather than change per se, the use of a
micro-grid evaluation system will help to identify where programs have been,
where they are, and where they should be going.

Analysis of micro-grid systems. |t should be apparent that the micro-
grid system of evaluation is foftally contingent on the identified variables
and evaluative criteria. To be sure, both are arbitrarily identified and
forced to fit an evaluation model. Yet, this argument Is the crux of any
evaluation system. The theoretical basis of evaluation is "a-experimental,"
a term described by Egon C. Guba, (1965). Guba has long advocated a shift
away from experimental design to “a-experimental® when studying program
dissemination and evaluation. Guba outlined the differences between experi-
mental and a-experimental design as primarily differences of intent. The
experimental investigator inquires into what might happen--into possibilities
associated with intervening variables, while investigators using a-experi-
mental design inquire into what has happened--into actualities. The latter
is a major tenet of evaluation per se. The advantage of a-experimental
method is that it is context-free, i.e., variables and data can be explored
whenever and wherever they occur. The number of variables in a-experimental
studies are unlimited, whereas in experimental design they must be strictly
controlled. It is obvious that in changing educational programs control of
variables is almost impossible if not impractical and absurd. However, this
lack of confrol of variables does not in any way alter the importance of
systematic data collection in relation to these variables.

The importance of descriptive data collection has been emphasized by
Stake (1967). Evaluation of educational programs was described as being
expository in nature, aimed at acquainting the audience with the character-
istics of an educetional prcgram. Stake considered program evaluation to
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be composed of two main kinds of data: objective descriptions and value-
laden judgments. The importance of the first of these cannot be under-
estimated. The validity of the value judgment is dependent in large part
on the accuracy of the information used to make these judgments. In
addition, objective data collection also affords a basis for decision
making, and a means to plan for implementation of value judgnents.

John K. Hemphit! (1969) established a series of characteristics
which describe the process of evaluation. Hemphill 1isted six criteria
which pertained to evaluation. (1) The problem is determined by the
situation and because of its complexity may involve many definers. (2)
The task of evaluation is to test generalizations rather than specific
hypotheses. The absence of verifiable and empirical knowledge must often
be filled by relying on judgment and experience. (X} Value judgments are
appropriate at altl stages of an evaluation study. (4) Each evaluation
study is unique to a situation and can seldom be repl icated. (5) Data
col lection is determined by feasibility and by value judgment. (6) Ran-
domization is extremely difficult or impractical to accomplish and only
superficial control of the mujtitude of variables is possible. Charac-
teristics of these criteria is a pragmatic view of evaluation based upon
consideration of specific situational goals and condi tions.

It would appear that the evaluative criteria and the micro-grid
system meet the criteria for evaluation described by Guba, Stake, and
Hemphill. Further, the gathering of selected and prespecified information
about the characteristics of educational programs will help to improve the
decisions about the direction of change and the management of the desired
programs. |t appears that there is a strong theoretical position which
may be developed to justify a rationale for the use of micro-grid systems
evaluation.

Field Testing of the Micro-Grid Model

The micro-grids were field tested by utilizing them to describe
existing programs at six cooperating universities of *the Seven Year Study.
These were: Mew Mexico State University, South Dakota State University,
University of Georgia, University of Massachusetts and Washington State
University. Representatives from these institutions. working with the
developers of the micro-grid system, attempted to utilize the micro-grids
to describe the teacher preparation program at their institutions. It
was assumed that this procedure would yield not only @ complete description
of activities at the respective institutions, but would also serve as the
first field test of the micro-grid systems. (n the course of the field-
test, the following observations were made.

t. The utility of the micro-grids in their present state as an inter-
national descriptive tool was questioned. Categories and variables appeared
to focus on practice and content rather than form. Representatives from
the above institutions recognized the usefulness of the micro-grid format
but stressed the need for adaptation tc each institution's program priorities.
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2. Some difficulty was encountered in interpreting terms used in the
micro-grids. The need for lengthier and more precise definitions was
recognized. The poscibility of operationalized definitions was raised. A
glossary of terms was suggested as a possible useful addition to the micro-
grids. The difficulties encountered in the process of accurately defining
terms was viewed as potentially useful in the clarification of institutional
goals and priorities.

3. It was suggested that the micro-grids be designed to describe
specific parts of an institutional program rather than the total curriculum.
Different goals and divergent paths to those goals appeared to negate the
utility of prescribed variables and criteria.

4. The accuracy of describing the evaluative criteria continuum as

proceeding from ''least to most complex' was questioned. In some instances
{(cf., Table 9, Variable No. |) a more accurate description of the evalua+
tive criteria would be "simple to complex?. [t was pointed out that many

of the continua had characteristics of a developmental sequence in which
positions at the right weie prerequisite to those at the left but not
necessarily less complex. Using an exampie from Tablc 9, a sequence of
activities in which the studen? teacher was gradually phased into a more
active role in the instructional process was viewed as a desirable state

of affairs. It was suggested that the variables be designed with complexity
of the variable as a guide to placement rather than a value dichotomy

such as good or bad.

5. A number of potential uses for the micro-grid system were discussed.
A brief description of these uses follow.

a. The micro-grids were observed as a useful conceptual tcol in the
planning process. Each table could be used to identify a major area for
planning. Variables within the major areas could be used to focus on
specific areas of concern. Areas to the right of the micro-grid continuum
could represent the initial state of an institution which was planning
program changes. Areas to the left of the micro-grid could represent goals
or objectives to be reached. Progress toward the attainment of these goais
could be indicated by the movement of the profile in the desired direction.

b. In a simitar respect the micro-grids could be used to describe
and evaluate existing programs. The emphasis on descriptive detail and the
hierarchical format of the evaluative continua both lend themselves to the
goals of program evaluation.

C. Representatives from the institutions involved in the fleld test-
ing of the micro-grid--syetem also viewed the micro-grids as a basis to
accurately compare different programs. Specifically defined variables were
noted as one method to standardize comparison processes.

6. Since the form was considered to have more utility than the
specific content of the micro-grids, reactions from the field test of the
micro-grid system lead to the following short description of the process
utilized in selecting.major areas of concern and variables within those
areas.



Determination of the content for the micro-grids was accomplished by
three processes. Flirst, institutional goals were examined, and from these
goals specific areas of concern were formulated. Areas of concern noted on
the micro-grids then reflected the anticipated means of achieving these
goals. To give an example, one of the areas of concern for the teacher
education program at Washington State University was the need for in-depth
school experiences integrated with the goals of preservice teacher prepara-
tion. OQut of this identified nesd were generated several long range goals
for the student teaching segment of the praservice program. One goal was
to have the rtudent teaching experierces articulate witi1 the educational
experiences within the institution (cf., Table 9, Variabie No. 2). lden-
tified were a realistic number of steps or points along the path toward the
goal. These became the check points of the evaluative continuum. Progress
toward achievement of progran goals would then correspond to inovement along
the micro-grid continuum. A second methcd or determining the content of
the micro-grids was an iniensive review of the !iteroture in “he area of
innovative and common practices in teachur education. This was done to
supplement the areas identified in the first proc.ss and to insure against
any "blind spots" in the arec ¢* identifying institutioral goals. This
second process also served fo prevent a regional or ijocal approach to
teacher education processes. A third method used to determine content
in the micro-grids was Yo examine cutrent educational practices within
the institution. This provicded a basis frum which to extrapolate to other
related procedures. Examiniag current praciices within an institution
-would, in some instances, suggest direction for change ond areas of
improvements,

None of these three processes alone were considered to be an adequate
source to construct a imicro-grid system. Howevei’, the collective utiliza-
tion of the three methods appeared to provide a vasis to insure a compre-
hensive micro-grid system. Fuither, as the grids were developed many
discussions led to a lack of ccnsensus about several variables., We suggest
that institutions desirious of usinc or developing micro-grids establish
a panel of judges to adjudicate all items. Where consensus is apparent the
item could be considered as adequate or vilidated. |In cases where there
is no clear consensus, the item could be ;ewritten or defined operationally
so that ultimately the judging pane! coul concur.

»

It is the intent c }he developers of the micro-grid system to provide

a methodology that will be continually revised but simultaneously be
applicable to an ongoing program. Attached herewith are several tables
which are called prototype micro-grids. The micro-grids will probably need

great revision, modificatior and amendmeni. The concspt of Micro-Grid
evaluation is more properiy defined as a "Formative" system of evaluation.
The prime cOncern is to frovide meaningful, systematic and accurate feed-
back while programs are baing developed or field-testad. The Micro=6rid
model seems to be compatible witin any teacher education system currently in
use or being planned and should provide rhe meens by which to implement
continuous evaluation with & minimum of affort, but with a maximization of
feedback.
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CHAPTER 4

AFFECTIVE CONSEQUENCES OF TEACHING

by

Camiila L. Bishop
Department of Education
wWwashington State Unlversity
Pullman, Washlngton

Emorging Need for Human Relations Training

One Issue which 1s receiving increased attention In teacher educatlon,
as wel! as by other educators, Is that of affective educatlion. Questions
of the relevancy of traditional subject matter lead to the bellef that the
emphasis on the cognitive domain must be re-evaluated so that the affective
domain will find an approp.-iate position in the education spectrum. The
ne2d for increasing emphasis on the affective domain may be shown by a
recent survey (Branan, 1972) of 150 freshmen and sophomore students enrolled
In psychology courses at a smail prlvate collega. This survey revealed
that when asked to describe In deta!l their two most negative experiences,*
stucants respended most often to categories involving interaction with
teachers (84 responses). Of the 300 total responses, 257 involved Inter-
personal relations, three were rellgious, and 40 concerned accidents or
iliness. It was also found that more negative experiences with teachers
occured [n high school (44 responses), whereas college accounted for 23
responcses, elementary school included 2 and junlor high totaled 5. A
further breakdown of types of negatlve experience with teachers revealed
that these experiences included humiliation In front of a class, unfalrness
In evaluaticn, destroylng self-confidence, personality conflict, and
embarrassment. These findings led Branan to conclude that human relations
knowledge and sklll should become a prerequisitefor teaching credentials at
any level. '

Dinkmeyer, I971b, a proponent of affective educaflon, contends fhaf
children have been tauaht almnsf everyfhinq in = ngol « <+ % . (- :
and accet t +oamse ) s _ | |



He further defonds the idua that teachers must be involved in this type

of instructional activity since guidance and education serve the same ends.
tmpnasizing that any valid learning experience has a guidance ccemponent,
Dintmeyer proposes +hat "only as a child understands himzelf, his nceds
nis purpcses and his goals is he free to become involved and committed

to the educational process' (197Ib, p. 67). Another author, J.. Robinson
(Melser, 1970), agrees with Dinkmeyer that the new mora!ity defines ical
‘teaching as based ori a human relationship in which both the teacher anw
child arc recognized as human oeings. Teaching is furtner described az
being a maiter of human interaction, interpersonal communication, and of
subjective and objective reiationshins.

Milne and Xosters (1970) define the role of The school fo teach
children rather than subjects. They explain this by writing, "F2ciors
influencing the emotionzl or affective lives of the youth must be treated
as being as important as the teaching of facts and skilis" (p. 42).

Miine and Kosters conducted a survey to assess educational neaxds in the
aifective domain in Souih Dakota. The survey questionnairce w.s rcceived
from 453 elementary school students, 514 eleventh graders, 63 trachers and
administrators, 128 parents of sfudenfs in schonl, and 102 iey jcrsons.
The need order was established by combining the extent 12 which The

percon thought the itein should be taught to children and youth, and the
extent 1o which the person believed society is meeting that icaching
chligation. The objects of concern were identified in the follwwing
order: drugs and narcotics; law, order and decency; frezedom :nd recpon--
sibility; moh violence; race =quality; fair share of taxation; !2adershiip
moaliy; individual worth; cheating; sexual morality; individucl res»cn-
5ibiliiy; willingness 1o deféend; equality of persons; respect for tlag,
lezers and traditions; and finally, alcoholic beverage use. Thig survey
serves to point out specific areas within the affective domuin which could
b2 etsrbing points in designing education programs.

Once the aducational need for increased emphasis on the affective
domain iz acceptod, the next step is to define the necded areas furr teacher
comzatencies in the area. For example, Amidon and F.anders (]“b’) icent|fy
ninz desirable coumunication skills. that teacheis should possess:

The abi!ify to accept, clerify and usevideas,

b

Z. tne ability to accept and clarify emotional expression,

5. the abitity to relate emotional expression fto ideas,

7. the ability to state objectively a point of view,

5. the ability to raflect accurately the ideac of others,

G. the ability to summarize ideas presented i1 groun discussion,

7. the abiiity to communicate encouragement, oo

5. +ho,abn||fy to question others withoul causing defensive
behsv! or, and '

2. the abulnTy to use criticism with the least possible harm 7o

the status of the recipient.

Cleerlv, texacher education institutions would be responsible vor requiring
pireservice teachers to attain these communication goals once Th goals are
accepfed A% necessary.

- _ ~-78-
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At the professional level, the emerging awareness of the need for
affect|ve education has been recorded through the adoption of "Human
Relatlons: Philosophy, Purpose, and Goais for Education Associatlions In
i1Yinols" Ly the Iifinols Education Associaiion. The statement of policy
prescribed and declared the moral, cthlcal and professional responsibililties
of education associations to establish action programs +to improve human
relations. |t wis noted that the human relations program should be an
Integral part o+ the professional and instructional Improvement efforts of
educatlon assocliations. A further statement read as follows:

The objective of human relations is to bring about a
productive harmony, based on respect, wiich provides optimal
advantages and opportunity for partlcipation foir ail groups
(raciaf, sexuai, economic, cultural, ags, etc.) and individuals
In our diverse, multi-cultural soclefy. The primary focus of '
human relations programs must be 10 Improve all interpersonal
relationships which affect the learning of children (p. 113).

The illlnois example is cited since it is typical of the method
selected by educators tc alleviate the problems In education caused by the
lack of affective education. {1 is the purpose of this paper to dlscuss
and evaluate human relations training which is aimed at achieving self-
undersTandinq by the (wtividual as well as improving human relations.

This evalua#ben zgoms ricessary since human relations tralning Is belng
* Included in educationa! programs on the assumption that human relations
tralning is a viable way of improving education.

What Is "Human Relations Traininqg?"

Human refations training (HRT) was founded primarily by Leland Bradford,
who adapted ideas from social-psychologist Kurt levin, by forming the first
training center in 1947 in Bethel, Maine (Birnbaum, 1969)., Earlier the
emphasis of human relations training performed by the National Training Labs
was based on the sociologlcal aspects of group dynamics as directed by lTs
founders, Leland Bradford Ronald Lippitt and Kenneth Benne

Miles (1960) interpreted human relation fralning as applied soctal
psychology, since human relations training labs focus on: (1) Improving
a person's ScnSifIVi1y to social phencmena or increasing one's sophistication
in dtaqnosxng reasons: for inef fective interpersonal and group sltuations;
and (2) one's ability to act effectlvely and satisfylngly in accord with
.others. {4 further appeared To Mi'!es that human relations training comes
“from interest in man as a social perscn and. his transactions with soclal
systems withln which he moves. ‘

Although human relations tralning was initially devigned for. organiza-
tional group development, the orientation has more recently shifted to .
psychological aspects (Edwards, 1970). Human re!ations- fra:ning now requlres
a direct exposure of values, heliefs, and feellings, with the encou ragement - -
to limit group encounter to an affective level. In human relations training, - )
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the focus Is cn soclal Interaction, or how to interact with others. Thls
implies a need for awareness of one's own teelings and of the feelings

of others. Human relations training encompasses a responsiblllity to both
interacting partises {(FPatomares, 1970).

Weisbord (1970) described human relations training as essentially
being an "agenda-less confrontation' in which people can express their fears,
beliefs and suspicions to each other while a tralner focuses attention on
the meaning of the interaction. Since human relations is a study of how
‘people behave, skill in human relations results from knowing why people act
the way they do, how they react to different situations, and whet causes
them to change their minds (Saputo and Gill, 1972). The directions a group
takes can be any combination of the following: sensory awareness,
expresslive moment, environmental awareness, social-emotional expression,
aesthetic appreciation, inteliligent provlem solving, creativity, ethical
values, social sensitivity, social competence, endurance and mystical
experlience (Mann, {970).

. Amidon and Flanders (1963) interpreted human relatlons training as
being helpful In obtaining three objectives:

1) The ability to accept, clarify and use the ldeas of
students in planning work and diagnosing difficulties,

2) knowledge of influential behaviors which restrict
student reactions and those which expand student
reaction, and

3) understanding of a theory of instructlion that can
be. used to controi teachers! behavior In faclliltating
classroom communication.

Much confusion in discussing human relations training arises from the
distinctions in terminology which may disguise differences and similarities.
To discuss the effect of human relatlons training on educational programs,
the types of training must first be defined. Human relations training
Includes a wide range of lab training approaches in human -relations, group
dynamics, sensitivity awareness, organizational development, as well as a
number of verbal and non-verbal .experlences that seek To Increase awareness
and release human potential (Birnbaum). The milieu used to improve HRT
has been called encounter groups, marathon tabs, and confrontation sesslons.
The above virlations account more for the types of methods and subjects
used rather than for the theory to substantiate It. Below is a brilef

" description of the variations.

Encounter group. The term "encounter group" comes from Carl Rogers'
phrase 'baslc encounter group” meaning & new kind of experience from the
~traditional T-group. Encounter grouns are relatlively short (twenty-four
hours to a week-end) in comparison to therapy groups which may run weeks,
months, or even years. The emphasis is on direct exposure of beliefs
values, and feelings that are usuaily not put on public display by
Individuals (Birnbaum). As defined by Edwards, the encounter group Is
encouraged to operate almost exciusively on an affectlve basls. While

-
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uninhibited exposure of emotions is. acceptable, reserve and defensiveness
are discouraged. Also complate honecly and cpenness are the establ ished
goals. ' '

Marathon labs. Marathon labs are usually very intensive laboratories
where the people function together withour infervention. The purpose of
marathon labs is to literally break through +he rnormal defense patterns of
participants as quickly as possible, thus moving immediately to new levels
of open behavior. Marathon labs are often used with organizations to im-
prove work efficiency (Reimer, 1971). Managers become consultants rather

. than bosses. The motivation lovel vises o go beyond rhe monetary reward
(Bradford, 1970). One writer (Thomas, 1958) expresses extreme pessimism
regarding marathon lebs in schouls. He experienced marathon labs as being
entertaining, but contends that public funds should rot be spent for enter-
tainment,

Confrontation sessions. The purpose of confrontation sessions is to
develop better inter-yronp relations. They are often used with a radical
confrontation such as contrived racial encounters of Blacks with policemen.
They are designed to develup ‘nterpersonal understanding (Birnbaum) and to
vividly portray the nature of prejudice and th.: racial problems which exist.
Hopeful ly, the confrontaticns provide the participants with a more realistic
perception of the raciul issues as well as new perspectives in solving them
(Edwards).

An example of a confrontation type group is illustrated by an experi-
ment designed by Carkhuff and Banks (i970). The purpose of the study was
to improve relations between White teachers and Black parents and between
White teachers and Black children. Fourteen teachers (six male, eight
female) aged 22 To 50 with up ro ten years feaching experience enrolled in
a program in interpersonal skills, with tan Bleck female -parent volunteers
up to age 50 from the Black «ccmmunity =2djacent to the co!lege. The partic-
ipants were divided intc two confrontation groups of five parents and
seven teachers each. A White and e Black trainer alternated between the
groups. Results indicated that after three weeks of meeting daily for a
total of 20 hours, both Blacks and Whites gained in interpersonal skills.
The White teachers gained more ir. their communication with. adults and on

. standard and racial inrdexes. Black parents were found-to gain more in the
ability to communicate with children. Uniformly, fthe raca of the trainer
was not fouud to be a significant swurce of the effuci.

While there arc threc distinct types of groups used to focus on HRT,
two methods can be employed within the group. Of the two methods applied,
verbal and non-verbal, non-verbal iz the myst controversial. These range
from ninimum body contact to tne physically intimate. ~The theory is that
participants can raach deeper levels of consc'ousness more -quickly through
physical bodily expression and become uninhibited more quickly with non-
verbal exercises than with verba! (Birnbaum). Non-verbal mefhods can be
helpful when they arec to the poini, for example, infer-racial contact can
lead to or confirm the idez that other racss are indeed human and real too.
Mon-verbal methods attempt to return the Lody fto man for communication purposes.
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According to Edwards the supporting theorles are of questionable vaifldity.

These types of human refatlons tralning (encounter groups, marathon
fabs and confrantation sessions) help deflne different levels of human
relations tralning. For purposes of this paper, human relations tralnling
shall be conflned to that process of education which occurs In Institutions
of education and which attempts to increase sensitlvity** on a continuous
and pervaslve emphasls, rather than belng Intensive and focal (Combs, 1970).
Accordingly, the criteria fo be followed In thls report are: (1) tfo
report frankiy the feelings and thoughts the Interactions provoke, (2) to
report In the "here and naw,'" (3) to dlscourage long explanations and
refergnces to personal blography, (4) to favor confrontation, and (5) to
discourage polliteness, evaslveness and sparring (Combs, 1970).

Goals of Human Relations Tralning

Schneider (1972) emphaslzes that to begin affective education In the
classroom one must begln with the teachers, He asserts that, '"The teacher
tralning Institutions typtcally do 1ittle, 1f anything, In thls area"

(p. 104). The four goals of hls feacher tralning workshop were:

I. To Increase self~awareness.
2, To help Increase Interpersonal sensitivity.

3. To train teachers In group dynamics and group leadership
processes. ‘

4. To equip teachers with a repertolre of affectlve techniques
for classroom use.

Marshall (1970) identlfies additional goals of human relatlons tralning
In education as: (I) learning to percelve others as resources for learnlng
rather than as objects of conflict and Irritation, (2) ldentify and cope
with one's own defenses, (3) glve and accept feedback, (4) identify the -
roles one currently uses, and (5) experiment with new roles and learn how
to evaluate the degrees of effectiveness. The overall goal of human
relations ftralning, then, 1s to improve one's interpersonal relations;
that Is, the face to face and other direct communications between people.
It Is assumed that beling sensitive to another person's values and bellefs,
as well as one's own values and beliefs, will Improve one's Interpersonal
retations {(Gustafson, 1971),

*¥Several authors (Joyce, Dirr, and Hunt. 1969, p. 76) defined sensli-
tivity as "The recognition of the learner's frame of reference and a
subsequent adjustment of teacher behavior in an attempt to accommodate the
learner's stance."
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Further Assumptions of Human Relatlions Tralning

Often assumptions are Impliclt in the definitions of human relations
educatlon. Corey and Corey (1970) deflned sensltiviiy educailon as helpling
people become more aware of and more senslitive to what happens as they
react to each other, especlally In face to face situations. They contend
that human relations training helps people percelve what they do to one
another and to themselves In confrontal communication. When the tralning
has been successful, more of these interactions are taken Into account.

The most obvlous assumption being made here Is the beneflt of sensitizing
an individual to the real fesellngs, values and Intents of others (Edwards).

An assumption s generally Inherent that the members of the group wlll share
thelr feelings In an honest and straight forward manner (Reimer). Edwards
cautions that widespread use of this skill by unsophisticated persons may

be more damayling than helpful in that it may increase rather than decrease
the defensiveness of assoclates. Further, defensive Individuals may be
encouraged to expose themselves to the "sensitized" person 7 expectation
of recelving professional asslstance.

Another assumptlion is that yreater perceptual aculty and creative
expression are made possible for the open Individual. This breeds the
assumptlon that all defenses are damaging and should be stripped away.
Edwards polnts out that defenses serve a useful purpose. He asserts that
usual ly defense development (s necessary to malntain a balanced personallty.
The assumption that everyone will benefit from reduced defensiveness
conflicts with Edwards' bellef that a limited set of defenses Is health-
producing and is basically normal for the human organism. According to
Edwards, many of The behaviors {abeled as defenses by the group arc rather
self-integrating preferences whlch contribute to Individual Tdentity,

He adds that these behaviors contribute to the unlqueness of the Individual
while promoting self-fulfillment and creatlive activity.

As used In the schools, human relations tralning legltimizes the
current feelings, values, attitudes and concerns of learners. In so doing,
human relations fraining is assumed to help learners develop methods for
successful management of the affective domain as they develop (Wells, 1970).
Stanford (1970b) contends that human relations tralning exercises can ald
In student soclal development. When human relations training Is Integrated
into the curriculum, Stanford maintalned that It can Increase the ability
to work witi other members of the class, and In some cases Improve performance
in subject matter. :

A final assumption belng made is that there Is a relationship between
some Interpersonal varlables and pupi! performance (Berenson, 1971). This
-——aSsumption has been the focus of several research attempts, as discussed
in the research section. It |s Important to note that these assumptions
are value based. Therefore, In evaluating human relations tralning for

teacher education programs, one should ftry to maintain perspective In
order to avold the blases that value-laden assumptions might breed.
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Critlcisms

The [mportance and sultabillty of human relations tralning in the
classroom Is controverslal. Crltics of human relations training are not
necessarlly opposed to sensitivily tralning, but rather to scme of Its
uses In school. Relmer notes +that "there Is no consensus of oplnton
or firm agreement on the value of sensitivity Training" (p.356). Relmer
claims that sensitivity training tends to be Irratlional. He wrote that,
critical, refiectlive thinking and an Intelllgent analysis of problems and
values are ignorad or ‘treated with hostility., According to Reimer, there
Is tittie intellectual involvement In the appeal to feellngs. He observed
that ratlonal analyses of a problem were construed to be an evasion of the
tssue. Also, the focus on the "here and now" does not permit Inteliectual
analyslis of a problem, since the context of tha past and future cannot be.
considered. Feellng, then, becomes the criterion for the evaluation and
solution of a problem. Relmer concluded- that "educators should become
more sensitive to the needs of others . . . but the sensltlzing process
need not be divorced from intel ligence and the use ot man's rational
powers" (p. 357). '

Perhaps Relmar s confusing the goals of human relatlions training In

this criticism. 1f the goals were to solve Intellectual cognitive type
problems, his criticism would be logical. However, the suggested goals of
human relations tralning are to deal with the affective domain In terms of
becoming aware of inter-and intrapersonal " feellngs. |+ seems that

Intel lectualizing feelings through the cognitive process would further
camouglage the Issue in reachling this goal.

Edwards recognizes thie danger in adopting human relations tralning
as a panacea for solving various social and educatioral problems In our
soclety. He contends that inappropriate identification of objectives and
misapplication of technlques have Inhibited successful app!ication of
human relatlions tralning in the school setting. Further, ne noted that
there are 100 many critical questlons which remain unanswered regarding the
general usefulness of human relations training. One of these drawbacks Is
that T-groups ordlnarily do not attempt To determine whether the nature of
the individual's envircnmental conditions makes intervention by sensitivity
training appropriate. Nor do thsy attempt to ascertain the nature of
personal problems of group members which may be beyond the group's power to
deal with pyoperly. Edwards further ceutlons agalnst using sensitivity
training with teenagers. He supports his view with the rationale that since
adolescents are usualiy In the process of developing their value systems,
they do not have carefully defined iratlonales which support thelr bellefs
In order to defend their behavior patterns. Thus, the young perscn Is left
defenseless when confronted vith conflict in group, especially If the attack
Is led by persons experlenced in this kind of confrontation. Concurring
with Edwards, Wells adds that any consclentious professional must be
concerned that one does not psychological ly damage chi idren by placing them
in situations where their defenses are lowered to the extent that they
become vulnerable to an unwitting attack by another group member. Indeed,
Edwards reports that if It seems advisable to reduce a person's defenses,



It s best done under the supervision of a trained professional rather
than In a group since few groups are equlpped with & highly competent
tralner,

Edwards also observed that frequently persons experienced In
confrontation. training succeed In imposing thelr wil{ upon the group. This
results in evolving (imposing) common values, with the more Influential
group member supplying the directlon. He Interprets this peer-pressured
conformity as belng confining and restricting rather than socially
enlarging. The new value structure may conflict wi+h the famlly values,
posslibly resulting In ‘the deterforation of the quality of the assocliation
with other family members. Edwards discussed problems the new values
create In social Interaction as: '

Ironically, these new values have |l..ited transferabillty
to society at large. Communication skills so galned also have
IImited usefulness. Intensive training out of a normal soclal
context trains one primarlly for assoclatlion within that group.
Outsltde the group, the individual's style of communication Is
Itkely to be Ineffective and In some instances even allenative.
This is especially true of those groups where the strongest
personalities have values divergent from acceptable proprieties
or where strong attachments and dependencles are developed.

(p. 261)

Here, Edwards raises a cogent point. |t becomes appairent that 1f one
Is to use a human relations training program, the tralner must take the
responsitility of assuring that the strong personallty types do not
overwhelm, dominate or inhibit other members of the groups.

In addition to ldentifylng drawbacks of using human relations training
in the classroom, Edwards presented impediments to using human relations
training with faculty and staff members. e observes that schoot
co-workers who are involved in the same sensitivity training group often
reveal Information which deterlorates any future working relationship
between them. Also, polarization sometimes occurs when part of fhe staff
undergoes training which changes their behavior sufficlently to alienate
them from co-workers. This conflict of interest might be abridged by
having staff members attend groups with strangers, although this solution
mlight tend to +take the training out of a normal soclal context.

Research

Methodological Flaws. To reach a meaningful understanding of the
importance and consequences of affective education In teacher education
programs, a review of current research or human relations training might

_be helpful. At this point, primary cautions are necessary to Interpret
the data, since affective evaluation and research often will inciude basic
research methodological flaws. Researching human relatlons ftraining
programs poses several difficult problems. Wiggins (1970) noted these
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problems because:

Research Involving varlious human relatlon enterprises
In education Is relatively sparse, methodologlcal questionable
and Inconclusive. Impreclse objectives and Ineffective evalu-
ation have created a paucity of research data which indlcate
any justiflable stance on the question of the viablllty of
tralning experiences In schools. (p. 255)

Harrison (1971) stresses that belng in & control group biases one's
self-Image and perception of him by others. Particlipating In tralning
fnclines one and others to look for changes In behavior. Also, Harrison
points out that control groups are usually not random, since randomness
would Interfere with the voluntary aspect of human relations training
groups. He suggests studyling the process of tralning as well as the
outcomes, and predicting training outcomes by scores or independent
process variables as means to counteract the non-randomness of subjects.

A second weakness In human retatlons training studies Is the lack of
fongltudinal data. Additlonally, the number of dimensions used to measure
change poses problems. |f many dimensions are Included, the assumption Is
inherent that all changes are equally important. |f few are included, the
goals of the training are narrowed. Another problem s that the wri+tings
are normative vith respect to outcomes and i1+ Is difficult to specity the
exact training experliences which subjects undergo (Harrison). Problems
arlse when one tries fo explain the change, rather than merely describe
It (Miles). Thls difficulty arises from the lack of theory about the
effects of different elements of training design (Miles and Harrison).

The variation of trainer style on participant learning and group compos!tion
effects are not clearly understood (Harrison). A further problem concerns
the tIming of data collection. The validity and realibility of the pre-
test may be questionable due to high anxiety levels of subjects about to
undergo a somewhat new and often threatening experlence. Harrison

indicates that the experimentor's relationship with the subjects affects

the outcomes of the experiment. The final problem Identified by Harrison

Is that of appropriate statistical analysls.

In working with human relations training, Mlles observes that the
amount of research on treatment processes and outcomes of human retations
training Is small in relation to the amount of treatment. Perhaps this is
so since research on human relations training poses so many other method-
ological problems. Stanford (1972) and Wiggins join Miles' criticism that
effectiveness In bringing about desired changes In psychological growth In
students through human relations training In the classroom has been largely
Ignored. Stanford (1972) continues to list many projects of which no attempt
was made to determine student outcomes. He further e)aborates that those
Investigating psychological aspects of education have !imited themselves to
a general exploration of the area, formulating a rationale for integrating
the cognltive and affective domalins and devising activities to promote the
new aims. There appears fo be a void In research that measures the precise
effects of activities on behaviors and attitudes of the participating
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students. It Is clalmed by Wells that there really are no data beyond the
teacher-student "I like 11" varlety. In 1972, Schnelder observed that
controlied research In HRT has not yet been accomplished. He adds that many
who have tried systematic emotional education in the classroom are enthusi-
astlic about the results. He noted that In addltion to enhancing psychological
growth, It helps to remove emotlonal obstacles to the acquisition of

cognitive skilis. However, enthusiasm cannot be considered as empirical

data.

Effectliveness of human relations training in attalning goals. The
first question to be asked In evaluating assumptions of human relations
training Is, "How well does human relations tralning accomplish its goals?"

Data were comniled on over 7,000 teenagers who participated In YMCA
human retation training experiences. The statistics confirm that most
teenagers who are offered the YMCA human relation training approach respond
dramatically to the experience. The teens were glven a questionnalre
Immediately following their experience and the same questions were !ncluded
on a questionnaire they filled out six months later. Their first responses
to the question, "What are the most Important things you got out of the
experience" were listed in the following order: (1) better understanding
of others, (2) Increased self~identity, (3) making new friends, (4) better
able to express self, and (5) Increased trust. The glrls tended to rate
atl the experlences more positively than did the boys. The high positive
response to the flirst questionnalre wes present in a substantial degree
six months later. After six months, In response to the questlion, "Are
you now behaving differently because of the Assembly experience?" the most
frequent responses were: (1) better understanding of others, (2} Increased
self-identity, (3) more accaptant of others, (4) Increased trust, (5) open-
ness and avaltability, (6) increased abitlity to express self, and (7) greater
autonomy. Some teens stated that the experlence '"changed my whole Iife"
and '"'was the most valuable experience in my iife" (Himber, 1970).

Lee's study (1970) of public elementary school teachers had three

groups of subjects. Group One was subdivided Into two groups of ten who

had different trainers and who participated In 20 hours of intensive Inter-
personal senslitivity training aimed at Increasing self-actualization and
human relations skills. Group Two recelved the same amount of training

as Group One (ten sessions of two hours per week) as well as the same
reading materials. Group Two (N = 10) received instruction, demonstration
and dlscussion on principles of human refations. Group Three contained

2] teachers and recelved no treatment. Results showed that sensitivity
trainlng had a significantly positive effect (p«.0i) on the areas of teacher
attitudes toward children, toward personal relationships and toward

teaching as a career as measured with a pre- and post-test of the _
‘Minnesota Teacher Attitude inventory. Evaluation using a Q-sort instrument
resuited in teachers in sensitivity ftralning increasing significantly more
{(p.<.05) in self-esteem than those in the control group. Data from parent
and administrator ratings favored sensitivity training, but not significantly
"so. There was no significant difference in teacher absenteelsm befween the
control and sensitivity tralning groups, although students of teachers who
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recelved sensitivity training were absent signlficantly less often (p<.05)
than the students of the teachers in the control group and than the students
of teachers In the conventlonal class In human retations.

Another study designed to measure HRT goal attainment included four
treatments with 48 female students in a study by Berenson at a coed
suburban state college. The subjects were selected randomly from senlor
elemantary education majors. Twelve were assigned to sach of the followling
groups:

l. Experimental group--Three weeks before student teaching, the
experimental group recelved 25 hours of tralning in discrimination and
cemmunication of the interpersonal conditions of accurate empathy, positive
ragard, genuinencss, concretness, immediacy, significant other references
and confrontation.

2. Training control--Subjects received 25 hours of human relatlons
training not utilizing quasi-therapeutic experlence oi* Scales of Assessment
of Interpersonal Functioning.

3. Hawthorne Effect control group--Students in this oroup were told
they were participating in a study tc determine the effects of the pre-
student teaching workshop on their performence in thelr classroom and on
thelr relatiorships with puplls. .

4. Contro! group proper--There was no khowledge of participation by
these subjects.

Pre-training scores showed no slgnificant differences am>ng the four
groups. Post-training scores travored experimental Group One over all three
control groups ai the .00l leve! of signiflcance. Differences between
contro! groups were noi significant. Berenson's con¢luslions support the
human relations tralning program in a teacher education context. Tralining
which focused on the conditions of the experimantal group and which system-
atically enploys the experiential, dldactic and model Ing sources of !earnling
was shown Yo be significantly related to a wide variety of desirable
outcomes for teacher traineas. Other conclusions were that classroom and
collega supervlsers percelved student teachers who were functioning at
higher levels In interpersonal skills +o be more competent ir thelr class~
room perfiorinance thar student teachers who were funct.onirg at lower levels
of these sklills. Also, student teachers functlioning 2t higher levels of
interpersonal skllls appeared morn capable of solving teaching problems
reiated tc plennirg, management and teacher=pupit! relatlonships than student
teachers functioning at lover levels.

Moreover, Berenson found that those student teachers who funciloned
at higher levels of interpersonal skills appeared to utilize more positive
reinforcing behaviors, less criticism ot the punils, and less emphasis on
subject matter content. One Implication drawn from the study was that'
sinca the student teacher'c level of Interpersonal functioninc was highly
correlated with desirabie outcomes of teacher tralning, this Index should
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be consldered as a selection method for teaching candldates. Also,

rather than focusing upon the discrimination of desirable teaching
behaviors In teacher education programs, emphasis should be upon the
communlcation of desirable teachlng behaviors, since one cannot assume the
transfer from discrimination to communlcation. Therefore, If It Is
beneficlial for teachers to offer high Interpersonal skills, then the
communication of ‘the sklils should be included in their professional pre-
paration,

Another author (Ellis, as cited by Wigglns), who questions the ablllty
of human relations training to achieve ohjectlives, malntains that studies
suggest there is no clear evidence resuliing from research which polnts to
human relations tralning as a better means of achleving expllcit training
objectives in preservice and inservice teacher and administrative programs.
However, attempts are belng made to examine the effectiveness of comparative
approaches,

A study done by Hefele (1971) included 16 graduate students in the

- M.A. feacher preparation program at a school for the deaf In Buffalo, New
York, 15 experlericed teachers and 99 students In classes taught by them.
The purpose of the study was fto Investlgate the Impact of a special Inter-
personal process ‘training program on an experimental group of teacher-
trainees. The process phase consisted of measuring the variablies relevant
to teacher and teacher-trainee interpersonal functioning. Ouring the
outcome phase, relatlionships between pupl!l achlevement criterla and teacher
Interpersonal functioning predictor measures were studied. Through comparing
the subjects in November to February, participants In the Interpersonal
process trainlng as opposed to the nonparticipants exhiblted the following
behaviors: '

l. Communicated with thelr classes at significantiy hlgher levels
of facllitative interpersonal functioning (p<.0037);

2. Selected teacher-critics as practlcum supervisors who were
functioning at significantly higher levels (p£.0192) regarding empathy,
genuineness, and having confidence in their own ablfity and that of--thelr -
puplis;

3. Succeeded in eliciting higher levels of Involvement from their
students (p<.0501), and;

4. Chose to work In classes where there was a normally high level of
process involvement by the students.

Hefele concluded that
the Interpersonal process training was found to have had
a significant Impact on the abl !ty of teacher frainees
both to recognize and implement those aspects of good
teachlng which are defined by high levels of interpersonal
varlables (p.66).
He further concluded that reading achievement and other undlfferentiated



achlevement arecas were definitely related In a positive fashion to the
level of teacher Interpersonal functloning. Impllications from thls study,
then, would lean heavlly toward Interpersonal process tralning for teacher-
trainees, since results suggested that the experimental group was able to
begin their prachcum experiences as more effective teachers.

A study (Kramer 1969) which Incorporated colleqe students as subjects

for HRT was conducted during the winter term of l968~69 Seventy-six male

subjects and 75 female subjects volunteered to parficlpafe In "An Experlence
in Interpersonal Communication." For this experience, groups were divided
Into eights, with approximately four of each sex, for a two-hour session.
Sel f-reports were used as rating Instruments on Likert type scales. Response
changes suggest that both males and females became less tense and more
relaxed during the sesston, found It easler to initiate new activitles,
reported !t easier to malntain eye contact wi!th others, Saw males as becoming
more relaxed and reported nonverbal [nteractlon as less threatening. The
women subjects rated the discusslon and interaction as stimultating and less
threatening, and felt their partners were able to communicate more easlly as
the session progressed. - Males found I't easier to disclose Information
about themselves as the session continued and fel+t thelr partners became
more relaxed. Nelther séx reported signlificant changes In the difficulty
of verbal interaction, development of greater confldence, frequency of
question asking behavlor, relativé ease in meeting strangers, frequency of
partner eye contact or repor+ed awareness or recognition of present

- feelings or reactlons.

These data do not support awareness of, or evidence for, substantlal
behavlor change during the iwo-hour program. It might be valuable to
emphasize here that the self-report response on the Likert type scale may
have no parallel in actual behavior change.

Another study, reported by Wiggins was conducted in Tennessee with
classroom teachers and administrators at elementary and secondary tevels In
public schools. The experimental group participated in a two-week human
relations lab during the summer of 1968, and |4 weekly sessions the following

- year. Internal ana external criteria were used to measure change. FlIndings

~were reported that both teachers and administrators exposed to human
relations training became less authoritarian, developed greater self-insight,
improved interpersonal relationships, and improved feadership skillis.

An interesting follow up study was done by Haase, DIMattia and Guittman
(1972) in which 13 returning trainees of a suppori personnel tralning
program participated In a session which used fhe same rating of behavioral
skills as used previously. The trainees were together for one week and the
raters were two of the same trained raters used previously. In the origlnal
study, three basic human relations skills--attending behavior (eye contact,
verbal following and posture), reflection of feeling, and expression of
feeling--were taught fo trainees. Results demonstrated that support
personnel could be brought to significantly higher levels of incorporating
these skills In a short period of time. However, since the reinforcement of
the trainling period was removed, the ressarchers expected the frequency of
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using the skllls to decrease. In large part, thls expectaticn was me".
Results of the follow up showed that the tralnees' eye contact skill

remalned at a consistent level with The previous year. Tralnees

demonstrated significant tmprovement In thelr abllity to express accurately
thelr feellings to another person; however, there was low rellabllity between
raters for thls varlable. A final result was that the trainees decreased

In verbal following, posture, reflectlion of feeling and a rating of counselor
effectiveness, In this measure, subjects approximated thelr basel Ine
operation of the preceedling year.

This study could be of critical importance If Its results are general-
fzable. In -other words, If the significance found between human relatlons
tralning groups and “"control" groups (lLee, Rerenson, Hefele, and Wiggins)
daimlnishes one year following tralning, are the results *truly signiflcant?
Clearly, reputable follow up studies need to be Implemented to clarify the
probabl 1ty of HRT skills declining after tralnlng.

Human Relatlons Methods vs. Discusslon Approaches

. Dlscusslion methodologies orlented toward the improvement of communlica-
tlon skills might be less threatenlng since they minimize confrontation and
avold defense destroying exercises. Since professional tralners would not
be required, the cost of a dlczussion oriented human relatlons tratning
program would be reduced. The question then arlses as to how effectively
goals are attained with discussion approaches as opposed to human retations
training approaches.

The purpose of one study (Larson and Gratz, 1970) was to determine the
extent to which the problem solving discus slow training approach compares
with the human relations training approach in accomplishing the following
educational objectives: reduction of dogmatism, improvement In critical
thinking abllltles and increased accuracy In problem solving. Five groups
- of 16 subjects each were composed from sophomore level college courses.

The two groups comprising the problem solving discussion tralning approach
were task orlented. Their course included discussions on the nature of small
group problem solving, problem solving exerclses and an introduction to

small group processes. The second experlmental approach, -human relatlons
training, Included two groups as subjects with the T-group methods of
focusing on the here and now, besides recelving eight lectures on Inter-
personal attraction, needs and characterlstics of sub-groups and the nature
of interpersonal influence. The contro! group was one section of an Oral:
Interpretation class, whereas the four experimental groups were four sectlons
of the Principles of Discusslion course at Bowling Green State Unlversity.
The instructor of the experimental groups was formally trained In both

areas. On the pre-test, no signiflcant dlfferences were revealed. However,
on the post~test, one problum solving group and one T-group decreased
significantly on dogmatism scores while the control group remalned unchanqed
All flve groups Increased significantly in critlcal thinking ability,
although the four experimental groups increased significantly more than the
control group. Also, one problem solving group produced greater Increases
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[n critical thinking scores than dld one T-group. Flinally, the two
T-groups Increased significantly in small group problen solving accuracy,
while one problem solving discussion group Increased (not significantly),
and the other probtilem solving discussion group and control group did not
change In this area.

Rand and Carew (1970) describe another HMRT versus dlscusslion study
wlith undergraduate resident assistants at Ohlo Unlversity during the |967-
68 academic year. This study compared human relations training methods
with a no-training and dldactic tecture dliscussion approach. Ninety
sub jects were randomly selected for each group from the population of new
resldent assistants. A nested hierarchical design using covarlance analysis
was used for the study. The dependent variable was the post-test score,
whereas the control variable was the pre-test score on the same measurlng
Instruments. Results Indicated that groups exposed to human relations
tratning methods were rated superior by students as compared to the no-
tralning and to. groups trained with the lecture discussion method. Super-
visor ratings showed no differences between treatment groups, while self
gvaluations gave Inconsistent results with the didactic group appearing
superior.

In another experiment, Stanford (1972) used Engllish classes In three
grades as subjects. They were grouped by tens Into control or experimental
groups with both groups having small discussion seminars. Meeting for
two 55-minute perlods each week, the groups had the same coursework. The
treatments differed, with the students In the control group being able to
determine their task or having the instructor tell them thelr task at
the beginning of the group. Both groups were student directed. The exper-
Imental group devoted half of thelr class to psychological education
activities. When the Instructor determined it Important, the experimental
group could discuss their feelings. Outcomes of the study conflirmmed that
giving deliberate attention to soctal and emotlonal ,development In the
classrcom can have an Important positive effect on students. The experl-
mental group made signiflcantly greater galns from pre- to post-test at
the .0l level. Although there was no signlficant difference between the
groups in regard to how often they took responsibiiity to contribute, the
experimental group was sligniflcantly superior In their abllity to recognlze
the value of all of the members' contributions and respond to these afflrm-
atively. Both groups increased in their willingness to disclose themselves
with no slgnificant difference between the groups. Significant changes
occurred fro the experimental groups In the areas of social sensitivity
and leadership while the control groups did not change significantly.

There was also a significantly greater percentage of students in the
experimental groups than in the control groups that ranked themselves as
feeling close in thelr relationship with The teacher and other students
In the seminar.

The above study confirmed many of the results that Stanford (1970)
found In a study with English classes at Horton Watkins High School in
suburban St. Louls during the 1969-70 school year. The groups which
received s3nsitivity education were paired with control groups meeting at
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the same time and taught Ly the same teacher. Groups of ten to twelve
students In grades 10-12 were expected t¢ cover the same cognltive content,
but the experimental groups, again, spent one hal¢ thelr time experlencing
legrning activitlies In the affective domaln. These affective experlences
ranged from giving first impresstons fo malntalining eye contact while
talking to another pergon and when posslble, they were linked to subject
mattar, The results differed slightly In that the experimental groups
demonstrated more ablilty (at the .0l tevel) to take responsibllility to
contribute to discussion, as well as being more acceptant of the value of
all members’ contributions and faking more responsibliity In responding to
other contributions. Members of the experimental group appeared to have
felt signiflcantly closer (.001 level) in retations wlth the teacher and
other members of the class than did the students In control groups.

The result from these four studles indicate only small differences
between fthe two approaches--discussion and human relatlions tralning.
Inconclusive findings suggest superlority of HRT in smal! group probiem-
solving accuracy (Larson and Gratz), in affirmative responses and leader-
ship, and, on the affectlive leval, in soclal sensitivity in the abllity to
value other members' contributions (Stanford, 1972) and In '"feeling closer"
to the teacher and other group members (Stanford, 1970). However, both -
groups improved cemparably in their willlngness to disclose themselves, so
that disclosure cennot be interpreted as a meaningful differentiating
variable. Consldering the cost, both monetary and possibly psychologlical,
of conducting human refations training groups tn their ideal form and the
findings of Haase, et. al., about retention, perhaps one should weigh these
flndings as to the Importancz of these programs +c teacher preparation.

Seif-concept In relation t» academic achlevement. Dlinkmeyer (1971b)
found growing evidence thet feclings of self-adequacy and the self-concept
are significant In determining scholastlic achievement. In citing several
studies, he reported three studles by Walsh (1956), Coopersmith (1959), and
Fink (1962); all substantiated that the child who had an adequate self-
concept was more effective socially and ‘academically. Combs and Soper
(Dinkmeyer, 1971p) found & significant relationship between feelings of
adequacy and educational achievement. They noted that the longer the chlld
was [n schoal, the lowsr his seif-esteem. Another study reported by
Dinkmeyer (1971b) was that of Lamy who found that the best single predictor
of beginning reading achlevement In first grade to be the chiid's self-
perception In kindergarten. These findings would suggest a need to
recognlze the affective realms of child deveiopment In the classroon.
However, Flanders and Amidon (Dinkmeyer. 1971b) observed that acceptance of
feelings accounted for only .005% of the verbal interaction In the classroom.

Walsh, In her study, used two groups cf '"bright" bLoys. One group
Included low achlevers (N = 20) who had demonstrated superior intelligence
from the second, third, fourth, and fifth grades in a prosperous middleclass
suburb. Twenty adequate achievers were individually matched with the fow
achievers in respect to sex, age, gtrace, intelligence, race, and soclo-
economic status. Projective techniques incorporating dolls were used and
the results were then rated and analyzed. Consistently, the low achlevers
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dlffered from the adequate achlavers In thelr portrayal of the boy dol!l as
restricted In actlon; unable to express hls feelings approprlately and
adequately; belng criticlized, rejected or Isolated; and actling defensively,
through compllance, evasion or negativism, These dlfferences were signi-
ficant beyond the .0l level. There was no slgniflcant difference between
the groups In ablllty to Identify with the male role.

In another study (Solomon, Rosenberg and Bezdek, 1964), the learning
of facts was significantly related to teacher clarlity, expressliveness and
tecturing while gains In comprehenslon related significantly to teacher
energy and flamboyance, and a moderate positlon on a permisslveness
continuum,

The effect of HRT on differing personality variables. One study was
designed to measure differences between school counselor candldates who
chose to continue T-group experliences and those who chose not fto continue
(Metchiskey, 1970). The subjects were involved in i8 weekly sessions of
approxImately 1% hours each with the same trainer during a fall semester.
Results showed that dogmatism was not a signiflcant dlfferential between
the students who accepted and those who rejected further group experlience.
Achievement needs were possessed to a greater degree by members of the
group which rejected further group experience while succorance was pos-
sessed more by the "accept" group. Differentials which were not slignificant
between groups were: need dlspositlions, deference, order, exhibition,
autonomy, affillation, Intraceptlion, dominance, abasement, nurturance,
changa, endurance, heterosexuallty and aggression.

"Dixon and Morse (1961) reported thelr findings that the teaching
role tends to mediate dlfferences In personality. Therefore, the cruclal
need is not to establish an ideal model of a teacher, but rather to help
prospective teachers develop confidence in their teacher role. Also, the
hypothestis that individuals who have a hlgh empathic capacity as measured
by pupll responses are seen as better teachers was verlfled.

General lzations from other research show that laboratory tralfning does
induce change in participants, but there Is confllicting evidence about the
performance and application of new attitudes and behavioral stytes. Involve-
ment In the training process, more than personality factors, appears to be
the critical determining factor which influences learning and change. A -
tralner can manipulate the group climate which produces differentlal tralnee
performance and learnings. An Inverse relationshlp exlists between the con-
gruency of the trainee's behavior style with the lab milleu and his relative
level of learning as judged by peers and trainers. People whose entry Into
fralning styles are at some variance wlth the culture that develops In a
lab seem to attaln a higher level of learning than those whose iInltial
styles are retatively congruent wl1h the culture (Golemblewsk!l and Blumberg,
1970).

Concluslons. ﬁlfhough the research cited Includes methodologlcal
flaws due to the varlable needed to evaluate the affective domain, It can
be useful as a starting point in creating human relations tralning programs.



Clearly, more ressarch must be exccuted before concrete concluslons can

be drawn. However, The data which are available can be useful since they
provide Inferences which are one step beyond intultlion. |f one uses the
research data wlth the reservations required by methodologlical fImltations,
the Information can be usefu!l In adding a new, more sclentliflic basis for
the structuring and implementing of teacher education programs.

Human Relatlions Trainling Programs

Having reviewed selected research findlngs on human relations traln-
Ing, It seems appropriate to consider some of the educational programs
which are built on a phliosophy supportive of human relations tralning.

Project Insight. A report on "Project Inslght" (Enterline, 1970)
revealed that Cleveland's city wide elementary and secondary human relatlons
program was designed to help young children know and tatk about themselves
and about relationships to other human belngs. The Program for Actlon by
Cltizens In Education (PACE), a non-proflt organlzation dedicated to
Improving the quallty of education for all Cleveland children, suggested
"Project Insight." 1In 1967, PACE gathered a group of teachers together
and asked them to suggest a curriculum and methods of teachling human
relations. Th2 results of thls collaboration was an informally structured
curriculum centered on student discussion and participation, rather than
on lectures by teachers. Nelther grades nor tests were required. In 1969
the flrst elementary school teachers participated in a six-week summer
training session. The training sessions conslst of watching fiims and
taking part in dlscusslons, particlipating in classes in sensitivity tralning,
learning more Inductive feaching methods, and watching technliques for handling
student response. Teachers also learn to ask questions and let children
learn to seek thelir own answers for them.

A report on PACE (Dol!t, 1971) explained that PACE works closely with
the Cleveland Board of Education and the county's other school systems to
seek new and beiter ways to educate children. To get assistance, a school
system's program must fulfill established requirements: Each teacher who
will be Involved must complete the six-week PACE summer training institute
and each participating school must offer the course for one year after the
teacher has been trained. The primary aims are to make students aware of
basic social concepts, to encourage curiosity about themselves and others,
and to lead them to question stereotypes. PACE programs are unique In
method. They use games to stimulate thinking, encourage Inductive thinking,
concentrate on feelings and reactions rather than facts and promote the
exchange of ideas between students. Rather than value judge, the teacher
serves as a facilltator by asking questions to open discussion. The fllims
provide an instant environment vhereby students experience the feellings and
desires of people in different soclio-economic levels (Doll, 1971),

Solution to racial conflict. Emerging as a potenfial cure for racilal
problems was one high schoo! numan retations tralning program. Upon the
mergence of two schools with the purpose of forming a model racial balance
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school, school flghts between Blacks and Whiltes broke out during the flrst
week of school. Small group human relations fralning sesslons of ten.
students plus a !eader were Instituted as a means to paclfy the violence.
Hansen and Wirgau (1970) reported that the only evaluations were highly
subjectlve and even these suggest that the program Is far from a panacea

for resolving racial problems. While students Ilked the openness and
honesty created in the groups as well as appearing to relate to each other
more as Indlviduals, there was no objective evidence that these groups
heiped reduce the human relatlons problems of fhe school, especially the
raclal onas. However, particlpating counselors consldered the human
relatlons tralning group among the most meaningful and satisfylng experi-
ences of the year. The groups seem to have helped the counselor Image.
Although they were not in the violent form of the original crlsis, sporadic
incidents Involving Blacks and Whites continued. Perhaps the felt success
of the program was best materlalized In l+s contlinuance through the creation
of ‘the class, "Psychology of Human Relations and Interpersonal Relationships.”

Another program which might serve as a partlal solution to raclal
conflict, the Human Development Program (HDP) was developed for elementary
school children by the Institute for Personal Effectiveness In Children
(IPEC). The HDP was instituted in a bilingual setting at Coronado
Etementary School In Albuguercue, New Mexico, during the 1969-70 school year.

- Grades kindergarten through third grade were included (N = 350). The
project Included teacher aids, a three~track curriculum for chltdren
speaking Spanish, English, or a tittle of both, in additon to the HDP.

The central technique of the program is the "magic circle" In which
children and the teacher share what they are thinking and feeling for 20
minutes per day. In IPEC designed Institutes, teachers were required to
participate in small group experiences with the objective of helping them
become more aware of their own feellngs, thoughts, and behavior. 1t was
hoped that stereotypes would be overcome. In additlion to lectures and
feedback sessions, [PEC teacher preparation included microlessons with
children from local schools 1o mode! HEOP technigques, including the "magic

~circle." The three focal areas were awareness of feelings, mastery to
Improve the self concept, and social interaction (Palomares, 1970).

For evaluative purposes, the participating subjects were compared
wlth a traditional non-bilingual program.in a school with a similar student
populatlion. Results showed Coronado's kindergarten children having an
average galn of more than 10 points in I and over {7 polnts in mental age
during the year. Flrst graders galned almost [2 1Q polnts with a [9-point
galn in mental age. Results also showed significantly higher scores at
Coronado In performance, awareness, mastery, soclai interaction, self-
esteem, peer relations, teacher relatlons, and enjoyment of school at all
grade levels. The oral ccmpetency and Spanlish performance averaged almost
50% hlgher in kindergarten and.first grades (Palomares).

The dlrector of Atbuquerque's Bilingual Education Program, Carlos

Savedra, gave principle credit for the project's success to the Human
Development Program. According to Savedra, the freedom of expression
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- seemed the most luportant aspect of the HDP sesslons. Thus, the HDP was
percelved as an effective way of alming at desegregation (Palomares).
A follow up study of those subjects' abllity now would seem most beneficial.

In another racial conflict study by Rubin (1967) In Andover, Massachu-
setts, particlpants “llved In" with a mixed raclal group for ftwo weeks.
Subjects included 20 males and 30 females rangling from 23 to 59 years old
(mean of 33 years), most of whom had at least a bachelor's degree. Eight
Blacks participated so fthat each group had at least one Black member.

The author concluded from this study that a minimal Increase In self-
acceptance (20% galn in this study) Is necessary for any signiflcant change
In human-heartedness to be immediately observable. Human heartedness, it
might be added, is difficult to operationalize or measure.

Human relations currlculum. Throughout Ohio's Cuyahoga County which
Includes Cleveland, a program entitied "The Human Relations Currlculum"
was Introduced In more than 60 elementary and secondary schools (Harding,
1971). The goal of the program was to produce folerant individuals who
- are able to respect others whose racial, ethnic or religious backgrounds
differed from thelr own without being threatened by them. One evaluatér
concluded that the course beneflts appeared to be In areas where it Is
easler to make, but more difficult to reject, generallzations about whole
classes of people. The human relations particlipants appeared more at
ease about Interracial contacts, more adaptive In rejecting stereotypes
of Blacks and poor people, and were less nervous about Black power and
militancy (Harding, 1971).

National programs. With the emergence of human relations fralning
In schools, came the creation of the Center of Human Relations by the
National Education Assoclation. Capocy (1970) reported that 22 state
education assoclations have had or have more recentiy established human
relations committees. Also, the National Training Lab has numerous programs
desligned to assist teachers and other school personnel to become more
effective In human relations programs.

Simulation packages. One author (Gustafson) Interpreted simulation
as a partial answer to the need for human relations training. He emphaslzed
the Importance of the simulation environment which Is a low threat and
provides an opportunity for the learner to scrutinize and Identify his own
concerns, attlitudes and bellefs. An advantage to simulation of interpersonal
relations is that It can offer a variety of settings.

Contlinuing to describe a technigue developed at Michigan State
University, Gustafson elaborates on the physical facility and the process
undergone by the subject. The physical faclilty consists of a small room
equlipped with a television monitor, motion picture projector and screen,
coffee tabie and twdo chairs. The floor was carpeted and the walls were
draped. One wall had one-way glass and a microphone was partially concealed.
In the adjacent rooms were two television cameras, a special effects
generator, a video recorder and related amptifyling equipment. A direct
telephone line between the two rooms was avallable.
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no significant change in the ratings of sensitivity but there was a lavge
statistical change in rapport building (p<.0l). The sensitivity program
did not increase questioning or positive sanctioning by the subjects. An
indirect conclusion reached by The authors was that consistent relations
between teaching behavior in simulated conditlons and in normal classrooms
indicate that simulated settings are encugh |ike real teaching conditions
to enable their use as fraining environments. '

Defending the method of using small group sessions for new teachers,
Grossman and Clark (1967) emphasized that sharing classroom difficulties
in a protecied small group setting provides the opportunity to sharpen
sensitivity to the children’s as well as their own anxieties and concerns.
In their program, first year New York City teachers meet weekly with a
mental health consuitanl from the Educational Clinic of Hunter College in
the Bronx. The program is structured with a set of guidelines for observa-
tion in the classroom. The teachers are then to play the role of the "other"
person involved (visitor, parent, principal). The group also serves as a
miniature classroom in which processes of interaction are illusirated similar
to those occurring in the classroom. Attention is directed to prevention
or repairs of teacher-student retationships deemed undesirable. Grossman
and Clark suggested this type of group training as being appropriate to
prepare teachers to handle the daily crises to which one is not exposed In
teacher education programs.

Teacher education programs. Chancey and Passmore (197!) suggest that
the trend of recognizing The need to humanize education by emphasizing the.
importance of the affective domain implies a need to equalize and integrate
the "knowing, doing, and feeling" educational experiences. Further, they
identified a modei of experiencesc appropriate for inclusion in existing
courses to integrate the affect. The five foci of affective training for
teachers which they suggested are: ' :

. Personal growth and development directed toward feelings
of competence.

2. Awareness of one's own affect.
3. Professional identity.

4. ‘Awareness of the reciprocal impact of behaviors in inter-
personal settings.

5. Knowledge of process features of group behavior (p. 214).

The mode! Chancey and Passmore suggest includes three phases for teacher
education programs. Phase Gne incorporates open ended, educationally or
diagnostic, social problem solving class meetings. .The goal of these meet-
ings is to provide future teachers with an opportunity to address themselves
to personal issues of identity within the context of ongoing classes. Also
included in Phase One would be "human potential labs" designed to help pro-
spective teachers to value themselves as competent and adequate persons.
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In Phase Two, T-qgroups and sensitivity training would supplement class
discussions geared to help trainees face themselves, their anxieties,
fears, hostilities, compassion and caring. The group experiences would
focus on helping the frainee develop skills in scltf-disclosure, understand
the reciprocal nature of human relations and perceive process features of
groups. Finally, Phase Three would occur during the clinical experience
(student teaching). This phase would include group counseling, as well as
the C-group as initiated by Dinkmeyer, (1970), which is discussed later in
this paper.

A pilot program using human relations training in a teacher education
program during the [968-69 year was sufficiently successful to encourage
its continuation the following year. ODuring the second year, most trainers
were required to participate in a "Training for Trainers" program initiated
by Malcolm Knowles (Marshall). For each teacher education student group,
there was then one trainer and co-trainer who met with Knowles for one and
a half hours after each group. The initial role of the trainers was first
to identify and clarify for the students what sensitivity training was and
was not. Then they were required to act as a model of an effective group
member by accepting individual expressions of feelings and individual
behaviors. They were also supposed to be protective and supportive. The
trainer was required to be the responsible authority figure, although this
role may in turn have created dependency on the trainer by the students.
To avoid this dependency, the trainer was fo withdraw gradually. The train-
ers were encouraged to not become members of the group, but rather to always
remain trainers.

Results were limited to self-reports. It was reported that the group
had developed interpersonal relationships among group members that continued
beyond the time of the group meetings (Marshall). The group members
appeared more open and trustful in relationships after sensitivity training
than before. There were frequent references fto improve communication, ac-
ceptance and understanding through openness, candor, and confrontation with
feel ings and behaviors.

Concurring with this belief that human relations training must be
directed at preservice and inservice teachers, Gazda (1971) presented a
three phase model for inservice teachers. Phase One would consist of train-
ing in empathy, respect, and warmth. This phase would require a minimum of
20 hours and would include about ten members per group. Following within
a month, Phase Two would emphasize concreteness, genuineness, and appro-
priate self-disclosure, thus running 20 to 30 hours. Ideally, Phase Three
would follow a few weeks after Phase Two :ith the goal being confrontation
and immediacy. Phase Three would continue until trainees were functioning
consistently above the minimally effective level of helping that had been
established previously. Gazda further suggested that student teachers
should be given a minimum of 20 hours systematic training in groups of
approximately ten during their first year. This early training would enable
Their reaching the minimal effective level before being allowed to work
with students.



Another proponent of using human relations tralning in the college
curriculum (O'Banlon, 1971) enthuslastically supported the program at Santa
e Junlor Coliege In Galnesville, Florida in which Behavioral Sclence 100,
"The Individual In a Changing Environment," is a requlred course. The
objective of this course, which O'Banion identified as "the heart" of the
general education program, had been stated to be "self-understanding." In
this course, students develop their own personal objectives to fit within
the broad course objectives, identify thelr method of reaching their
objectives and develop evaluation procedures to assess whether or not they
have reached their goals. Student planning thus forms Indlvidualized
learning packages for behavior change patterns. A 5-point Likert type
scale was deveioped to compare this course with other courses taken In
college. Flfty-elght percent of the students rated the course above
average or excellent. The highest ratings were glven to the reaction papers,
small group discussions, tape recoraings, Indlvidual projects and readings.
O'Banion concluded that although many students were nof receptive, the
course offered much personal growth to the majority of students.

At Weber State College In Ogden, Utah, another course deallng with
human relations training Is included for prospective teachers. The course
"Education 300: Fundamental Skllls for Teachers'" was Introduced for Fall
quarter, 1970. The goal of this course was to activate the ability to
relate to others and furnish students with skills necessary In solving
interpersonal problems (Adamson, 1972). The course is sub-divided into
two parts: the student's individualized learning activities based on the
WILKIT (Weber Individualized Learning Kit), and group activities centering
on the Interaction Lab for Teachers' Development. The group activities
consist of a 40-hour program of 26 exerclises for structured and control led
exposure to the most common Interpersonal problems a teacher can expect to
encounter. Communication skiils, group interacticon and interpersonal skills,
and typlcal professional probliems of teachers are dealt with during group
activities. Methods used incliude simulation, role playing, group games,
and analysis of response. Thus, the |aboratory forms a packaged course
which Adamson claims s easy to teach. Adamson found reactions to the
course to be enthusiastic, especially on the part of the students.

Gutdelines for HRT

With the above discussion in mind, some general guidelines to employ
HRT mos™ effectively in educational programs have been established. There
appear to be many specific factors which affect human relations Including
fear, aggression, prejudice, rejection and sex (Gustafson). One author
(Dinkmeyer, 197la) emphasizes that effectiveness is a function of how the
teacher comblnes his knowledge and understanding with his own way of usling
himself to be helpful tfo others. He continues that the information the
teacher is taught Is not as critical a factor as the way in which the
knowledge, attitudes, beliefs and feelings are Internalized. Combs' study
(Dinkmeyer, 197la) showed significant differences between effective and
ineffective teachers. Effective teachers were cited as being concerned’
with internal rather than external frames of reference, people rather than
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Another proponent of using human relations tralning in the college
curriculum (O'Banion, 1971) enthusiastically supported the program at Santa
Fe Junlor Coliege In Galnesville, Florida in which Behavioral Science 100,
"The Individual In a Changing Environmenti,” is a required course. The
objective of this course, which OfBanion identifled as "the heart" cof the
.general education program, had been stated fo be "self-understanding.”" In
this course, students develop their own personal objectives to fit within
the broad course objectives, identify their method cf reaching thelr
objectlives and develop evaluation procedures to assess whether or not they
have reached their goals. Student planning thus forms individualilzed
learning packages for behavior chanye natterns. A S5-point Likert type
scale was developed to compare this course with other courses taken in
college. Fifty-elight percent of the students rated the course above
average or excellent. The highest ratings were glven o the reactlon papers,
small group discussions, tape recordings, individual projects and readings.
O'Banion concluded that although many students were not receptive, the
course otfered much-personal growth to the majorlty of students,

At Weber State College in Ogden, Utah, another course dealing with
human relations training Is included for prospective teachers, The course
"Education 300: Fundamental Skllls for Teachers' was Introduced for Fall
quarter, 1970. The goal of this course was to actlvate the abillty to
relate to others and furnish students with skills necessary In solving
interpersonal problems (Adamson, 1972). The course 1s sub-~dlvided into
two parts: +the student's individualized learning activities based on the
WILKIT (Weber Individuallized Learning Kit), and group activities centering
on the Interaction Lab for Teachers' Development. The group actlvities
consist of a 40-hour program of 26 exerclses for structured and controlled
exposure to the most common interpersonal problems a -teacher can expect to
encounter. Communication skills, group interacticn and interpersonal skills,
and fyplical professional problems of teachers are dealt with during group
activities. Methods used include simulation, role playing, group games,
and analysis of response. Thus, the laboratory forms a packaged course
which Adamson claims Is easy to teach. Adamson found reactlons to the
course to be enthusiastic, especially on the par* a* the students.

Guldelines for HRT

With the above discussion In mind, some general gulidelines to employ
HRT mos™ effectively in educational programs have been establlished. There
appear to be many specific factors which affect human relations Including
fear, aggression, prejudice, rejection and sex (Gustafson). One author
(DInkmeyer, 1971a) emphasizes that effectiveness is a function of how the
teacher combines his knowledge and understanding with his own way of using
himself to be helpful to others. He contlnues that the Information the
teacher is faught Is not as critical a factor as the way In which the
knowledge, attitudes, beliefs and feelings are Internalized. Combs' study
(Dinkmeyer, 1971a) showed significant differences between effective and
Ineffectlve teachers. Effective teachers were cited as being concerned
with internal rether than external frames of reference, people rather than
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things, and perceptual meanings rather than facts. They were found

sensl tive to the feellngs of students and percelved them as persons. Also,
they were more concerned with persons and thelr reactlons than with the
materials they were presenting. Having feellings of adequacy, they saw
others as friendly, well Intentioned and capable of deallng with thelr
problems successfuily. They emphasized process-oriented experiences and
saw the purpose o* feaching as freelng.

Dinkmeyer (197[a) then suggests & new approach for teacher education,
the C~group. The C-group Is so named since many of Its components begin
with The fetter “C": ‘

l. Collaboration--the group works together on mutual concern.

2. Consultatlon~-~the interaction within the group helps the
members develop new approaches to relationships with
children, .

3. Clarificatlon--one goal Is to clarify for each member his
beliefs and heip him see If hls behavior 1s congruent to
his bellefs.

4. Confidential --the discusslons are not to be repeated out-
slde the group.

5. Confrontation--the group expects each Indlvidual fo see
himself, his purposes and attitudes and be willing to
confront other members.

6. Communication--an objective is to communlcate ideas,
-meanings, and feellings.

7. Concern--the group is involved wlith other members and
wlth children.

8. Commitment--the members should be commltted to change.

| deally, the C-groups would have flve to six members. They would be
conducted for a minimum of one and a half hours each sessfon and would have
a circular seating arrangement. A readiness exercise would be used as a
warm-up at the beginning of the session. Dinkmeyer concludes +that prelim-
inary feedback suggests the C-group model can be a useful tool in facilltating
teacher development. [+ has been piloted in the student teaching department
at Northeast College in Chicago.

In teacher education programs, Marshall found that 1+ was better to
conduct groups for a weekly three hour sesslon for five weeks than to meet
two hours per-week for 12 weeks. He also reported that groups of ten to
twelve worked better than large groups, l.e., 2I.

Wiggins concluded that while human relations tTralning may be émeans
to an end, it is unlikely that 1+ is an end in Itself. He suggests the
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following requisites for human relations trelning: clearly deflined

goals and behavicrally defined objectives, empirical research and evaluation
methods, and standards for professional performance on the part of the
trainers.

tt was clalmed by Alschuler and Ivey (1972) {hat educators should
be held accountabte for creating Instructional objectives that define
relevant human competenceé. They suqggested that

otherwise, the 'effectiveness' of competency-based
euucation means effectively coercing students, effec-
tively exposing teachers' incorrect view of reality,
effectively misleacding children about what is neces-
sary to survive and flourish In society (p. 53).

Once aftfective objectives have been written as clearly as possible,
how does one evaluate them? Harbeck (1972) siresses that a continuous
effort must be made to evaluate affeclive goals, if they are to remalin
a part of the curriculum. Evaluation dala can be collected on a group
basts by using Instrumenis which can be gathered anonymously from students.
Possibiiities of instruments include interview schedules, check!list, open-
ended questions, questionnaires with fixed alternatives and semantic
di fferential techniques.

It appeared to Combs (1970) that in evaluating human relations tralning
programs, one must know who is in the program, who Is directing it (the
training, experlences and philosophy of the trainer), the purpose of the
group, and the clrcumstances of the group. This Information would help
deflne the group to avoid the ambligulty of an umbrella definltion which
might hide Important characteristics.

General suggestions for human relations training In schools were made
by Krafft (1971). He suggests that the first step be to dlagnose the
situation. Since change In one part of the schooi organlzation will produce
adaptive changes In other parts, the gain 1n one area may be offset by a
loss In another area. Krafft emphasizes the Importance of 1imiting the
objectives of a human relations fralning program. . He cautioned that one
should steer away from a panacetic approach to human relations training.
Once the objectives and depth of intervention are set, one should stay
within these constraints. A point of Intervention wita a supporting
rationale should be specified. Another key element Is to let the indlvidual
declde whether or not to participate (Krafft; Kimple, 1970). This choice
should be based on adequate knowledge of what human relations tralning
entails. According to Krafft, transfer of learning should be the primary
concern. He further asserted that i+ is important to not allow human
relations training to polarize the school. The school system must be
paral led and have complemantary changes made with sensitivity for human

problems. Incorporating the numan relations training into the process of
learning, teaching, and administering is more desirable than to Institute
It as a speclal Incldent in the Ilfe of a school. Krafft's final suggestion

was to find and use competent human resources. From the emphasis given by

13-



others, (Wigglins; Combs, 1970; Welsbord; Edwards), this polint Is an
apparently crucial one.

Reafflrming the importance of the trainer, Thomas declares:

T-group experiences with a good tralner may not help
an organization, but T-group experfences with a poor frainer
can create severe personnel -problems, can hlnder communication
and can be psychologically damaging to both individuals and
Institutions (p. 459).

Another varlable found to be Important in group accomplishment is that
of trust., From his research, Friediander (1970) concluded that workgroups
in which members have high trust In each other prior to laboratory training
reach greater degrees of group effectiveness and have more worthwhile
meetings after laboratory trainlng and that the Converse seems to foliow.
Trust served as a catalyst in combination with laboratory tralning to foster
group competence. Trust did not act simltarly in groups which had not
participated In fralning. Another signlificant flnding was that trust does
not seem to Increase significantly as a result of training unless laboratory
training was part of an ongoing, integrated development program. Birnbaum
suggests conducting HRT away from the home and school so that the Individual
can remain anonymous. The distance might enhance the trust of the group to
encourage personal growth.

Welsbord advocates having teams of consultants with diverse skills
to work slmultaneouslvy with the groups in a total organization development
effort. Weisbord continues to delfineate happenings in a typical school
workshop In human relations training. The flrst step is to bring conflict
Into the open through some form of encounter. The participants are then
organized to speak "thelr own minds." At that point, the group considers
how this confiict relates to the school's problems and identifies areas
that many feel need attention. The next step Is to design specific projects
to help bring about the changes. Finally, the group evaluates which '
activitles and conditions most favor change and declide how these results
will be measured.

In suggesting that a plan for evaluation fs essential prior to the
implementation of a human relatlons tralning program, Wlggins seems to
contradict the sequence of these events. Perhaps an evaluation scheme
would be more meaningful In measuring behavior change |f the sub jects were
assessed additlonally at the beginning of the human refations training.

An interesting point made by Saputo and Gill (1972) was that part of
the problem in Implementing human relations tralning in schoels is that
many people are not aware thal human relations Is a "sclence" in which it
is possible to build a skill. They further emphasize that young peopile
especially have had littie chance to become aware of the need for such
skills. [t appeared to Saputo and Gii1 that conflicts must be dealt with
at the offset. Although it is feasibie to effectively incorporate human
relations training in a vocational course, little time would be left for

- 104~



the teacher to spend on other tasks, especially with the ever Increasing
technical information that must be dealt with. The authors then advocate
a separate discussion course in human relations which is structured around
a student-deslgned course. Fundamental questions, e.qg., the Importance

of human relatlons while at work, and case studies would be discussed.

The course should demonstrate the Importance of a good working environment
In which employees feel free o discuss problems. The authors reported
that studies have shown that quantity and quality of production Increases
In proportion to the morale of the workers.

Evaluation

A chief concern to educators is that emphatic statements of the urgent
need for human relations education are being made without a research back-
ground. Stanford (1970a) suygested that human relations tralning was a
potenltal cure for many social flls. Stanford contends that human relatlions
training could eliminate racism, decrease teacher anxleties by preparing
teachers psychologically for teaching, teach the psychological process of
learning to be a woman, wife, and mother and teach the abllity to get along
wlth people. Further, Stanford wrote, "All teacher preparation programs
should Include group or Individual counseling for teacher tralnees to help
them learn to handle and overcome harmful attitudes such as race and class
prejudice or excessive aggression" (p. 7). Stanford seemed to imply that
all beginning teachers should be provided with individual or group counsellng.
A continuing program of counseling and faculty discussions should |lkewise
be avallable to all Teachers when they or their supervisors feel they need
1. 1s this realistic In terms of manpower and flinances available to schools?

Another writer (Patterson, 1969), who viewed human relations training
as a potentlal umbrella to alleviate problems in educatlon, stated ".
we are going to have to be concerned about humanizing the education process
to counteract the dehumanizing effects of the machine" (p. 104). Patterson
forecast machines as beling the teachers of subject matter whille the major
preparation of elementary level teachers would be In human relations. Hlis
conclusion was that, "since preventive activitles will reduce the Incldence
of emotional distrubance among children, counseling or therapy will no
longer be needed by most students" (p. 106). The curricutum assumptions
might be chal lenged here. :

One advocate of using human relations training as a potential partlial
cure to drug use among students suggested that, "the human relations dls-
cussion technique seems a pretty oblique approach to a serious problem,
[the use of drugs by students] but we know that, so far, no other way
works" (Dawson, 1971, p. 29). It might be noted at This point that Dawson
had no evidence to suggest that human relations tralning would work
as a methed of drug control =ither.

Another example of the "I llke it" type of evaluation can be observed

In Buchanan's article on preparing teachers for the affective level (1971).
In her article, Buchanan suggests a method for creating affective expertise,
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i.e., the abillty fo reach a stucent as a fellow human belng and to

feed subject matter Into that relationship. Without supporting research,
she contends, "The success | have had in my efforts has been most reward-
Ing'" (p. 616). She further obsarved that without exceptlon the students
were affected by the non-verbal expuerlences [n a positive way. Flnally,
she defended the position thal since perceptions are Interpreted primarlly
on the affectlve level, our uex® step in Improving the classroom Is to
emphasize the affective rather than the cognlitive processes.

The above examples are of weaknesses in evaluatino human relations
tralnlng programs and seem typlcal of advocates searching for a single
method to cure the many prublems encountered in the schools. Clearly, the
first step In evaluating human relations training programe is to have
measurable outcomes. Harbeck recognizss the problems with evaluating the
affectlve domain when Trying To Tind or prepare objectives and evaluation
items. One of the problems is the difficulty In capturing In "action words"
the internallized attitudes, feslings wund values desired of the students,
Words tike "apprecliate," "be i:itersuted in," and "be willing to" should
be avoided since they arc open to numercus Interpretation. The difficulty
in conducting thorough research is inherent In the type of activity encoun-
tered where each group i(n unique. The behavioral aspect leaves evaluation .
at a subjective level; for example, how does one measure the hypothesis
that group members come to truly care for one another? The quality of the
group Is hard to verbalize to others. Also, constructing instructional
objectives for accountabilijty may have negative effects on students, as
polnted out by Harbeck. The danger here Is that In prescribling every step
In a student's learning sequence, the development of the student's creative
power may be [nhibltcd.

A further problem in evaluating HRT programs which has received a
minimaj, if any, amount of attention is that of cost. Even [f the need
for change is in the area of affective education, Is the change feaslible?
Cutbacks on avallable funds huve often resulted iIn a decrease of profes-
sfonal school counselors, which alsc would affect the resources avallable
to hire competent tralners and to conduct teacher human relations training
workshops. Since human relations tralning cannot guarantee any specific
outcemes, is it the most desirable method of improving interpersonal
relationships, and Is [t appropriately included as a function of formal
gducation? What Is the value of HRT to schoo! districts and to the goals
of school districts?

Answers to ‘these and similar questions would appear more definite If
HRT had a solld theory as a base. However, HRT lacks a theory, and there- -
fore 11 does not explain behavior in concrete terms which could be debated,
substan“fated or falsified. Clearly, adopting human relaticns tralning tn
teacher educatton programs is threatening in +that, as with any change, many
7ind security in maintalning the status quo. |f approached with the ldea
~that human relations training has the potential for increasing Interpersonal
relationships, and that this goal!l Is decirable, perhaps there Is a place
for human reiations training In teacher education programs. If viewed as -
a panacea for alieviating universal probiems, however, human relations
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tralning does not approach Its goal. Certalnly, cautions must be +aken
in Instituting human relatlons trainlng programs.

Summary

The stucles of Dinkmeyer (1971t7), Branan, Walsh, Solomon, Rosenberg
and Bezdek, and Palomares indicate that there is an Increasing need to
[nclude human relations tralning In teacher education programs. Other
researchers. indicate that HRT can Imporve teacher altitudes toward children,
personal relationships and teaching as a career (Lee), can Increase
Interpersonal relatlons which relate to desirable teacher outcomes
(Berenson and Wigglns) and can Increase communicatlion of teachers with their
students and eilctt higher levels of Involvemant from students (Hefele).

By extending the implications of these research flndings, Incorporation
of HRT In teacher education programs |s suggested. The three objectlves
identified by Amidon and Flanders appear helpful as a basis for HRT
programs in teacher education. They suggested that teachers should
possess: () the ability to accept, clarify and use the ideas of students
when planning and dlagnosing difficulties; (2) the knowledge of behavlors
which restrict and those which expand student reactions; and (3) under-
standing of a theory of Instruction which can be used to contro!l teachers'
behavior in facilitating classroom communication. Additicnally, HRT would
be useful In preparing teachers for gorup dynamlcs and group leadership
processes by Increasing their interpersonal sensitivity and sel f-awareness
(Schneider). Inherent In this objective |s the assumption that senslitivity
to values and beliefs will improve interpersonal relatlons (Gustafson).

Yet, in his criticism that HRT should be integrated with the intellectual
analysis of a problem, Reimer apparently could not free himself from
emphasizing the cognitive domain. |[f affectlve education Is needed [t need
not be camouflaged by includling it only as a better method of developlng
problem solving behavior. Perhaps hls reflection Is that of many others
also: that Is to assume That cognitive learning should be Included in the
goals when conducting HRT. ’

A questionable assumption seems to be made by Stanford (1970a).
Reference was made to HRT as a means of teaching the psychological process
of learnlng to be woman, wife, and mother. An inference from this assumption
s that there Is only a monollthic role of "woman, wife and mother." Such
a role definition is not fashionable in current soclal thought. His
statement appea.’s to support the channeling of female roles Into domestic
duties. In the movement for equallty between sexes, Stanford wiil surely
meet opposition by describing women In such terms. The described roles do
not allow for an extenslon of women's potential.

Overprojections of the Importance of HRT to classroom teaching as
Iduntlified by Patterson leads to the questioning of the currlcuium
assumptions. Predicting that subject matter will be taught by machines
fol fowed by human relations assignments is not a humanlzing experience.
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The many writers In the field of affectlve education, as well as those
whose concern Is.to "humanize the curricutum," all reflect a desire to
reorlient the process of schooling to Its clientele--the children. [If this
noble goal Is to be met, then a systematic implementation of HRT Is a
mandate for both teachers In preservice and lnservice.

General Guidelines for HRT Programs in Teacher Education

The suggestlions for including HRT in teacher education programs whlch
follow are a synthesis of the most wppropriate suggestlions surveyed from
the literature previously cited. The followlng list Is to be construed
as a tentative set with modiflications belng necessary when empirical tests
are made.

. HRT training is useful when implemented In close time proximity to
student teaching. Berenson's study Indicated that a minimal amount of
time (25 hours) spent In HRT [ead student teachers to deal significantly
with discrimination and communication of empathy, posl+ive regard, genulne-
ness, concreteness, immediacy, and confrontation. This group also employed
the experiential, didactic and modeling sources of learning. These tralts
are all deslirable teacher outcomes.

2. Avold the short-term, e.g., 'crisis" two hour HRT programs, slnce
participants did not reveal substantial behavior change (Kramer).

3. To be more effectua!, HRT in teacher education programs might best
be followed with a HRT program conducted during the first year of teach ing.
A continual HRT program seems imperative from the findings of Haase, et. al.
After one year, and without further HRT Haase's subjects closely approached
their earlier baseline behaviors.

4. If there is resistence 1To HRT in a program, simllar effects might
be obtained through small group discussion approaches. This technlique Is
suggested by the research attempts of Larson and Gratz, Stanford (1970 and
1972), and Rand and Carew.

5. When establishing a HRT program in teacher education, responsible
faculty members should first conduct a needs assessment, state the HRT
objectives and identify evatuation strategies which-will measure the
attainment of these objectives. Further, it Is necessary to identify trainer
competenclies, and to incorporate HRT into the processes of learning, teaching,
and administrating.

6. Cautltons mus. be exercised when using HRT 7o guard agalnst reducing
necessary personal defenses. Some "“defenses'" are needed to maintain a
balanced personallty (Edwards). If it seems advisable to reduce a person's
defenses, then this might best be done under the supervision of a therapist
rather than In a group where specific and highly individual needs have not
been assessed.

v
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7. Avold having a group which Is domlnated by a |Imited number of
personal ity types. Here, the tralner must Impose regulatlions to prohiblt
the monopoly of the Interaction so that other group members do not beccme
Inhiblted (Edwards).

8, in planning research on HRT, several methodological flaws can be
avolded by Identifying precise training objectives, using appropriate
evaluation technigues whlch measure the effects of activities on behaviors
and attl tudes of the students, and by studving the process of tralning
as well as the Intermedlate and final outcomes. Include several control
groups so that groups are identified as control groups and others as
experimental. Also, it is essential to plan for follow up studles, and to
speclty the exact tralning experiencas Inciuding outcomes which are not
solely normative based. A desci'iption is needed of the theoretical structure
on which the HRT program is designed.” Finally, operationally deflned
measurement activities are needed to determine the effect of HRT activities.

9. In evaluating HRT pregrams, data must be collected concerning the
relatlve cost effectiveness. Even if there is the need for change In
affective education, the change must be fliscally feasible. Cutbacks on
avallable funds may result in a decrease of professionally prepared school
counselors. Such fiscal actlons affect the resources available to hire
competent trainers who can conduct teacher oriented HRT workshops. Slnce
human relations training cannot usually guarantee a specific outcome, Is
it the most desiruble method 6f improving interpersonal relationships, and
is It appropriately included as a function of formal eduzation? What Is the
value of HRT to school districts and to the goals of school districts?

Answers to the above and similar questions might be more definitive If
HRT has a sound theoretical base. Usually, hcwever, HRT lacks a consistent
theory and therefore it does not explain behavior in precise terms which
can be substantiated or negated by observation or émpirical tests.

Adopting a human relations training program in teacher education Is
threatening in that as with any change many find security in maintaining
the status quo. |[f approached with the idea=that HRT has the potential for
Increasing Interpersonat refationships, and that thls goal is desirable,
perhaps there Is a legltimate piace for it In teacher educatlon programs.
If viewed as a panacea for alleviating universal problems, HRT cannot
approach atiainable goals. Caution must be observed when instituting HRT
programs. |f the preceeding set of criterla are used to establlsh such

programs, they should yield a high probabllity of success.
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IMPLICATIONS OF THE CONCEPTUAL LEVELS

MATCHING MODEL FOR EDUCATIOMAL REFORM

by

Terry R. Armstrong
Department of Education
University of Idaho
Moscow, ldaho

Contemporary educational literature presents ample evidence fo in-
dicate that the decade of the sixties witnessed more attempts at educa-
tional reform than any time in prior history. I+ would take pages to list

the acronyms that frame these endeavors. To document the products of Title
I1l and Title |V programs of the Elementary and Secondary Education Act of
1965 which attempted to affect change in education would alone fill several
volumes.

As one reflects on those years and the efforts expended for educational
alternatives, one must ask what has been the result? While the reform
movement has produced some changes, the schools themselves are largely un-
changed. Goodiad {1969) found that schools were much the same in 1969 as
they had been in 1949, and in some respects not as good as they were forty
years prior when the last great school reform movement was at its peak.

In 1962, the Association .for Supervision and Curriculum Development

- (ASCD) published a yearbook entitled, Perceiving, Behaving, Becoming: A
New Focus for Education, (Combs, 1962). Written during the technological
revolution of the post-Sputnik era, the yearbook did not advocate the pro-
duction of technological automatons. Quifte the contrary, the results of
the four year study indicated a need for the development of self-actuali-
zing educators and foresaw a significant change in the teachers' views of
their roles and relationships to children. '

School experiences significantly affect the lives of students. |f
public educaticn has failed, one reason is because it tends to be inhumane.
This has been the caution of educational reformers for the past ten years--
Postman and Weingartner (1969), Goodman (1964), Hoit (1964, 1970), Herndon
(1969), Dennison (1969), Friedenberg (1969}, Kohi (1967), Kozol (4968)
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Silberman (1970) and others. Schoo! experiences, noted Carl Rogers, are ir-
relevant unless they affecl

(1) the student's concepi about oneself as an indjvidual and
as a member of the society (classroom, school, community, and
so on) that impinges on cneself, (2) the style that the stu-
dent develops to deal with the schoul experiences (notably
teacher-student and student-student transactions), (3) the
attitudes toward social institutions that students develop as
a consequence of their first major experience with one such
institution--in this case, the school system (1969),

What is the present scho.| experience? One source refers to school as
a sad game. '

- The game is celled "Let's Pretend," and if its name were
chiseled info the front of every school building in America
we would at least have an honest announcement of what takes
place there. The game Is based on a series of pretenses
‘which include: Let's pretend that you are not what you are
and that this sort of work makes a difference to your lives;
let's pretend that what bores you is important, and that the
more you are bored, the more important it is; let's pretend
that there are certain things everyone must know, and that
both the questions and answers about them have been fixed for
alt time; let's pretend that your intellectual competence can
be judged on the basis of how well you can play Let's Pretend
(Postman and Weingartner, 1969).

The knowledge explosion is a fact. No one argues the point that
.scientific knowledge has doubled in the last decade. John Gardner observsd
that, "We think of the mind as a storehouse to be filled when we should be

thinking of it as an instrument to be used (1965)." With human knowledge
accelerating at a phenomenal rate, we need larger storehouses. Or we might
consider Gardner's alternative that the mind is an instrument to be used.
He suggests that the minds of young people should be used to "learn what
and who they are, it helps them to think about what they wish to become--
as individuals and as a people (1965)."

This is the challenge. As Combs suggested, a major goal of educators
at all levels must be to prepare the student to become a person .

who has a positive view of himself, who is open 7O experience,
who is creative, who is trustworthy and responsible, who has
values, who is well informed. and who is aware that he is in
the process of becoming. This is the person most able to sur-
vive and deal with the fuiure (1962).

It is also assumed that when teachers themselves engage in an educa-

tional experience in a way which gives 1t personal meaning, and when they
themselves become independent and self-directed learners, they will be likely

-115-




to create a similar kind of learning experience for the children they teach.
Jersild stated that

I f teachers accept thz concept that education should help each
child to develop his real or potential self, it will be essential
for the teachers fo seek the kind of self-understanding which
they are trying to help their pupils achieve. |f a person

would help others to understand themselves he must strive to
understand himself and he must be willing to accept help in the
process (1969).

It Is now two decades since the post-Sputnik revolution in education.
As noted, for the most pari, schools have not really changed. The text
still remains the fundamental Teacher aid despite the many alternatives
available. One question is central: why have some individuals accepted
change and successfully implemented tThe results of research and development
while others in similar capacities strongly resist? For anyone who ob-
serves educational facilities and school programs it is always puzziing to
find innovative programs in one district while in a neighboring situation
little evidence of change can be found. Likewise, an individual teacher
or administrator may evidence aliernate methods within a school while most
of the staff seem committed to conventionai ways. What is it that causes
the wide disparity in perceiving the benefits or faults of any new idea?
Why, at a period in our history when the time between discovery and appli-
cation is fast shrinking, should it take educational improvements so long
to be accepted? Why have efforis to '"humanize" our approaches to teaching
only been accepted by a very few even when research data supports tested
alternative methods?

A Taxonomy of Awareness

As Harvey states in the text Expehience'Sfrucfure and Adaptability:

Delineation and dissection of the factors surrounding the
differential capacity of individuals and social systems to
behave creatively, to withstand stress and to cope effec-
tively and adaptively with diversity and change would be

of significance to the theorist and practitioner allke . . .
(1966).

One area of study that ofiers some insight as to how people effectively and
adaptably change attitudes or perceive The world around them centers around
revised definitions of what a learner really is. While there continues to
be debates about the merits of one curriculum over another, alternative
teaching methods and the role of the teacher, there has been i{ittle attention
given to the characteristics of learners. Llearners, as defined here, Include
all people: public school and collegiate students, teachers, administrators,
col lege teachers and schoo! patrons. Evidence Is now accumulating which sug-
gests that all individuals have the potential to pass through several dif-
ferent levels or stages of awareness which affect their parception of the
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world around them and alter the way in which they view educational choices.

David E. Hunt (1970) and Lawrence Kohlberg (1971) researched positions
that are most appropriate to educators. Their findings have been further
analyzed and developed by Charles Jung (1971). Educators who are confronted
with criticism from today's youth or who are unhappy with teaching outcomes
or whose programs are in need of study, should reflect on the theory which
fol tows.

Just as Jean Piaget theorized that stages of development exist for
youngsters, Hunt and Kohlberg have proposed levels of moral and cognitive
awareness that paralle! chronological stages of development for adolescents
and adults. Their disclosures may offer insight for educators. These
fevels or stages of awareness follow a progression from the need for struc-
ture to the need for flexibility on tiie part of individuals, including those
responsible for public schoo! and collegiate education. While it is never
a safe procedure to classify or categorize people, readers should be able
to recognize the four typical levels or phases.

While the discussion that follows is directly related to today's stu-
dent population, it must be understood that adults too, can be located
along the same continuum. The student facet is as follows.

Level one stereotypes, Level one students are most often encountered
in high school and elementary schoo! althougyh a few occasionally find their
way to college, especially introductory undergraduate classes. These
individuals have responded to the adult worid's promg#¥ton of role expec-
tations that neatly fall into specific stereoty occupations. Level one
individuals lack the basis for forming individualized or personalized
opinions regarding career choices. Course work for them is appealing if
there is a direct and immediate relationship with what they perceive as
relevant for an expected occupational role, often the parent's occupation
or one designated for the learner by parents. Level one students lack an
experiential or cognitive base for evaluating the importance of assignments.
There may be a rejection of course assignments which often leads to academic
failure. These students may do an adequate job in classes if direct oc-
cupational relevance is demonstrated. However, most need considerable di-
rection and guidance from fthe instructor. Thus, programmed. materials, work-
books, worksheets, readings relegated to the text, and structured laboratory
experiences offer the best methods for these students. Jung (1971) calls
these individuals the "stereotypic" learners.

Level two opinionates. Leve! two learners may be termed the "opinion-
ates'". These individuals may compose about one-half of most high schoo!l and
college classes. Thc opinionate iearners are happiest in the world of low
level cognitive information. The curriculum is viewed as a collection of
non-redundant absolutes. Right-wrong, black-white, and yes-no specifics
are learned with enthusiasm. These learners rarely question assignments,
learn cognitive information willingly and are most comfortable if the in-
formation is in the text or carefully explained in a lecture. There is
{ittle pleasure found in real-world learning experiences. Ap opinionate
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botany student, for exampie, would easily learn that there are four cel |

layers in the cross-section of 4 leaf. The learner would draw and label
such a cross-section in carnest, feeling comfortable that all leaves hold
that anatomical configuration. Opinionate learners like instruction from

lectures, handouts, ‘teacher directed discussions, workbooks, structured
labs, reports, teacher generated !ibrary assignments, films and materials
that do not present grey area inconsistencies.

Opinionate learners are the pivotal type in the hierarchy of aware-
ness levels. In time, and with aporopriate awareness increasing stimuli,
the opinionates begin To exhibit behavioral change. Two forms of stimuli
are of interest today: one is documentary television (which is of signif-
icance to high school aged individuals) and the other appears to be debate
and discussion with peers who muy te classified as being on levels three
and four. The outcones of debure and additional input of information often
focus upon the realizaftion that tnere are not as many biack-white concrete
answers to today's complexities as imagined. Television is not directly
responsible for changing many opinions about basic facts or concepts.
Rather, television forces young people o question values once held as
sacred. A concommitant of this situaticn is the realization that there
is too much to learn; a feeling of despair and frustration is often noted
after realizing that it is impossible to learn everything. The individual
who learned about four cell layers in the leaf cross-section is dismayed
upon discovering that all leaves do not exhibit this pattern.

A result of this new awareness is that formerly opinionated individuals
begin to painfully question oi- reject statements and assertions that aduits
in education or in positions of authority make. At the same time there
may be concomitant changes in dress., appearance, and behavior. These
signal the beginning of leve!l three awareness.

Level three existentialists. Jung terms level three individuals as
"existential™ learners. As the existential term implies, time awareness is
worth noting. While level ane and level two learners tend to live for the
future and speak often of the past. leve!l three types are not concerned
with The past and reject most+ information which alludes to historical po-
sitions or opinions. Neither are they concernad with what is to come.
These students live mainly in the herc¢ and now. Today this type often
exhibit dress patterns considered bizarre by opinionates. Some character-
istics of this type of individual may includs aiternate life style, drug
use, varied religious expression, and (of importance to the educator)
questions about what is worth siudying, iearning and knowing. Members of
prior generations have arrived at lave! three awareness without manifesting
such overt characteristics; however, they usua!ily can relate some "deviant"
behavior common to their era.

It has been argued That not all individuals who reach leve! three
awareness must evidence the alternate life style replete with drugs, devi-
ant behavior or changed dress. However, if one has passed thrcugh this
stage it is possible to document some "deviant" change in behavior. In
school, it may be noted that once eager students (by ievel two standards)
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often withdraw and direct their energies in personal endeavors that may not
- necessarily be self~damaging. Such activities often include social service,
creative diversions (such as music, art, |iterature), or withdrawing for a
new look at the world. The level three period is the phase that gives
teachers and administrators some of their most difficult moments. The pro-
tests of the late 1960's were the product of |evei three types for the most
part.

Level three students prefer teaching methods and educational experiences
that allow for options and independent learning such as teaching-learning
contracts, open-ended problems, open experimentation and student led dis-
cussions. Traditional teaching methods are most often rejected. Many of
these students espouse the notion that they are able to structure their own
courses and methods for evaluating progress. Many teachers are dis-
mayed at the thought of allowing students to take part in formulating de-
cisions about course content, procedure and evaluation methods. Teachers
who are not supportive of the demand to affect course structure are often
victims of poor student ratings, student dissention, and poor cooperation.

There is no set length of time for an individual to stay at awareness
fevei three, nor is there a specific age at which people enter this period;
it depends on the individual's experience and immediate surroundings.

Often people will vacillate in anc out of the preceding and following levels,
a point that is of interest to those studying learning theory.

The level three period terminates when the learners reach an awareness
about the finiteness o* life and the realization that the individual is
responsibie for making choices and decisions that affect the outcomes of
life.

Level four self-actualizers. The final |evel of awareness may be
termed the "creative' stage. At this pcint in development, learners have
the realization that |ife might be purposeful and that they ‘are free to

make choices which will affect their lives. This differs from the blind
acceptance of purposefulness found in levels one and two. Level four
learners take charge of life. Many educators will note that The once re-
calcitrant, level three learners will| seek out those professors who they

deem as relevant and begin to situdy with them with a zealousness that is
startling. Having entered the creative phase, the learners accept that
all behavior represents the possibility of choice for exposing or not ex-
posing oneself to change. There is an accepting of responsibility for an
active part in creating "self" from that point on.

The freedom wanted by level four learners generate a great deal of
independence; work is genuine, creative and unencumbered. In Maslow's
terms, these individuais would be considered self-actualizing.'" Maslow
(1970), a psychologist, devoted much of his later life to the formulation
of the self-actualization theory. He searched for the conditions under
which people developed to the full stature of which they are capable.
Crucial to this idea is the concept of basic needs. That is, Maslow be-
lieved that seif-actualization can only resuilt+ after a series of basic
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physiological and psychological needs are satisfied. These needs are |isted
in sequence from lower to higher, in what Masiow terms the "hierarchy of
relative pre-potency." This concept is important to the present discussion
as it offers additional evidence supporting the notion of levels of aware-
ness.

Maslow's classification of basic needs, beginning with the lowest level,
are as follows.

I. The physiological needs are the needs which work for our bio-
logicat self-maintenance.

2. The safety needs include the need for order, routing, the
family, the known, and the need for security.

3. The needs for belongingness and love are reflected in the
need for a place in a group and for affectionate relation-
ships with other people.

4. The esteem needs are the needs for importance, self-respect,
self-esteem, indepesndence, and the respect and esteem of
others.

5. The need for self-actualization is the desire to realize one's
maximum potential.

Using the Hunt and Kohlberg concept as a framework, it would appear
‘that level one and level two individuals have satisfied Maslow's first
three needs, while level three people are searching for Maslow's fourth
need, esteem. Maslow's final level is reached during the creative stage or
the self-actualized state.

The results of Maslow's studies yielded the following charaCTer|s+|cs
of people who are in the process of actualizing themselves.

I. A more adequate perception of reality and more com-
fortable relations with reality Than occur in average
people. Maslow's cases seem fo detect the spurious, the
fake, and the dishonesty in interpersonal relations and to
be attuned to the truth and to reatity in all spheres of

life. They eschewed the illusory and preferred to cope with
even unpleasant reality rather than retrzat to pleasant
fantasies.

2. A high degree of acceptance of themselves, of others, and of
the realities of human nature. They were not ashamed of
being what they were, and they were not shocked or dismayed
to find foibles and shortcomings in themselves or in others.

3. Spontaneity. Self-actualizing people displayed sponteneity
in their thinking, . emoTuonJ, and beshavior to a greater exftent
than average peoplea. ‘

4. Problem-centeredness. Maslow's subjects all seemed to be
focused on problems outside themselves. They were not over-
ly self-conscious; they were not problems to themselves, and
could hence devote their attention to a task, duty, or mis-
sion that seemed peculiarly cut out for them.
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A need for privacy. Self-actualizing people could enjoy
sol itude; indeed, they would even seek it out on occasion,
needing it for periods of intense concentration on sub-
jects of interest to them.

A high degree of autonomy., Self-actualizing people seem
able to remain true to themselves in.fthe face of rejection
or unpopularity; they were able to pursue their interests

~and projects and maintain their integrity even when it

hurt to do so.

A continued freshness of appreciation. Self-actualizing
people showed the capacity To "appreciate again and again,
freshly and naively, the basic yoods of life . . . a sun-
set, a flower, a baby, a person'; it was as if they
avoided merely lumping experiences into categories and
then dismissing them. Rather, they could see the unique
in many apparently commonplace experiences.

Frequent "mystic experiences'. Self-actualizing people
seemed subject to periodic experiences that are often -

cal led "mystic" or ‘oceanic''--feelings that one's bound-
aries as a person have suddenly evaporated and one has
truly become a part of all mankind and even of all nature.
Gemeinschaftsgeflhl. The German word gemeinschaftsgeflhl

means 'orotherly feeling," the feeling of betongingness
to all mankind (related to ‘the mystic experiences above);
the attitude was found to be characteristic of self-actu-
alizing people.  They f=lt a sense of identification with
mankind as a whole, such that they could become concerned
not only with the lot of members of their immediate family,
but also with the situation of persons from different
cultures.

Close relationships with a few friends or loved ones.
Mastow found that his self-actualizing subjects, while
not necessariiy very popular, dig have The capacity to
establish truly close, ioving relationships with at least
one or two peoplea.

Democratic character structure. Self-actualizing people
tended to judge people and *o be friendly with them, not
on the basis of race, status, religicn, or other group
merbership traits; rather they related to others as
indivicuals. . ' '

A strong ethical sensc. Self-actualizing subjects were
found fo have a highTy developed sense of ethics. Though
their notions of right and wrong were not always wholly
conventional, thair behavior was a'ways chosen with
reference to its ethical meaning.

Unhostite senses of humor. Self-actualizing people had
senses of humor which made common human foibles, pre-
tensions, and foolishness the subject of laughter, rather
than sadism, smut, or rebellion againsi authority.
Creativeness., Self-actualizing people were creative and
inventive in some areas of their existence, not followers
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of the usual way of doing or thinking.

5. Reslistance to enculturation. Self-actualizing sub-
Jjects could detach themselves somewhat from complete
absorption, or Ybrainwashing'" or imprinting by their
cultures. This would permit them to adopt critical
attitudes toward cultural inconsistencies or unfair-
ness within their own soclety (Jourard, 1970).

Other social psychologists have written descriptions of the adequate,
sel f-actualizing person. The statements of Arthur W. Combs (1962), Carl
Rogers (1969), and Gordon Allport (1955), all indicate the uniqueness of
the level four, autonomous or self-actualizing person.

Implications for Inservice Teachers/Administrators

Although the description or classification of students into the four
levels is subject to debate and criticism, it is helpful to speculate on
the characteristics of school personnel when categorized by the present
scheme. : '

Educators at level one or two are characterized by extremely fixed
patterns of response. They tend to perceive things evaluatively, that is,
in Terms of stereotyped dogma. Teachers at this stage prefer unilateral
social relationships or relationships that are heirarchical. Thus, the
administrator's role is viewed as unchallengable by teachers at this
level. Likewise, administrators at this level take comfort from the
direction of board of education or immediate superiors. Their behavior
would be characterized as "other-directed" and it would be unlikely that
these types would ever question decisions or offer suggestiors to those
immediately above them. '

I level two types are asked for suggestions, responses are often
constructed In such a way that the superior is given what the teacher
feels the inquirer wishes to hear. Educators at this level also tend
to reject information which does not fit in with their present belief
system or to distort the information in order to store it in Their own
existing categories (Hunt, 1970).

The advent of more level three teachers, particularly younger ed-
ucators, concerns level two administrators. At level three, individuals
break away from the rigid rules and beliefs which characterized the
former stage. The teachers are now in a state of active resistance to
authority and tend to resist control from all sources. They may still
tend to dichotomize the environment and many are adamant in the right-
ness of their positions. Thus, this type often has difficulty per-
ceiving the points of view of others. They are, however, beginning to
balance alternatives and to build concepts which bridge differing points
of view and ideas which apparently contradict each other.

The level four educators are able to maintain a balanced perspective
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and are able to build new constructs and beliefs or belief systems as are
necessary in order to accommodate changing situations and new information.
In addition, they are able to negotiate with others about the rules or
conventions that wil: govern behavior. They can also work openly with
others to establish programs of action and to approach abstract problems
creatively and spontaneously.

The following figure summarizes the learning environment most often
created by teachers at level one and two as compared with the environments
created by those at level three and four.

Levels | —_g

Low 1/D ratio (as measured by an interaction analysis scheme)
Directive

Low tolerance for ambiguity

Competitive environment

Requirements uniformly prescribed

Emphasis on objective tests over cognitive material

Emphasis on teacher evaluation

Reliance on extrinsic rewards

View that all l|earners are the same
View that there is a right vay to teach
View that all chiidren learn as "I'" learned

View school rules and policies as fixed and unalterable

Levels 3 - 4

High 1/D ratio (as measured by an Interaction analysis scheme)
Non-direct

High tolerance for ambiguity

Non-competitive environment

Learner centered requirements

Emphasis on process evaluation

Emphasis on sel f-evaluation

Reliance on intrinsic rewards

View that all learners are more different than alike

View that there are many alternative methods

View that each person learns in a way that is unique

View schocl policies as amenable to discussion and change

Figure 8. Comparative Learning Environments By Level

Hunt (1970) describes ‘the necessity of coordinating teaching methods
with levels of student awareness. He states that the optimal procedure
for inducing individuals to progress toward higher levels (those of flex-
ibillty and complexity) is fo tailor fthe training environment to the char-
acteristics of their present stage, but in such a way as to pull the in-
dividual towards the next stage of development. The sysiem may be viewed
as one ranging from a high degree of teacher structure in the optimal
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environment for level one to independence at levels three and four. |[f

this model is based on fact, the teachers must themselves be able to dem~-
onstrate acceptance of a wide spectrum of behaviors and produce .the proper
[ f teachers are not themselves at |evel

environment for each learner.
four, problems arise.

Some methods that appeal to both students and teachers who may be
classifled at the various levels are described in Figure 9.

tevels | - 2.

Demonstrations

Workbooks

Films/filmstrips

Programmed learning

Lectures

Structured laboratory activities
Teacher directed discussion
Single text orientation
Learning activities packages
Teacher directed projects
Notebooks

Figure 9.

Levels 3 - 4

Probliem formulation

Open-ended problems

Discrepant events

Games

Simulations

Unstructured laboratory activities
Student led discussions

Student originated projects
Multiple text/readings

Activity orientated methods

Teaching Methods and Awareness levels

Most learning of the stereotypic and opinionated individuals occurs
as a reinforcement via grades and adult acclaim. This type of learning
is rapidly forgotten and is generally applied under those conditions for
which it was learned. By contrast, learning at levels three and four
which involves insight is easily retained, needs littie or no reinforce-
ment, and is broadly generalized in behavioral applications. Thus, in-
ductive teaching procedures are best for levels three and four individuals.

There have been several sets of interacting research studies which
have explored the effectiveness of the teaching strategy derived from
Hunt's developmental theory. Hunt (1967) has used the structure to analyze
the effectiveness of the Upward Bound programs. While the sample of Up-
ward Bound youngsters did not run the gamut of the developmental stages,
Hunt demonstrated that the interactions between training environment and
personality were significant in terms of the kinds of growth that +he
Upward Bound programs were trying to achieve.

Hunt (1966) has also taught the strategy to teachers of the inner
city, who attempted to match environments to the kinds of culturally-
~ deprived children they were teaching, and Joyce (1964) has used it in
teacher education programs. The mode! is interesting precisely because it
provides a framework for analyzing learners and adjusting the school to
their personality needs.



At present, there are a number of attempts to build differential
(individualized) teaching strategies from developmental theories that per-
tain to cognitive development. For example, see the work of Edmund
Sullivan (1970) of the Ontario Institute for Studies in Education. The
essence of these attempts is that one takes the descriptions of intel lec~
ual development which are described by Piaget, and then attempts to produce
teaching strategies which are calcutated to induce the learner to engage
in the intellectual operations which are appropriate to a stage slightly
ahead of his present level of development.

Problems of learners are compounded by differences in awareness ex-
hibited by educators. As expected, adults too have evolved to specific
levels of awareness. Conflicts arise when aduits at level two attempt to
teach or relate to individuals at levels three and four. Many level two
adults not only cannot teach leveis three and four students, but even fear
and often fight them while misinterpreting their behavior. Kohlberg (1971)
reports that, while increasing numbers of youth are moving to advanced
stages of awareness, most teachers are only at ievei two, with only ten per-
cent reaching the final stage. He further reports that an individual who
stays fixed in a stage for too many years loses the capability of moving to
the next stage.

Program Implementation

An extension of the conceptual awareness theory developed by Hunt,
when projected to describe the success or failure of implementing educa-
tional reform, seems appropriate. 1t would appear that the problems rest
in trying to impose changes in programs created by leveis three or four
individuals on levels one or two educators. The most serious problems
arise when administrators at different ievels impose their programs on
communities and faculties that are not in a position to accept either the
rigidity or flexibility of the proposition.

Thus, any projected change when viewed on a "'structure to flexibility"
continuum may be viewed by people on opposing ends with disdain and re-
jection. [f one examines the behavioral-humanist debate along this continuum
it may serve as an additional focus for the levels concept. |t appears that
the behaviorist position supports and promotes programs most appealing to
levels one and two educators, while tThe humanist movement seems to be pro-
moting alternatives suitable for levels three and four types.

[t is possible to review almost any curricular area and intuitively
place a given program on the "structure-flexibility" scale. Structured
curricular offerings would support the accountability, behavioral objective,
cognitive growth, learning hierarchies, behavior modification, and pro-
grammed learning concepts. Flexible curricular offerings wouid support a
humane, student centered, activities centered, open creative atmosphere.
Thus, to truly meet today's needs of all youngsters, schools must offer
programs that deal with the levels of awarenecs of staff, students, and the
district patrons. Provision must be made for all levels and in a way that
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honestly attempts to meet the awareness level of all the publics served.

It is really futile and counter-productive to impose change on a system
that is not ready for it. Clearliy, however, level four people seem to be
in most demand in educational circies since their experiences should have
al lowed them to progress through the prior three tevels and left them with
a non-judgmental attitude toward people at lower levels. Thus, they are in
a better position to prescribe learning plans for youngsters at all levels.

Teacher Education Programs

, Those promoting changes in all areas of education, especially in cur-

riculum, must continually assess the types of student enrolijed in teacher
education programs. As new curricula emphasize more activity centered
approaches, preferred by level four types, it is appropriate to identify
preservice teachers with attributes and attitudes supportive of a more
flexible role. Colleges and universities need to more accurately predict
the role of their teacher education candidates as to the probability of
their becoming activity centered teachers.

The solution to the problem of developing a test to differentiate
levels one and two teachers (teacher centered) from levels three and
four (student centered) may have been provided by the work of Berger (1971)
in his work with teachers utilizing the materials produced by the Science
Curriculum Improvement Study. Using the Predicted Role Measure (PRM),
Berger was able to identify a significant difference in responses of activ-
ity versus textbook centered teachers. Berger's work was expanded by
Tay'lor (1972) who found he could differentiate types of preservice teachers
into those promoting more flexible methods from the more traditional text
centered teacher. The implications of Masiow’s self-actualization theory
on the personal characteristics of preservice teachers have been studied
by Smith (1968) and Murray (1969). Likewise, Holt (1971) further applied
Maslow's theory to preservice teacher education when he determined criteria
of a self-actualizing teacher. Holt, utitizing the "Personal Orientation
Inventory" which purports to measure facets of the self-actualizing person,

determined that there is a relationship between the overall level of self-
actualization of student teachers and their teaching effectiveness when
measured by their pupils. In addition tfo the student teachers' autonomous,

sel f-supportive orientation, he determined that the successful student
teacher appears flexible in the application of various value systems. The
degree to which the student teachers' value system was flexible appears
related to effective teaching. Student teachers who are able to be more
accepting of the behavior and value systems of the pupils may well create a
classroom environment which encourages pupil participation and learning.

On the other hand, student teachers who can only accept their own value
system, and make no attempt to accept any pupil value systems, may create
an environment in which learning is stifled.
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Concluding Statement

Hunt conciudes his report on conceptual level matching by stating:

Assuming that the matching principle is sufficiently well
established, it seems probable that one of the major de-

terminants of its acceptability will be the degr2e to which
it is congruent with the 'implicit matching principles’
that teachers have in their heads . . . |f one accepts

this formulation, then the task of implementing a match-
ing model should begin with an investigation of what
'theory of matching' the educational decision-maker is

now using, because from what we know of attitude change
and adoption of new procedures, the suggested matching
prescriptions should not be too far out of line with

those held by the person who will be implementing the pre-
scription. Such problems of impiementation will require
concepts and strategies at least as comprehensive as those
set farth in this paper on matching. Although this is not
the place to begin this large task, it seems important at
least to point out this rather neglected area of under-
standing.

One final complicating feature in the possible adop-
tion of matching principles into the schools comes from
the increasing tendency for student-determined options
and courses. How does a matching model operate in a
situation where the students themselves decide the 'pre-
scriptions'? It would seem that work will be necessary
in exploring ways in which matching information can be
provided fo students in constructive, nonthreatening ways
so that it can serve as a guide in helping students arrive
at effective decisions (i970).

Kubie (1965) and Kohlberg (1971) indicated that in the past, preoc-
cupation with academic achievement has contributed primarily to human
worth, while inadvertently maintaining many conditions that inhibit self-
evolution. With a hierarchy of awareness or '"Matching Levels" concept,
educators wi!l be able to provide a better combination of conditions
which maintain high academic achievement for human worth along with ex-

" periences of decision-making and other forms of self-awareness which pro-
vide for human dignity and freedom. The increased creative and destruc-
tive capabilities of recent cultural and technological advances in society
make such improvement not only possible, but extremely imporfant to the
wel fare of mankind.

Seekers of change in institutions of higher education and more specif-
ically teacher preparation institutions might use the four stage '"Conceptual
Levels Matching Model" herein described as a reference continuum. To be
sure, it may be an unsafe procedure to classify all mankind into four leveis
of awareness. Yet, if changes in teacher education curricula are to be
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efficacious, some congruency must take place between those who administer
program changes and those being changed or allegedly being changed by the
program. This model implies that internal conflicts will probably be pre-
dictable where the institutional "press'" is at odds with the innovative
direction.

If teacher education changes are being guided under the Performance
Based Teacher Education (PBTE) tenets, which are highly behavioristic in
learning principles and philosophy, then there will ulfimately be confron-
tations of great magnitude, especially from professors of the liberal arts
who tend to perceive themselves as more humanistically oriented than the
espousers of PBTE.

This paper does not propsse a guideline for action. Rather, it pro-
poses a serious model which may explain and predict the personality and
learning types who are attracted to various programs and curricula. The
test of this mode! will ultimately come through empirical studies. 1f the
model is used as an analytic tool for the planning of change, then it will
have served the purposes of the Seven Year Teacher Education Study group.

X
i
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CHAPTER 6

THE SEMANTICS OF COMPETENCY BASED OR PERFORMANCE
BASED TEACHER EDUCATION

by

Donaid P. Kauchak
Department of Education
washington State University
Pullman, Washington

An idea has arrived on the educational scene which is In need of a
name. The idea is that the education and certification of teachers should
be based upon the future teacher's capability to teach rather than on class
hours taken. Two terms have been used interchangeably to describe this
new conception of teacher preparation: "performance based teacher education,"
and "competency based teacher education." Little attempt has been made to
differentlate between these two terms., The American Association of Colleges
for Teacher Education (AACTE) Committee on Performance Based Teacher
Education, while choosing to utilize the term "performance," wrote that
". . . the adjective itself is relatively unimportant if there Is consensus
on what elements are essential to distinguish performance or competency
based programs from other programs" (Elam, 1971, p. 6). Such a pregmatic
stance on semantics, while useful in the initial stages of conceptualization
to bring diverse groups together under a common banner, uitimately obscures
vatid differences between the concepts. The choice of terms to designate
an idea, especially in the Initial stages may have important effects later.
This chapter is a brief attempt to differentiate between "competency" and
"performance,"” and in so doing, analyze some of the denotations and conno-
tatlons assocliated with each term.

The major distinction between the two terms to date has been made by
Burns. Burns noted that both performance based and competency based teacher
education are predicated on outcomes defined in behavioral terms. In dis~
tingulshing between the terms, Burns stated, "Objectives describing a
behavior, but without additional criteria, lead to performance based educa-
tion; while behavioral objectives with performance criteria lead to compe-~
tency based education" (1972, p. 39). Performance based educatlion emphasizes
that students be able to execute predetermined activities upon completion
~of their training as teachers. Competency based education also emphasizes

the executlion of predetermined activities, but in addition is concerned with
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the establishment of criterion standards for the execution, and with the
level of proficiency at which the activities arre executed. As defined by
Burns, competency based education appears to be the more professionally
oriented, the level of proficiency beirg determined by the demands of on-
the-job performance standards. The use of the term "competency based"
accentuates the need for close consultation with both professional organi-
zations and teachers in the field to determine competency levels. Burn's
distinction also underiines ‘the importance «f criterion stendards when con-
sidering teacher quaiification.

\

Useful distinctions can be madc between competency and performance by
using ithe framework learning psycholcgists empioy to distinguish between
"learning" and "performanca." Disparities between what reszarchers thought
sub jects learned and their actual performance on ieste convinced researchers
that these two terms were noi syncnomous. Learning was considered to be a

hypothetical construct, '". . . an entity or process that is inferred as
actually existing (Though not at present fuliy observable) #nd as giving
rise to measurable phenomena" (Engiish and English, 1958, p. 116). Learn=-

Ing cannot be directly observed bui only inferred 1o exisi by observing a
person's performance on certain tests or tasks. Poor periormance on a task,
however, may not necessarily be due fo a lack of learning, but may be caused
by a number of factore related to thc performance situation. Anxiety or
fatigue may affect a person's performance in a tast situation, thus giving
an unrealistic picture of how much the pecrson learned. The pariicular task
or tasks being performed may inaccuraiely measure what a person has |earned.
Unclear directions, faulty wording, or inadequate sempling can act to dis-
tort the relationship between learning and perfoirmance.

in a similar manner, competencies are not always directly observable;
they may be best defined as hypothetical constructs., Ccmpetencies must be
inferred frcm overt behaviors or performances in differeni situations, The
performance in an evaluation situation becomes the means by which to verify
the existence of competencies. The difficulties invoived in arranging for
a valid evaluation situation place & tremendous burden on the teacher can-
didate. The burden woulcd be diminished werc eviluative feedback both easier
to attain and more constant with opportunities tor coirrection. Fairness to
the teacher candidate domands a considerablnr amount of planning and research
to insure a close correspondence betwezn the teacher vandidate's competencies
and performance in an evaluation situation.

The significance ot such a disTinction butween performance and compe-
tency 'is the emphasis p'aced on tThe importance of valid evaluetion siftuations.
Educators involved in teacher prepmir-ation have a responsibility to develop
an adequate evaluation instrument capal e of vaiidly measuring given compe-
tencies. This responsibility would bscome crucially important in teacher
education programs advocated by Schalock.

Schalock (Rosner, 1972) suggests a teacher preparation program in
which entrance into the profession would be determined by the ability of
the teacher candidate to bring about student learning in a classroom situa-
tion. The utilization of such criterion for teacher certification demands



evaluation instruments that are not only val id but highly reliable. The
possibility of excluding teacher candidates with the necessary competencies
or of admitting intfo the profession teacher candidates who lack the necessary
professional skills emphasizes the importance of good evaluation instruments,
Proponents ot the competency based approach to teacher education generally
assume that a major problem with ftraditional teacher education programs is
that teaching skills are either iIll taught or not taught at all. The
solution to the problem of poor teaching becomes then, in large part, one

of increased teacher fraining efficiency and more precise quality controls
at the entrance to the profession. |t could be concluded that a current
major problem is lack of initial entry skills,

Advocates of competency based teacher education and certification seem
reticent to extend the concept of competency standards through the span of
a teacher's career. Such a stance on the role of competencies, in terms of
assessing entry and continuing skill, points to an implicit assumption made
by advocates of competency basecd teacher education: that to possess compe-
tencies is to use them in the ciassroom. The comparison of the competency/
performance relationship in tne field of education, as with the learning/
performance relationship in psycholoy,, affords a basls to examine this
assumption.

As mentioned previously, psychologists note a disparity between what
a person was known to have "learned" and their subsequent "performance' on
a test, One variable introduced to explain the difference befween the two
terms was drive. Drive was considered to be a condition of the organism,
such as hunger or thirst, which effects the response of the organism. This
physiological interpretation of drive has been broadened to include other
|learned motivational conditions, such as the need for achievement or
attitudes toward the task. The implication of the concept of drive for
competency based teacher education is that acquisition of competencies may
not automatically guarantee their use in the classroom. Competencies
forced upon teacher candidates, or competencies not organized into their
total conceptual framework of good teaching are not likely to be used as
frequentiy as competencies accepted and integrated into the candidate's
cognitive framework. Thus the ability of competencies to satisfy teachers'
cognitive needs is an important determinant in their rate of use. In
short, acquisition of a competency may not insure its use years later,
unless use of the skill is in some way made rewarding to the individual.
Advocates of competency based teacher education programs have given in-
adequate consideration to the problem of candidates' acceptance of compe-
tencies., The planning of such programs has evidenced |ittie attention to
this problem at either the instructional or the evaluation stage.

A&

An additional variable affecting the relationship between learning and
performance is Incentive. Psychologists found that subjects would perform
faster and longer for more or better incentives. in a similar manner, in-
centives (or the reward conditions of a teaching situation) effect the use
of learned competencies. Using competencies acquired in teacher education
programs which iun counter to norms prevalent in schools could elicit either
negative reinforcement or no reinforcement. In either case, the use of such
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competencies could decrease in time as a result of receiving no incentives
for their use, Contrariwise, incentives could potentially be used in a
positive manner to reward and sncourage desired teacher behavior, and thus
strengthen the relationship between acquired competencies and performance
in the classroom. Competency based teacher education |iterature has given
inadequate treatment to the problem of on-the~job influences affecting the
use of learned competencies. Notably lacking are viable, field tested
methods for encouraging use of acquired competencies and attainment of
further competencies.

The disciplines and education., Finally, there is the connotation in
the use of the term competericy based teacher education to subtly imply that
all other forms of teacher education create "lincompetents.'  The semantics
of performance or competency based teacher education programs is alone
adequate to sway lay boards of education. For example, tThere is no pub-
| ished evidence that the Washington State Board of Education, or the Florida
or Arizona legislatures examined any empirical evidence before they pre-
scribed the performance based certification and/or teacher evaluation system.
Lack of such evidence in the |iterature suggests they did not. Basically
it is this writer's opinion that the processes associated with the accept-
ance of performance and competency based teacher certification was more
expedient pojitically than sound educationally.

I+t must also be noted that the concept of performance or competency
based teacher education is a misnomer of the highest order. In nearly all
institutions which describe their programs with these terms, the Iiberal
arts or the academic disciplines have not been converted. To be sure, the
departments of education are in various stages of performance or competency
based teacher education. But, in the vast, vast majority of institutions
the academic stuff of teaching, the disciplines, are traditionat. To the
writer's knowledge, no competency based teacher education program has solved
this problem of a part time competency ba§ed curricutum. As of 1973, no
published paper reviewed by the writer has acknowledged this most apparent
discrepancy. Further, this writer will predict that the disciplines will
not be receptive to the semantics associated with the competency movement.
Such an assumption, if valid, may in the last analysis cause the demise
of the highly publicized competency based programs. Without the total
support from an institution the teacher education programs can only emerge as
a partial response tfo tne rather glorious ideals connoted by the term
"competency based."

The foregoing discussion is an attempt to illustrate how 'competency
based teacher education" and "performance based teacher education,'" com-
monly used synonomously in the |iterature, carry many differing connotations.
The differences of meaning, when examined analytically, reveal questions
about ideas subsumed under the terms themselves. Moreover, the differences
of meaning subtly affect the implementation of the concepts which the terms
represent into diverse teacher education programs. it would be prudent of
educators to distinguish more precisely between terms commonly used to
describe a new concept or aopproach fo teacher education.
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CHAPTER 7

DEVELOPMENT OF AN INDIVIDUALIZED COMPETENCY MCDULE PROGRAM
AT WASHINGTON STATE UNIVERSITY

by

Michael A. Balasa and Frank B. May
Department of Education
Washington State University
Pulliman, Washington

During the academic year 1970-~71 the-Elementary Education Comnittee
of the Department of Education at Washington State University developed
a proposal to create a "Competency Criented Personalized Education" pro-
gram for elementary preservice teachers. This proposal was an outcome .
of a previously planned program proposal submitted to the U.S. Office of
Education but was not funded by that agency. The enthusiasm among those
who participated in generating the proposal was great ehough to continue
the development and implementation of basic Ideas without federal finan-
cial support. Part of this program focused on the deveilopment of individ=
valized competency modules which could be substituted for the traditional
teaching methods courses. '

To demonstrate these individualized competency modules, this chapter
will draw upon module development for one exemplary course Involved in
this program, Education 304 (a six~-hour, junior level methods course in
reading, children's literature, and the language arts). The Education
304 course serves as the focus for discussion in the sections below en-
titled "Module Utilization," "Instructor innovationsy "Program Evaluation,"
and "Experimental Evaluation of the Individualized Competency Module
Program," : :

Assumptions Used in Program Development

The assumptions underlying the desire to create competency modules
follow.

. Individuals vary in their learning rates and learning styles.
2. Teacher trainees should develop and demonstrate teaching
competencles rather than just test taking abilities.
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3. LlLearning-for-mastery is a reasonabie goal for teachers-
in-training.

4. Observable behavior should be the basis for evaluating
the progress of teachers-in-training.

5. Positive ftransfer between learning experiences on campus
and teaching experiences in elementary school class-
rooms can be attained.

The first assumption, that individuals vary in their learning styles
and rates, is based on studies and observations iong reported in educational
literature. This assumption has become an educational axiom.

To meet the first assumption, several modules were developed in the
area of reading instruction, which could be used by the preservice trainee
on an independent study basis. These modules specify the behavioral objec-
tives which the trainee must meet at the knowledge, simulation, and applica-
tion-through-teaching levels. The student is then provided either with
written information necessary for meeting the objectives or with a list of
annotated sources. Thus, the trainee can proceed at his/her own rate by
either reading the material or by selecting the materials desired from a
given list of resources.

To provide for a variety of learning styles the original plan was to
make available to the trainee several different types of learning media:
reading, programmed materials, |istening to lectures or audio-taped lectures,
viewing of video-taped classroom teaching, case studies or tapes of aztual
children, and actual classroom experiences. |In practice some experimentation
took place with all of these media with the exception of audio-taped lectures.
The latter have yet to be developed.

The second assumption, that teacher trainees should demonstrate teach-
ing competence rather than just test taking abilities seems to be an obvious
and valid assumption for those involved in training teachers. However, it
is only since the Conant Report on teacher preparation (Conant, 1963) that
more serious attention has been given to this assumption by the majority of
teacher educators. Studies showing low correfations between academic per=-
formance and field success (Barr, 1948; Barr, [96!; Walberg, 1967) convinced
many educators that the product of a teacher education program should not be
a person who has done little more than pass paper and pencil tests, please
instructors, and gather.credit hours; rather this person should be one who
has continually demonstrated specified competencies in a number of simulated
and actual teaching situations.

To meet the second assumption, trainees were engaged in both simulated
and actual classroom situations. One of the best examples of this is the
simulated reading assessment. This simulation requires the trainee to listen
to several tapes of different children reading and to assess the children's
instructional, independent, and frustration levels. The trainees are then
asked to make a similar type of assessment with an actual child in a nearby
public schoo!. They are also asked to administer an informal word analysis
invenfory to this chitd. Evatuations of the trainee's competence are made
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both by the university instructors znd the public school cooperating
teachers.

The third assumption, learning-for-mastery, is similar to that held
by Benjamin Bloom. 'Most students," Bloom claims, "(perhaps about ninety
percent) can master what we have to teach them, and it is the task of in-
struction to find the means which will enable our students to master the
subject under consicderation' (1971)., Bloom and others have cited ample
evidence for such a claim. The assumption that students should master what
they are expected to learn is based on another assumption--one that has
been supported in pedagogical circles for decades but has seldom been
applied in practice: "Whatever is worth learning is worth learning well."
Too often in the past students of education have been asked to learn too
little about too much.

To meet the third assumption, that learning~for-mastery is a reasonable
goal for teachers-in-training, the davelopers attempted to |imit the number
of modules to a necessary minimum for effective teacher training, thereby
reducing the amount of information which the trainee must learn and also
reducing the amount of negative transfer which often coincides with an in-
formation overiocad. Within each mocule an attempt has been made to keep
the information to be learned to such a minimum. To arrive at the minimum,
a definition was attempted for classroom roles which teachers typically
carry out in their position as elementary classroom teachers. These roles
serve as screens through which is selected the information that trainees
should receive. The resulting information is subjected to further analysis
by deciding whether or not the obtaining of this information can be demon-
strated--at all three levels: the knowledge levei, the simulation level,
and the application-through~teaching level. Theoretically, information
that cannot result in demonstrable behavior is either discarded or given
to the students on an optional basis.

Mastery of information (rather than coverage) is further encouraged
by stipulating a rather high level of performance acceptance. For example,
on a test given at the knowledge level for each module, 80% accuracy has
been established as the minimum level of competency. Trainees who do not
meet this minimum criterion level must carry out further study or receive
. tutoring, as well as retake the test (or a parallel form) before continuing
to the simulation level of the module.

The fourth assumption, that evaluation should be based on observable
behavior, is based on the premise by Mager (1962) that teachers simply can-
not tell whether learning is taking place unless there is some observable
change in behavior. Frequently teachers have assumed that learning was
taking place simply because of the 'knowledge expressions" on students'
faces.

The method of meeting the fourth assumption has been somewhat described
- above. The basic theoretical position is that information that cannot re-
sult in demonstrable behavior should be either discarded or given to the
students on an optional basis. Information that can result in observable
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behavior is to be tested at three levels: first at the knowledge level
(multiple-choice and short answer tests), then at the simulation level
(reading assessments on taped children, development of questions for a
basal reader story), and finally at the application-through-teaching
level (during their junior year pre-student teacher experience. The
testing at the application-through-teaching level has been |imited by
the amount of time available to the cooperating teachers for evaluating
the trainees' performance. It is anticipated that this situation will
improve in the future and will be supplemented by evaluation of cooper-
ating teachers during the senlor year student teaching (clinical) ex-
periences.

The last assumption, concerning positive transfer between on campus
experiences and actual teaching experiences, is premised on a principle
of learning that has been verified through research: transfer can best
take place if the initial learning situations are similar to the final
behavior desired.

To meet the fifth assumption, an attempt was made to guide the
trainees into completing each module in a sequential manner. The trainee
is expected to first compiete a module (at the specified mastery level) at
the knowledge level, then to complete it at the simulation tevel, and
finally to transfer the information and skill gained into classroom teach-
ing within a short time after completing the simulation level. This se-
quential pattern is made possible by the arrangement between the Pullman
Public Schools and Washington State University.

Development of Program

The elementary staff was actively involved in developing instructional
modules based upon the five assumptions discussed above. Assisting the
staff were numerous graduate students interested in teacher education,
many of whom were involved in teaching the elementary methods courses.
Also assisting the staff were three media technicians and a librarian, all
being employed full time by the Department primarily for carrying out the
ongoing traditional program but also for assisting in module development
and utilization. '

As a form of institutional reward for faculty members engaged in
module development, complet 'd modules were considered equivalent to publi-
cations or research proposals. |In the beginning, this type of "bait" was
not taken readily by the faculty. There seemed fo be a reluctance to
equate module development with traditional professional activities. But
gradual ly an increasing number of faculty members overcame their reluctance
(over a period of about two years) and began to become involved in module
development. Incentives for graduate students included course grades,
additional credits, thesis topics, and simply the experience in module de-
velopment which could be acquired. (The tatter it should be noted also
helped these same graduate students obtain employment.)
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The time spent on the development of modules can be enormous, partic-
ularly when one accounts for the countless hours of communication that
must go on among and between university and public school personnel con-
cerning essential teaching behaviors in the classroom, the type of model
teaching behavior which should be demonstrated on video~-tapes, and the
evatuation of the effectiveness of the modules. Whereas the actual writ-
ing of a single module may take little more than an afternoon or two, the
concommitant, prior, and succeeding tasks for the university professor
takes many, many additional hours.

In addition to the problems of time consumption in the actual produc-
tion of modules, there is the further problem of the time lag between
enthusiasm for module development and actual creation of modules. Many
faculty members may be enthused about the development of modules, but do
not know how to go about it. Therefore, inservice education is necessary
-~another time consuming factor. At Washington State University an attempt
was made to provide inservice education through brief two-hour long work-
shops and through duplicated position papers. This approach has not been
highly effective as faculty members often consider themselves too busy to
either attend workshops or read the papers. |t is anticipated that some
type of release Time will be made available to faculty in the future.

Perhaps one of the most time consuming aspects of module development
was that of creating video-tapes to provide the prototype models of teacher
behavior which the module was attempting to demonstrate. For example, if
the module were attempting to provide information on a selected method of
teaching a particular type of phonic signal, a video-tape would be made of
a classroom teacher successfully demonstrating this teaching method. This
involved a great deal of planning, articulating, and communicating between
university personnel and classroom teachers on how the lesson might best
be taught, on which children to use in the demonstration lesson, and on
numerous mechanical details related to high quaiity video-taping. During
the development of these tapes it was necessary to free one faculty member
for one semester fuil time to work with teachers and technicians. But even.
this was not adequate to produce consistently high quality educational

tapes. In the future much more time will be necessary for communication
and coordination between classroom demonstration teachers and university
personne!. Furthermore, additional incentives such as university credit

may have to be provided to classroom teachers who participate in the video-
taping program. The incentive used to date has simply been that of pro-
viding teachers with a chance to observe themselves on tape.

Numercus pisrchases were necessary to add the video-taps dimension to
the list of resources available to trainees in each module. These in-
cluded a number of video-tape recorders (both for producing the tapes and
for playing them back to students on an individual basis), a number of
television cameras, and of course all of the supplementary materials nec-
essary for recording and playback. Effective video-taping requires, for
example, at least two cameras, one to record the teacher's behavior and one
to record the children's behavior. Effective recording with two cameras
in turn requires a portable console that allows for split screen recording
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as well as the type of recording that shifts from teacher fto pupil. Al-
though the time and effort spent on the deveiopment of video-tapes has not
yvet been justified in terms of student usz of demonstrable behavior,, it
has provided stimuiation for future investigations. Probably the slow and
gradual development of truiy effective tapes is the most promising modus
oprandi.

One of the courses involved in the development of individualized com-
petency modules in the program for elementary preservice teachers is
Education 304. Attention will be focused on that course as an example of
module development in this program. Again, Education 304 is a six~hour,
Junior level methods course in reading, children's literature and the
language arts.

Moduie Utilization

In actual use, the Education 304 modules are flexible enough for each
instructor to modify instructional strategies as well as module content to
fit an instructor's competencies, idiosyncrasies and philosophies. Within
the basic framework of the module's format of pre-test/knowledge acquisition/
simulation/ and post-test, instruciors have experimented with variations.

For example, an application-through-teaching component is a part of several
modules. Experiments have led to further improvements in the program and de-
velopment of additional modules and l=2arning resources. Another Important
factor resulting from continuous experimentation is the continuous enthu-
siasm which accompanies innovations. An inflexible, static program is not
conducive to stimulate instructor enthusiasm--—-which is necessary for a suc-
cessful program. Because of the built in flexibility of the Education 304
modules, it is difficult fo generalize accurately on all aspects of the
program. The following description of the basic utilization of the modules
will be a basis for further discussion of instructor experimentation and
innovation.

Students purchase the complete set of locally prepared modules from
the University Book Store at the beginning of the semester, Having all the
modules at one time has the advantage of allowing students to preview the
entire course and the seguence of development. The course consists of -
fourteen moduies. Nine modules related to reading are based on the book,
To Help Children Read by Frank B. May (Charles E. Merrill, 1973). There
are three additional modules prepared by the Department of Education deal-
ing with the teaching of oral language, listening skills, spelling, hand-
writing and creative composition. An additional two modules are also used
which deal with children’s literature and poetry. The fourteen modules
are presented to the students in a sequential order requiring them to suc-
cessfully complete each before proceeding to the next. '

To introduce each module there is a rationale, explaining why the
module is important to teacher preparation. The specific goals, stated in
behavioral terms, for that module are listed next.
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The introductory module, although being self~contained and self-
instructional, tends to confuse students about the implementation of the
study and activities and the expectations of the instructor. To alleviate
student anxlety, instructors usually lead the students through the first
instructional module, explaining where the resources are located, how to
obtain resources, how to organize time and activities, the standards of
study and product expected from the students, and time |imits for comple-
tion of each module. Because of the unorthodox iearning procedure in-
herent in -the modules, students are understandably anxious about a method
of learning different from the stancdard lecture method. Once they master
the module routine, anxieties tend to disappear for most students. Those
who appear compulsive or lack organization still tend to feel anxious and
do seek instructor reassurance.

The first implementation of each module is the pre-test. The test
covers the goals of the module, and students can determine from the tests
which resources need to be studied to pass the final post-test. Goals
which were successfully met on the pre-test need not be studied. Usually

students will study all the goals on the module regardiess of indications
of mastery on the pre-test. Perhaps they feel their own knowledge might
be lacking in part and they wish to pursue all listed objectives for the
module.

Goals of each module are stated in such a way as to direct students
to appropriate resources. Goals are written on two levels: knowledge
level and performance or simulation level. An example of a knowledge goal
would be as follows:

On a closed book examination you will be given several terms

to identify. For each term there will be five examples. You
will be asked to select the one example which truly illustrates
the term. Terms you will need to understand are these: Phono-

gram, phoneme, grapheme, consonant letter, vowel letter, conso-
nant digraph, vowe! digraph, consonant blend, diphtong, VC
pattern, VCE pattern, CV patiern, and VV pattern,

The student will refer to a list of resources In the appendix to determine
how to meet that goal. Choices might include material on audio-tape, video-
tape, programmed materials, computer assisted instruction courses, or
special ly prepared folders. Students might prefer to follow one type of
medium, such as programmed materials, to master the objectives. Most, how-
ever, prefer to meet objectives through two or more sources or methods.

Many of the available resources are placed in the education area
library. Resources heavily used by the students are placed on three~hour
or one-day reserve. Having a library which is truly service oriented, it
is necessary to control the outflow of materials as well as maintain the
condition of the materials, especially hardware which is easily damaged if
misused. Also within the education building and easily accessable from the
library is a media resource center where students can check out audio play-
back units, cassette recorders, video-tape recorders and receivers, and
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various visual projectors. A resource rocm is being developed where stu-
dents will be able To utllize wudio~-visval equipment under supervision of
a media specialist. The resource room now contains a computer terminal,
typewriters, carrels equipped with audio plug ins tor a master recording
console, and study desks. The Department of Education prcvides a part
time teaching assistant to manage the resource rcom. in future semesters,
this room will play a greeter role in providing students with assistance
to utilize the resources recommended in the modules.

Simula*ion levei objectives direct a student to 1ry out the newly
learned knowiedge. An example of a simulation ievel objective is as
follows:

When given a closad beok examination, you wilt observe a sample
(about IC to |5 minutes) of a teacher providing reading instruc-
tion. Teacher behavior will cither ve di-amatized or presented
on film, video=-tape or audio-tap=. (lnstructor will select a
sample, or ask a comnittec of students to dromatize a sample of
teacher behavior.) You wil! be asked to write a critique In
which you te!l what learning princinles the teacher utilized

and what ones were iolated, and to cite an example in each case.

This individual activity gives each studeni a chance to demonstrate an
understanding of krowledge learned independentiy through study of the
knowledge objectives of the module. Simulation activities are varied
because the tasks are so differentiated. The task may include teaching In
small groups or in entire classes, evaluation of pupils' performance,
motivating pupils, or other appropriate activities. As with the knowledge
level objectives, mastery criteria are cpecified in detail.

The fipal process in completing each module is the demonstration of
mastery. Students studying independenily of the class group take the post-
test, which is an alternate form of the pre-test, when they believe they
are ready. The student taking the test and failing to achieve a predeter-
mined mastery is aliowed to restudy the knowledge and simulation objectives
so that the test may be retaken. Students must demonstrate mastery of the
objectives for one module before being allowed to proceed to the next
module.

An important aspect of this program at Washington State University is
the laboratory experience (appliication-through-teaching level) in the pubtic
schools of Pulliman. Students spend one-half day per week in a public school
classroom under the supervision oi a master teacher. While participating
in this laboratory experierce, they are encouraged to participate, not just
observe the teacher. Students are acked to handle as many teaching activi-
ties as possible with the goal being tu uxpcrience what it Is |like to be a
classroom teacher. Hopefully, students will uctua!ly appreciate the pres-
sures and responsibilities related 1c the teaching situation.

Participating teachers in the Puliman Public Schools vary greatly in
their perception about the roie of ih-. student participant. Some teachers
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allot more responsibility to the participant. Some just request the house-
keeping tasks such as grading papers or caring for the room. Other teachers
require participants to work with individual children as tutors., All
teachers, however, are required to ailow their student participants to teach
three directed lessons. The Three lessons include one lesson from the
reading area, one lesson from language arts other than reading, and one
lesson in the area of children's literature or poetry.

The study modules all include liste of lesson suggestions to be at-
tempted in the laboratory. Studenis write an accepted lesson plan, have it
approved by the instructor and laboratory teacher. toach the lesson, write
a self-evaluation of how the lesson succceded, and prepare a personal re-
action to their own endeavors. Since 1973, the Pullman schoo! l|aboratory
experiences have been extended to the Education 305 class which is concerned
with elementary social studies, science and mathematics. In that course
too, the students are expected to tesach three directed lessons in the class-
room. Students are encouraged to take Education 304 and 305 successively,
thus aflowing them tc remain in the same Pullman classroom to observe the
development of a class of pupils aver an entire school year. Those wish-
ing to change classes are allowed to do so before beginning their second
semester.

Students participating in the Pullman Public Schools are required to
keep a log of their daily activities. The log is signed by the partici-
pating teacher and examined by the unlversity instructor at the end of each
semester. The student then knows that the activities and experiences
gained in the public schoo! are recognized by the instructor. An example
of items listed in the log would include administering of tests, correcting
workbook pages, tutoring pupils, constructing tests, helping art and music
teachers, finding resources in library and media rooms, conducting reading
and math groups, helping children practice and present dramas, and doing
many other activities that are realistically part of the typical classroom
scene,

Instructor Innovations

Originally the Education 304 modules were designed with the expecta-
tion that one faculty member would coordinate the efforts of teaching
assistants. The teaching assistants would then introduce modules, admin-
ister tests, supervise simulations, and counsel students with questions
and problems. Funding did not allow for teaching assistant utilization and
faculty members were assigned to conduct the Education 304 classes. While
this has resulted in a greater expense for personnel, the expertise of the
facutty of professorial rank has resulted in a more dynamic program. Ex-
perimentation is under way concerning module format, utilization of re-
sources and coordination of l!aboratory and classroom experiences.

One experimental modification is being tried to consider the pre-test
as a practice test. All students take the test to obtain an indication of
test content and format for the final evaluation. This pracedure precludes
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the degree of sefection a student might make of the objectives to be stud-
ied. There is still freedom in the amount of study necessary for each
student to meet objectives.

Several instructors have modified the individualization of the modules
to include more smat! group participation and interaction. An early criti-
cism of the program was that individualization isolated students from each
other and resulted in overlap in individual conferences with instructors as
well as too little sharing of laboratory experiences between students.
Assuming that students learn from each other, instructors arranged for
small group meetings to discuss selected aspects of the modules. At the
knowledge objective level of the module, instructors can bring the class to-
gether to provide background information on the module in terms of the im-
plications of the knowledge to the entire sequence of knowledge within the
course. Instructors found that not every student was able to relate pre-
viously learned moduies to the content of newly introduced modules; there-
fore, group discussion was used to clarify the logical sequence of informa-
tion. At the simulation and application-through~teaching level of the
modules, students could meet after performing simulations at the university
or teaching lessons in the laboratory schools to compare notes. For the
simulations performed at the college, students were encouraged to work to-
gether which allowed them to compare their interpretation of the materials
with others. Laboratory skill experiences were unique for each individual
and sharing these experiences expanded the laboratory experiences for all
students. Sharing problems in this manner will hopefully lead to a better
nderstanding of teaching and to the solving of problems.

Allowing for more group participation resulted in less individualiza-
tion and thus less self-pacing of module utilization. This problem has
been partially overcome by allowing those who work faster to complete their
work sooner and to spend more.time attempting additional laboratory and .
simulation experiences. Further experimentation is continuing to solve ths "
problem of maintaining a degree of individualization and self-pacing along
with the advantages of group participation and interaction.

Resource materials are constantly being updated, deleted and new ma-
terials added. Department of Education personnel participated in a work-
shop in techniques of instructional design. From this workshop, renewed
interest was generated in developing mini-courses in specific teaching
skills. These courses used media hardware such as audio cassettes and
video-tape recorders. Within the Department of Education, the media center
has available a complete television studin with video-tape recording equip-
ment to devetlop simulation materials. Washington State University allocated
funds to the Department under Washington State House Bill 15| to make in-
novations in instructional technology. Computer assisted instruction mini-
courses, the most recent innovation, were developed with these funds. How-
ever, there is a continuing need to develop more effective audio and visual
instructional materials. Thus, the state's fiscal resources have played
the role in program development.

Module content has undergone severai changes since initial development.
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Instructors modify nodules a- new educational information becomes current
and as a result of student feedback. WYhile field testing of moduies will
be discussed below, an example of such change, as mentioned earlier, is

the development of Computer Assisted Instruction (CAl) mini-courses. Re-
ports from first year teachers indicated that the content of reading, i.e.,
word attack and comprehension skills, were not adequately covered. The

CAl courses are primarily concerned with reading content and will be avail-
able to students during the &ducation 304 semester and after student teach~
ing for remediation.

It is the consensus of the elementary faculty that each professor has
a duty to generate innovations from semester or semester. [nstructors share
their Innovations formally and informally 1o improve the program continu-
ously from day to day rather than from year to year. Observers of the pro-
gram would find a multitude of ongoing moditications at any one time. The
course instructors consider this to be an indication of their enthusiasm
and concern for the program.

Program Evaluation

Both subjective and objective evaluations are an integral part of the
Education 304 program. Program evaluations result in the modifications and
experiments described above. Program evaluation stems from three basic
sources; each of These sources of evaluation has a direct impact on program
devetopment. First, most input is generated from the students themselves,
both as preservice teachers and as inservice teachers after the first year
of teaching. Second, evaluation input is also gathered from Pullman Public
School teachers participating in the Education 304 laboratory. Third,
Education 304 instructors provide continuous input based on post-test re-
sults and subjective evaluations based on direct experiences.

Student evaluations are formally derived through two instruments:

mid-term and final evaluations. Instructors have a choice of several mid-

. term evaluations developed by the Student Personnel Committee within the
Department of Education. The mid-term evaluation is usually an open ended
questionnaire which seeks anonymous evaluations dealing with course content,
instructor effectiveness, and resource efficacy. Mid-term evaluations have
been most effective in improving instructor teaching methods and require-
ments. The final course evaiuation is a questionnaire developed by the

University. Instructors have a choice of either an objective or subjective
form of the evaluation. Results of the final evaluation have .implications
for total curriculum development as well as instructor competence. In ad-

dition to the formal evaluation, informal evaluations as a result of in-
structor-student interaction provide continuous feedback on the efficacy of
classroom and laboratory experiences.

Students also evaluate their laboratory experience on an instrument
developed within the Department. Students are given an opportunity to
evaluate their public school experience in terms of their opportunities to
interact with children, the laboratory teacher, and become familiar with
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instructional facilities. CStudents also comment on the relevancy of their
observations to college courses. Evaluation data from students resuylts in
feedback to laboratory teachers on how they might improve their supervision
of student participants.

Meetings with the participating public school teachers and principals
throughout the school year at the Pullman schools provide informal evalua-
tions that can result in remediation of problems as they appear. Offten in-
formal meetings between University instructors and Pullman teachers resolve
personal problems dealing with individual students. Formal meetings usually
deal with total program implications; for example, teachers were concerned
about the number of participants assigned to them and requested they be
assigned no more than four participants per semester.

Instructor evaluation is concerned with student achievement and module
efficiency. Based on results of post-tests, instructors can make decisions
about efficacy of resources and student ability to learn from resources.
fnstructors can make library checks to determine which resources are being
used. Materials which are not being used are either modified or taken off
reserve status in the library. Materials which cause difficulty can be
evatuated in terms of pedagogical effectiveness and clarity of content. On
the basis of the evaluation, new methods of presenting materials may bg
developad or certain material may be declared irreievant to the scope of the
module. Students might need further orientation to materials to impress
them with content relevancy to teaching.

An important aspect of instrucfor evaluations is the consideration of
time utilization. Inefficiently constructed modules result in more time
spent in personal interaction to clarify student confusion. Resourcs
development requires a substantial anount of instructor time, and the lack
of available time is a limiting factor on the development of new materials
and revision of old materiais. The bookkeeping problem of the modules, and
accounting for a student's work and grades has proven to be time consuming.
As time factors are considered, it is possible to plan for course deveiop-
ment more realistically. co

Experimental Evaluation of the Individualized Competency Module Program

In the spring semester of 197! an attempt was made to compare the
modularized, independent study program with the more "traditional™ program.
The course selected for this study was Education 304. As mentioned above,
the teacher trainees spent one morning or afternoon a week teaching and
observing in the Pul Iman Public Schools. In the spring semester of (971,
|40 trainees enrolled in the course. Students were randomly assigned to -
five sections with 25 to 30 in each section. Two of the sections were des-
ignated as the "independent study treatment' and assigned to work with the
self-instructional modules. The other three sections were designated as
the “group study treatment" and instructed largely in groups through lecture
and discussion.
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As nearly as possible the course content and objectives were kept:
constant for all five sections. Each instructor for the five sections used
the same set of performance objectives as a guide for instruction. However,
because of the nature of self-instructional modules, the achievement of the
performance objectives for each of the twelve modules was more rigorously
tested in the "self study' sections., In the independent study sections,
trainees were expected to pass a knowledge test at the 80% level of compe-
tency for each module. Testing in +fhe group study sections, on the other
hand, was more informal and relied more on class discussion techniques for
most of the modules. The achievement of the same simulation level ob jec-
tives, though, was rigorously tested for all five sections.

The independent study modules which were initially developed were
primitive, both in content and format. Pre-tests had not been prepared,
and thus Trainees had to rely on tieir understanding of the written per-
formance ob jectives in preparing for the cne knowledge test that had been
developed for each module. The lack of pre-tests, of course, also made it
necessary for every student to compiete every module. Consequently, only
the rate of compliefion and The sources used for completing the modules var-
ied. In many cases the trainees were forced to use the exact same sources,

"~ such as a particular reading in the library, in order to score well on the
knowledge tests. To some extent, this problem has since been remedied, but
it is still a factor which interferes with a more complete individualization
of the module program.

None of the modules used during the duration of this study were self-
contained. All of them required considerable time in the library. The
trainees had to check out many of the sources through the library's reserve
section and often wasted valuable time hunting for the correct" answers
for the test to be taken, as well as time waiting for the exact reserve
book to use. This was understandably frustrating to the trainees and a
cause of inefficient learning.

To assure that the five sections were derived from a homogeneous pop-
ulation, a comparisor was made of the GPA of the sTudents in the two treat-
ment groups, both the self study and group study. A f-test of significance
indicated no significant diffsrence in GPA. A furTher test of homogeneity
was made by using an F-test among the five sections. There was no signifi-
cant difference in GPA at either The five percent or i{en percent level.
This same lack of significance was demonstrated |ater when an F-test was
again made on the five sections after ten of the students had dropped from
the course. :

. Because each of the sections was taught by a different instructor, an
attempt was made to determine the equal ity of instructor effectiveness. To
do this, two different inventories were administered to the Trainees enrolled
in Education 304 at the end of the fall semester of 197C~7]. No significant
di fferences (at the .05 level) were found to exist among the five instructors
as measured by the students’ attitudes "toward Professor X" and "toward
Education 304." On the average the attitudes expressed by the trainees were
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- .equally positive for all five instructors. These data shouid not be in-

terpreted as pre-~fest information because the frainees to whom the at+itude
inventories were administered at the end of the fall semester were not the
same trainees as those involved in the experimental study in The spring
semester of 1971. Therefore, these data should only be interpreted as a
method of attempting fo equalize the five sections and the two treatment
groups.

~ Course evaluation for students enrolled in Education 304 during the
spring semester 197f{ in both treatment groups was on the basis of a point
system contract. The contracts were essentially the same for all five
sections. Teaching and observation experiences in the public schools were
evaluated on the same basis for both treatment groups at the end of the
semester. Each tralnee was rated on the same form for attendance, teaching
performance, written plans, additional work with children, heipfulness on
tasks not directly involving children, and on professional attitude and
behavior.

At the end of the spring semester all students were administered an
achievement test In the form of a final examination and were also rated by
their supervisory teachers in the public schools. Moreover, they were

administered a series of inventcries: one achievement, five attitudinal

scales and one rating scale. The mean scores on the inventory instruments
were used as dependent variables in this study. The instruments are briefly
described below.

I. Cognitive achievement test. This test was an 8C ifem multiple-
choice final examination, with most items requiring application of infor-
mation supposedly gained in both the group study and independent study
trieatments. Content validity of the test was obtained by requiring agree-
ment by five out of ¥ive instructors for each of 123 items submitted to
theém for independent judgement. items that were not considered acceptable
for inclusion in the final exam by all five instructors were not-inciuded.
As an estimate of reliability a Kuder-Richardson coefficient was computed
after the test was administered. This coefficient, measuring the internal
consjstency of the test, was .71.

2. Attitude toward professor "X." This inventory was a 30 ifem at-
titude inventory developed from an original pool of [20 items submitted to
scale discrimination analysis. The final 30 items were low on Q values
and high on item discrimination. Administrations to various university

classes yielded Spearman-Brown coefficients of reliability ranging from
.80 to .89.

3. Attitude toward education 304. This inventory was a 24 item at-
titude inventory developed from an original pool of 119 items submitted to
scale discrimination analysis. The final 24 items were low on Q values and
high on item discrimination. When administered to a group of Education 304
students a Spearman-Brown reliability coefficient of .92 was computed.

4, Personalized education for teachers creative attitude test. This
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was designed to measure the degree to which a teacher trainee appears to
value creativity as a mode of thinking and behaving in himself and others.
This 40 item inventory was developed from an original pool of 135 items
submitted to scale discrimination analysis. The final [tems were low on
Q values and high on item discrimination. A Spearman-Brown ccefficient of
reliability was computed after the inventory was administered. The co-
efficient was .79.

5. Rokeach dogmatism scale. This scale was selected as a measure of
openmindedness. This frequently usad scale was checked for reliability
after administration to the Education 304 students. A Spearman-Brown co-
efficient of .80 was computed.

6. Semantic differential technique. This well-known technique was
used for five different coacepts: attitude toward myself as an education
scholar, toward myseif as a prospective reading teacher, toward my instruc-
tor in Education 304, toward the point system of grading in the course,
and toward independent study. Coefficients of reliability ranged from .83
to .93 for this particular poputation.

1. Teaching performance ratings. These ratings were obtained from
the supervisory teachers who worked with the junior student teachers in the
participant-observer program.

The results of analysis of variance for the various dependent vari-
ables yielded significant differences only on the achievement test. The
independent study trainees achieved a mean score that was significantly
higher than that of the group study trainees. However, there were no
significant differences on any of the other variables. This might be en-
couraging with respect to the attitude variables such as "Attitude toward
Education 304" and "Attitude toward my instructor." However, it should be
noted that there was no difference between the two groups on teaching per-
formance ratings, which theoretically is the most important variable.
Moreover, the correlation between the achievement test scores and the
teaching performance ratings for the total populaticr. was only .08. (In
fact, there was a correlation of only .10 between teaching performance and
grade point average, whereas a correiation of .48 was computed between
achievement test scores and grade point average.} This suggests several
possibilities: that the teaching performance ratings were too unrelated
to the performance ob jectives for Education 304, or that the achievement
test was not tapping potential teaching performance, or that Education 304
was not preparing trainees for the job of teaching. !t is likely that all
three of these possibilities were in operation to some extent.

Since the independent study modules emphasized cognitive achievement,
it is encouraging that this emphasis showed up in a higher mean score for
the independent study group. it is equally encouraging that trainees from
both groups were rated quite high on their teaching performance, since both
the group study and independent study frainees were given a competency
based program. |t may be that more emphasis on performance evaluations in
the participant-observer program and more definite attempts to relate




cognitive achievement +o the actual teaching performance in this program
may yield the kind of transfer between teacher training and teacher per-
formance that we have been seeking.

Considerations for Future Development

Education 304 has been discussed in detail as an example of the de-
velopment of individualized competency modules within the total program
for elementary preservice teachers. The experiences of all courses in-
_volved in the program can serve as a basis for consideration of future
development.

The Elementary Cducation Committee realizes the need for continuous
revision of all modules. Numerous problems of revision have arisen in
incorporating feedhack from the students and the public schools: finding
sufficient faculty time; increasing participation in the program by
faculty, graduate students and public school teachers; keeping up with
current literature pertaining to elementary curriculum; developing a more
.efficient method of managing materials involved in the program; and most
important, encouraging the further individualization of the competency
modules.

Student evaluations and evaluations from teachers in the public
schools point to the need for changes in knowledge and simulation type
activities. For example, phonics approaches and terminology used in the
new basal reader series in the Puliman Public Schools have been somewhat
at variance with information provided to the trainees through the knowledge
type and simulation type activities provided on campus.

The updating and revising will take faculty time: time for communi-
cating with school teachers and administrators, time for keeping up to date
on reported research, and time for sharing ideas with colleagues. This
will in turn necessitate some type of reward system which encourages
faculty involvement and committment. As in any effort to maximize involve-
ment, the necessary factor is an adequate reward system. Professional
responsibility, recognition from peers and supervisors, and experience are
the only practical motivations available. Ideally financial compensation
and released time would insure enThusiasTic and continuous participation.

For continuous development of modules every possible source of input
and participation needs to be cultivated. In addition to the elementary
education faculty, other faculty members have contributions to make fowards
module development. Content such as classroom management and lesson plan-
ning overiap with curriculum and educational psychology areas. Faculty
with competencies in these areas must coordinate their efforts with ele-
mentary education faculty to reduce duplication of efforts. Involving
faculty in module development to be used in courses other than their own,
however, has not proven realistic. Department efforts at course coordi-
nation have proven successful but further efforts are needed to »nvolve
departmental personnel in an advisory capacity.



involving pubtic schoo! teachers who participate in the module pro-
gram has also proven difficult. Public schoo! teachers are in the best
position to evaluate knowledge and simulation efficacy in preparing stu-
dents to face classroom responsibilities. To make maximum use of public
school personnel, information and communications need to be improved to
handle the large amount of input. The main problem deals with teachers'
time and energy needed for the communication effort.

Another source of participation that may prove to be practical and
desirable is the use of graduate students. Graduates profit profession-
aiiy from involvement in module evaluation and development. Their ex-
perience from working with the module program gives them exposure to
competency based programs, audio-visual materials construction, elementary
curriculum, and evaluation methods. Thus far, involvement by graduate
students in the total program has been |imited and needs to be expanded.

Research studies reported in the iiterature have made it necessary,
and will continue to make it necessary, to update the information pro-
vided to the trainees. This updating, however, sometimes runs counter to
the "real classroom" which the trainees experience in the Pul Iman schoois.
Thus, some method must be found for updating feaching practices in the
Puilman schools. Perhaps cooperating teachers could attend seminars and
receive academic credit for their inservice training.

Managing materials, recording grades, and evaluating projects are
very time consuming for individual faculty members. Materials need max-
imum exposure to students, and therefore require efficient delivery and
accounting systems. Students should be able to locate materials when
they want them. Problems arise when materials are not available in suf-
ficient quantity, when materials are kept out too long, or when materials
are not immediately reshelved.

Maintaining student grades is a great problem due to the large amount
of materials evaluated. More efficiency is needed on test scoring, re-
cording and maintaining feedback to students. lLack of funds prohibit use
of test scoring machines, secretarial help or computerization. As with
grades, accounting for student projects, such as simulations and |abora-
tory lessons, has not been efficient. Management of the program will
probably continue to be the responsibility of individual instructors.
Continuing experimentation will be necessary to determine optimal means of
accounting for student efforts, but simultanecously reducing the bookkeep-
ing efforts.

Probably the most important consideration for further development is
that of further individualization of the competency modules. It is the
faculty's judgement that a selected continuum of individual and group in-
struction needs to be provided to all trainees. Some trainees desire to
complete most or all of the modules on their own as rapidly as possible.
Therefore, all of the modules, or nearly all of them, need to be refined
as easily understood indepeaient study modules. Students should be given
a choice of completing either all or some of the modules on an’ independent
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study basis. Some traineces prefer to mect in small or large groups for
most of the modules; they feel uncomfortable working independently. There-
fore, they shouid have the option of learning required information through
regufar class meetings. B8ecause of the importance of independent study in
the field of education today, some of the modules should probably be com-
pleted by all of the trainees on an independent study basis. This will
probably require a preparatory moduie which eases students into the inde-
pendent mode.

Another means of individualizing the modules should be that of pro-
viding a much greater variety of sources from which the trainees select
information. Some trainees seem to prefer getting most of their infor-
mation from books and articles. Some prefer getting the information by
watching teachers in action, either live or on video-tape. Others prefer
an auditory approach, listening either to audio-taped, live, or video-taped
lectures which cover the required information. To date, the primary infor-
mation sources to students have been written materials and |ive lectures
or discussions. More variety needs to be offered.

I+ has been ohbserved that some of the modular activities seem to lend
themselves to independent study and others to group study. The learning of
phonics terminology, for example, is better handled through independent
study or by pairs of trainees, rather than through class discussion or
lecture. The learning of phonics techniques of instruction, however, is
better conducted through group study in which trainees experiment with dif-
ferent techniques on their peers and receive critical evaluation on their
understanding of the techniques.

It can be observed, then, that several factors influence the degree
and type of independent study and group study activities: student desire
for independence, sources of information available, the nature of the
modular activities and, of course, the teaching style of the instructors.
The last factor is probably the most probtematic, as some instructors are
quite flexible in suiting their methodology to the student and others are
inclined toward a more standarized approach.

In conclusion, it is the desire of the Elementary Education Committee
at Washington State University to wmaintain the modular development as a
continuing and creative process--one that alliows for individual faculty
contributions and:for individual student needs. Although this program has
taken a great deal of time to deveiop, it has been successfully implemented
as an ongoing program, not abruptly supplanted as a program replacement.
The essence of careful planning, reviewing, evaluating and pilot testing is
now paying high dividends in teacher preparation.
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. CONSORT UM DEVELOPMENT AND COMPETENCY BASED TEACHER PREPARAT ION

by

inga K. Kelly and Gordon Rutherford
" Department of Education
Washington State University
Pullman, Washington

Washington State's Certification Guldellnes and Standards

In July 1971, the Board of Education of the state of Washington
adopted QUIdellnes and standards designed to provide an alternate direction
to teacher certification in the state, The guidelines represent a distinct
departure from the traditional approach to certification for teachers,
administrators, and staff associates as specified in previous guidelines
issued in 1956, 1961, and 1568 respectively. The 197! guidelines are de-
scribed as " . . . a new approach in which processes and procedures to be
employed in determining and developing components of preparation programs
and approving such programs are set forth as standards." They are further
characterized as providing " . . . a process, a rational and open system

for constant recognition of new knowledge, for an appropriate use of
Yechnology, and orderly agreed upon response to the changing education needs
of society and individuals" (State of Washington, Department of Public In-

struction, 1971).

Implicit in the content of the guidelines and standards is the expec-
"tation that program development wil! focus on the needs of the children and
youth served in the public and private schools of the state. In.addition,
it is anticipated that the implementation of the guidelines will provide
" . . . opportunities for those being prepared to have more personally ful-
filling activities and experiences so that as professionals they may pro-
vide a better school life for learners at all levels.

Five years of effort involving hundreds of persons concerned with the
improvement of the quality of education in the state's public and private
schools preceded the adoption of the guidelines. Draft copies were circu-
lated for study and reaction. Deliberations took the form of discussion
sessions, study groups, and conferences with concerned individuals and agen-
cies throughout the state. A number of trial competency based programs were
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conducted., After several revisions, a final document was approved by the
state board with an effective date of September 197i. 1t was not specified,
however, when the new guideiines would officially become the standard of
certification for the state, since previous regulations were also allowed
to remalin In force--a prudent decision as one shall appreclate after
reading this report and Chapter 0. Agencies involved in teacher educatlon
(colieges and universities, school organlzations, and professional
assoclations) were requested to submit within one year reports concerning
thelr plans to implement the standards. Thus, In Washington there are

dual certificatlion programs: program approval and competency based.

Basic assumptions and princliples. The 1971 Gulidelines for teacher
preparation and certificatlion are based on the foilowling selected
assumptions about learning and teachling.

.  The maln purpose of the school is to help each chlld achieve self
direction and self reliance In a dynamic and changing socilety.

2. The aduits In a school, by the way they work and live, establish
the Intelilectual and emotional climate for the school.

5. Adults moving Into schools as professionals need to experlence
preparation in a manner consistent with the way children ought to be
helped to learn in school.

4. learning and growth Is a continulng and dynamic process.

5. ALl learners become what they will by the choices thev make,
the actions they take, and the consequences they undergo.

6. Learning and growth occur best under circumstances where persons
are respected and loved and free to be themselves and to become whomever
they have the will to become.

The principles derived from these assumptions ware that:

I. Preparation shouid be related to performance and performance
related to the objectives of the professional and his clients.

2. Preparation should be individuallzed and glive recognition to
personal style.

3. Preparation programs shouid be planned and developed in a partici-
patory manner by those affected.

4. Preparation is a career-long, continuing process.

Teacher preparation agencies. The 197| guldelines and stand~rds were
designed to provide a framework which would encourage broad participation
with an emphasls on decentralizatlon of responsibility and accountabllity
for the preparation and the outcomes of preparation. To achieve these
goals, provision was made for the formatlion of consortia of colleges -and
unlversities, professional associatlons, and school organizations to plan
and Implement preparation programs. Each of these three agencles is to
have an equal voice (parity} in overall planning, policy formation, assign-
ment of responsibility, evaluation of programs, and the hearing of appea's.
The three agencies are defined below.
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i. Professional association. A professional association is that
body which Ts defermined by the Total faculty of certificated employees In
a school organization in accordance with electlion procedures as deflined by
state law. This agency Is charged wlith the responsibillty of providing
opporfunity for input from all speclalized and subject matter assoclations.

2. School organization. A school organization Is defined as any
public, independent school system, district, or cooperative group of
organizations. This agency is to represent the interests of parents,
children and youth, other Interested citizens, the local school board and
the school administration. Representatives from the school organizations
are designed by the chief administrator or administrators of school organi-
zatlons, and are charged with the responsibility of providing opportunity
for input from the above groups.

3. Colleges and universities. Any institution of higher learning
which has, or develops professlonal feacher education programs Is defined
as a college or university. The chief administrator for professional
preparation and development shall have responsibility for providing
opportunity for the various departments and groups within the college and
unfversity to fulfill thelr role tor the Institution in the development
and implementation of programs,

Consortlium Programs and Procedures

The state guldelines specify that preparation programs are subject to
approval by the State Board of Education. Programs must meet specific
criteria relative to consortium arranqgements and preparation opportunities
and alternatives. In addition to filing with the Superindentent of Public
Instruction (S.F.1.), a letter of intent to form a consortium, arrangements
and processes must be specified retative to the formulation of policy,
development of program objectives, Input from students and citlzens, program
Imp lementation, administration, review and evaluation. Provision must also
be made for comprehensive outside evaiuation and evidence must be glven
that resources are avallable for program evaluation.

With respect to preparation opportunities and alternatives, the
consortlum must describe: :

l. The role or roles which are to be assumed hy the grantee of a
specific certificate with a particular endorsement.

2. The rationale for the competencies required for specific.roles.

3. Examples of experiences provided for candidate to demonstrate
required levels of competencles.

4, Procedures which ensure that candidate participates in The design
of hls own program and in determining his rate of progress.

5. Examples of evidence what will be used to determine entry and exit
levels of competency. : ‘

6. Examples of feedback procedures.

(93]
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7. Examples of experiences and resources avaliable to staff devetopment
personnel .

8. Evidence of high professional quality of program.

9. Procedures and arrangements which ensure continuing career develop-
ment opportunitles for persons holding Initlal and continuing certificates.

Responsibiiities of the State Board of Education relative to review and
approval are outlined In the guidelines as well as those of the Superintendent
of Public Instruction with respect to functions for approval-accreditation,
certification, and Improvement-leadership.

Consortium Development Activities, 1971-72

During the school year 1971-7Z2, approximately 46 consortia groups were
organized and preliminary planning was Initlated for Iimplementing the new
guidelines for teacher certification. Two distinct types of consortla -
groups have emerged. One Is the singlie purpose type, designed to develop
programs for specific areas such as special education teachers, physical
education teachers, and educational staff assoclates in areas such as
counseling and nursing. The second type Is of a more general nature and
has become known as "the umbrella" consortium formed cooperatively by
several Institutions and other appropriate organizations.

The single purpose consortium appears to have made more rapld progress
in organizatlon and Implementation as of this writing. The predominant
pattern is that of the educationai staff assocliate certiflication, 1.e.,
the preparation of speclalists. The umbrella consortium views itself as
a general type of orgamization which takes a broad view of the standards,
and acts as a coordinating agency with a varlety of special inferest "task
forces" operating as subgroups in the various areas of certlfication
programming. As a geographical expediency, umbrella consortla have developed
around the Intermediate School Districts (1SD's). Typlcally, several
col leges and universities and more than one school organization and profess-
lonal organlzation are involved. The major agenda item for 1971-72 was
the development and adoption of a set of bylaws under which the consortium
would operate. Bylaws typically involved a statement of philosoply
consistent with the 197) guidelines and a definition of authorization,
purpose, membership and operating procedures. An example of a typical set
of bylaws developed by the Intermedlate School District #1101 in eastern
Washington Is contalned in Addendum A, pages |75-1351.

Emerging Concerns

Early in 1971 it became evident that concerns were developing over the
implementation of the guidelines and the formation of consortia groups.
Major problems centered around () the management system that was needed
to Insure that consortia development would proceed in an efficient and
methodical fashion, and (2) the time and cost factors. The latter was
important since personnel from the various agenclies were involved with a
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large number of consortia groups and had to commit time and money to meet.
To coordinate and articulate the concerns, a group of deans and directors
of teacher education from public and private four year institutions
developed a position paper to address specific areas. The position state-
ment endorsed the concept that educators are engaged in a parftnership
approach to teacher preparation and certification. The rationale for the
statement was articulated in the introduction to the posltlon paper:

The partnership concept inherent In the Fourth Drale has
the potential for opening doors to the increased participation
of individuals and groups In ongoing declsion making. There
Is 11ttle doubt that a coallition comprising the professional
assoclations, the school organizations, the college or univer-
stty, and the state agency wlil create an environment where-
in cooperative planning and joint utilization of material and
human resources becomes a reality.

It seems reasonable to assume a multitateral decislion
making body must operate according to a clearly defined
management system. A coalitlon Is Inoperable In the absence
of a protocol that designates primary and COOpera+|ve respon-
sibilitles to its varlous components.

Assumptlions Basic To Teacher Education and Certiflcation

Part Two of the previously mentioned position paper identified the
fol lowing assumptions judged basic to teacher preparation and certification:

1. That development of teacher preparation programs shall
involve the professional associations, school organi-
zations, colleges and unlversities and the state agency.

2. That primary responsibility and accountabllity for each
phase In the teacher preparation and rer1|flca+lon
process shall be aSSIgned

5. That the agency with primary responsibility Is account-
able for the active meaningful involvement of other
agencles.

4. That programs of preparation shaitl provide for maxlImum
inalvidualization.

5. That teacher education shal! include an academic
component and a professional educationat component that
shall be field oriented and performance based.

6. That the education of a teacher shall ke con¥inuous
Througheut his career.

lThe "FourthDraft" was the predecessor to the 1971 Guidelines ultimately

acdopted by the State Board of Education. Between 1966 and 1971 a total of
five guidetine drafts were prepared by the State Superiniendent's Office
and circulated for review..
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7. That for persons from out of state, approved for Initlal
certiflication shall have met standards at or above
current levels of preparation.

8. That In formula funding teacher education shall be
awarded status comparable to other professional programs.

9. That colleges and universities particlipating In teacher
education shall be accredited by appropriate state,
reglonal and natlonal accrediting agencles.

10. That the cooperative responsibll ity for the development
of state level patterns for certification requires the
establ ishment of a committee Including the colleges and
universities as well as other components of the coalltion.
The committee would have a critical role in the develop-
ment of new patterns based on a continuous monltoring of
existing programs. " Inputs from the various components
should provide a comprehensive assessment. The state
agency has primary responsibillty for thls activity.

Responsibilitles of Agencles

Management concerns were addressed by identifying major responsibilities
of each agency Involved In the development of teacher preparation programs.

I. Responsibilities of professional assoctiations were that
they shall:

a. participate In the development of programs leading
tc certification.

b. encourage the involvement of all teachers In the
improvement of professional preparation and teaching.

c. assume primary responsibility for development and
administration of programs for Continuing certlfi-
cation.

d. assume primary responsibillties for frofesslonal
development following Continuing certificatlion.

2. The responsibilities of school organlzations were that
they shall:

a. be involved in the development of frameworks for
certification.

b. particlpate In the development and administration
of programs for Preparatory and Initial certifl-
cation.

c. provide opportunities for field experlences.

participate in the development and administration

of continuing education for teachers.

e. facilltate the bringing together of preservice
and Inservice education.

a
.
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5. Responsibitities delegated to the college or universlty are that
They shatl:

a. assume primary responsibility for the developmant and
adminis*ration of programs of admlssion and for those
experiences baslc to the Preparatory and Intlital cert-
Iflcation logically residing in the domain of +the
col leges and universitles, since these programs are
largely interwoven with academic degree requirements.
It Is also reasonable to assume that for some time
to come, the college and university will contlnue to
be the prime source for developling conceptual designs
for programs since the research and the analysis of
research data are dong by faculiy tralned In tThese
activities. Although the leadership role shall
reside in the four year institutions, the sharing
of Ideas and the encouragement of Inputs from other
members of the coalition shall be a requlred,
essential ingredient.

b. be Involved In the developmen+ of frameworks for
certification.

c. assume primary responsiblliity for developing and
administering programs of admission, Preparatory
certification and f(nitial certification In cooper-
ation with other agencles.

d. cooperate with school organizations-and the prnfes-
sional associations in the development and adminls~
tration of programs for Continulng certification.

e. provide opportunities for Involvement of students
In the development and conduct of teacher education
programs .

4. Responsibillties delegated to the 'state agency were that
It shall: :

a. assume primary responsibllity for development and
administration of frameworks for certification.

b. provide funding and establish a procedure for
approving and monitoring programs consistent with
the principles of the partnership approach to the
developmenT of programs.

c. give final approval to all certification programs.

d. grant certificates for all levels.

Assessment Instrument and Procedures

After approximately one year's experience of working with consortia
groups to implement the 1971 Gulde!lnes, the participating colleges and
universities made an assessment of experiences to date to galn directlion
for future development. ({1 appears that no other agencles Involved in
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consortium development have conducted any studles of this nature. The
purposes. of the study were to:

i. [ldentify the strengths, weaknesses and major concerns which have
resulted from the experiences of the cclleges and unlversitles to date.

2. Collate the experiences of alil colleges and universities into
general statements, thus focusing on the gulidelines and thelr Implemen-
tatlon rather than on the ideocyncrocies of the Institutions.

5. Report the results in a format usable by other agencies as weli
as colleges (Glles, 1973).

Each college and university compieted an open-ended questlionnalre -
dealing with specific aspects of consortium development. The responses,
which encompassed approximately 60 consortia experlences, were complled
and edited into representative statements covering instltutional assess-
ment of strengths, weaknesses, and concerns. Edited statements were sent
to all participating institutions for approval or suggested changes.

SUMMARY OF [INSTITUTIONAL ASSESSMENT

The followlng statements are based on the experiences of Washlington
coileges and unlversities in thelr efforts to Implement the 1971 GuidelInes.
In each category, perceived strengths and weakness@s have been ident!fled
and areas of concern worthy of serious conslideration for change have been
noted.

Consortium Development Concept: Streraths

I. The concept provides for a broad particlpation of individ-
vals involved In teacher preparation.

2. The concept provides an open system approach which aliows
for Inputs from diverse groups at varlous stages of develop-
ment.

3. The concept, based on the parity principle, insures an
equal voice among & =acies.

4. The concept requlires that responsibllity for program
development be spread across a broad base of participants.

5. Planning Is more diverse than was the case when It was
done by the collieges in Isolation. Key people from each
agency permit. implementation to occur more quickly.

6. Performance objectives are good. However, most depart-
ments were working with those under the old program, as
well as getting inputs from outside.

7. Definitlon of objectives and evaluation by performance
are good aspects of the consortium concept.
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Consortium Development Concepts: Weaknesses

The concept Is extfremely complex. |t requires the estab-
Ilshment of a base of. knowledge before developmental
actlvities can beglin.

The concept, as it is curtently defined, cannot become
fully operational until further definition is given to
provide a linkage between the development group (policy
board) and the established policies and procedures for
the three agencles.

The concept does not clearly define the responsibitities of
each of the participating agencies. There Is no manage-
ment system included for the assignment of accountabl!ity
to any one of the participants.

The concept does notl clarify the number of persons who

. should represent each agency.

The concept provides |ittle or no provision for the
coordination of each agency. [t does not provide direc-
tions for resolving the gquestion of reclprocity among
consortia, out of state applicants, etc.

The concept encourages duplication of effort since many
consortia are developing programs In the same area.

The concept is extremely demanding In time and effort.
Even when released time can be arranged, many teachers
are reluctant to leave thelir students with substitutes.
Teacher education wlll have to become the central business
of the institution. This will be difficult to achieve.
Hundreds of hours seem necessary for anything to happen.

. New guldelines seem to have been based on the prediction

that greater numbers of teachers are needed. No revision
has been made [n light of present employment conditions.
There is a tendency to perpetuate status-quo, since.
outside agencies are not demonstrating, in most cases,
leadership in Improving teachling.:

No provisions have beer made for someone to be held
accountable for the quallty of the experience. This needs
to be spelled out more cleariy.

The concept is costiy. Colleges and universities will
require additional funding to operate it.

The concept Is not equally applicable to rural and urban

- settings.

The concept provides a quasi-legal description of consor-
tium members. This tends to move planning from a program-
matic concern over to a political or power base.

The concept does not provide a definition of roles for the
school and college personnel In tnitial and Conflnulng
certification programs.
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Concerns Worthy of Serious Consideration for Chanqe

|. Guidellines are too vague. Too much is left for inter-
pretation by each group.

2. Provisions should be made for longer - periods of plannlng
time than are now avallable through afternoon or evening
sessions.

3. The roles of the various consortium agencles should be
defined according to responslbilitlies each should have
for the different levels of certification. This idea
Implies a change in the concept with respect to the
parity principle as now defined.

4. |Implied costs are beyond the resources of the instit-
utifon.

5. The most appropriate course of actlion would be to
redirect current efforts toward a pllot mode! approach.

6. No evidence exlists that the new gulidelines will produce
better teachers. [t Is a higher cost program, both in
time and money, that does not guarantee better results
than are possible in the 196] Guldellnes.

7.. Proliferation of programs should be controlled.

8. The pollicy board has no fiscal support or legal status.
This needs changtng

9. Funds should be made avallable for small pllot projects to
develop tools for performance criterlia.

10. The speclaiized professional organizations and learned
groups from the academic discipline should have a stronger
role in the process.

Implementation of the Concept Through Program Development: Strengths

I. Input and review by all participating agencles should
provide a more relevant program.

2. Prlorities are reordered to put highest value an the
success of the candidate.

3. A competency based appioach to certification is a real
strength. {1 Is possible that it can be directed to the
improvement of education for elementary and secondary
students.

4. A strong emphasis is placed on evaluation of the compe-
tence of the individual candidate.

5. Preparation occurs where the iearning s most relevant.

6. Those who have roles In developing a program are more
likely to use it ‘han rhey would if i+ were forced on

: them.

7. A strong potentlal {or innovation exlsts.

8. Clarification of means versus ends must be considered

In teacher education.
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Implementation of the Concept Through Program Development: Weaknesses

. Agencles do not have clearly defined responsibility
for program development. Etvidence to date suggests
that feachers do not have the time and there 1s some
question as to the degree of Interest requlred for
the Intensive effort. required in planning the pre-
service and inservice components.

2. Competency based teacher education Is threatenling to
many colleges and school personnel. They do not feel
that they themseives are competent In the standards

. expected of the candidates. _

3. Competency based teacher education Is extremely demand-
Ing of time, energies, and resources. Communication
is critical to the success of the concept and this
requires extensive provisions of resources.

. 4. The state of the art is not sufficlent to prepare the

tools, techniques, and personnel required for the

evaluation of crilfterion-referenced performance.

One of the greatest potentlal weaknesses of the 157l

Guldelines lies in program development. The Guide-

ITnes represent what it has taken 150 years of effort

to get away from in teacher tralning (domination by

facts, prescriptions, and narrow speciallzations).

6. There Is no provision for program development since the
whole package must be complete before anything can
happen.

7. Greater number of people or groups involved in making
decislions fends to slow the process.

8. There was a lack of adequate longltudinal studies prior

‘ fo embarking on thig- %pproach

9. There seems to be serious confuslon relatlve to roles
and responsibilities in the "umbrella consortium' approach.

t0. There are no provisions for funding faculty or clerical
staff for time required.

l.l. There is already an inability of professional people to
develop and manage behaviorally stated criteria in
teacher training.

12. The management systemn required for successful operation

requires time and personnei not avallable in present

budgets. -

There is a great potential for maintaining +he status quo

as a result of programs that are geared to current practices

In the field.

v

w

Concerns Wor+4y of Serlous Considerafion for Change

I. Responslb;ll1les for each parf:clpaflng agency must be
clear(y defined.
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The manner in which professional subject matter organiz-
atlons are to be Involved must be determined.

The section on the standards dealing with program approval
should be strengthened to insure that there Is some
expertise Involved In the review of definlitions of compe-
tency strategies, and criteria for judgling performance.

The absence of emphasls on content achlevement and no
degree requirement should be corrected.

Definite responsibilities should be assigned to each

agency for the development, Implementation, and evalua-
tlon of programs.

The college degree is not requlred and thus, there Is a
real danger that it may become a thing of the past. Narrow
preparation at the expense of a llberal education may well
result unless this ommission Is corrected.

The 196! Guidelines contaln all of the advantages of the
1971 statement without the dlsadvantages contained In the .
1971 edition.

Program Approval Procedures: Strenqgths

2.
3.

Program approval by the State Office and State Board of
Educatlion should provide some assurance of program quality.
Procedures provide for continuing evaiuation of programs.
Procedures emphasize a positive approach. Emphasls is on
improvement of programs rather than on minimum program
standards.

Each agency to be involved particlpates In program

approval procedures.

The approval process has “the potential to implement the
particlpatory spirit of the 1971 Guidellnes and Standards.

Program Approvai Procedures: ‘Yeaknesses

The tremendous variety of programs will be extremely
difficult, 1f not impossible for application of unlform
criterla In evaluating programs.

.The vast variety of programs to be approved will require

mych time and costiy effort.

¢ procedures by which program approval will be granted
or denled have not been developed.
The bylaws developed by a local umbrella consortium suggest
that the group will exercise program evaluation separate
from the state. How will this be coordinated?
There seem to be Instances where. parity seems to be impos-
sible to attain. Where does one go from there?
Criterla for program approval lack specificlty.
There is no assurance that program approval committees will
have the expertise to do a competent job.
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Competency based programs will require greater expendi-
fures of time by vislting committees than do the 1961
Standards. There are no funds avallable for this.
Program approval procedures are designed to evaluate
programs as submitted by each consortium. The 196l
Standards evaluated progsams on an institutional basis.
This means that the 1971 procedures will require approval
of far more programs. This will incur greater ccsts.

A more definitive procedure for program approval must be
worked out.

This approach-makes the S.P.l. the complete dictator of
teacher education. The funding required for state level
monltoring is nol avallatle.

MinIimum standards fo~ program approval should be provided.

Provisions for Program Management: Strengths

{.

Provisions operaticnaiize a partnership process that
draws on fhe strengths of three as opposed to one agency
in the management of teacher education. '
Management can develop In terms of needs.

The .provisions allow the strong to come forward anc
manage.

Provisions for Program Management: Weaknesses

(1]

Concerns

Planning for program management requlres some experience
with a coalition or partnership model.

The 197! Guidelines and Standards provide no directions
or provisions for program management.

There is nc locale identified for program management.
Smaller instituilons are jeopardized because of sheer
numbers of persons required to provide management. These
are not avaliabile.

Since each consortium may vary its system, those wlth
vested interesis may take over, ceven though not quatified
to do the task.

Worthy of Serlous Consideration for Change

l.

Where - the great strength of the guidelines seems to be

In the provision of a partrnership approach to teacher
educatlion, the great weakness lies in the absence of any
provisions for a maragement system necessary for the
operation of the partnership concept. This. contradiction
must be corrected 'if the guldelines are to. operate
successfully.
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The Guldellnes need to Incorporate provislons for a
management system. The "examples''now contained in the
appendix relegate the importance of management to the
lowest priority possible.

The State Superintenden? of Public Instruction will have
to provide the leadership necessary for the development
and inclusion of a management system within the 1971
Guldellnes and Standards.

The level of funding necessary for management (once this
Is defined) must be provided by +the state.

Consideration should be given to the channeling of funds
for management (once es.ablished) through col leges and
untversities for the sake of systematization.

Roles Assumed by Varlous Preparation Agencles: Strengths

L.

While stressing parity In the Influence structure, the
Guidelines encourage each agency to assess Its strengths
and weaknesses and base Its role on the results of such
assessment.

Role definltions for each agency are the outgrowth of -
shared planning and agreement among the three agencles.
Roles of colleges, universities and school organizations
are outlined in the definlitions of the agencies.

Roles Assumed by Various Preparation Agencies: Weaknesses

Successful participation by the agency In consortia
activity requires the participant to thoroughly under-
stand the parameters of his agency's iegal role and
function.

Agency role responsibilities Impose a problem on
consortium planning procedures since the pollcy board
frequentiy must refer declsions back to a glven agency
for declsion due to legal constraints under which that
agency operates.

Agency role statements do not delineate The responsibi -
ities for each role.

Consliderable responsibility has already shifted to the

- professional assoclations who are neither staffed nor

can provide qualified staff without necessary funding

to participate in the development of teacher education
programs. N

Roles may be assumed by default due to fallure of any
one agency fo fund its operation sufficlently.

Sub ject matter professional organizations are overlooked

‘In role assignmert by agencies.

The definition of "professional assoclation" Is poorly
defined. Subject matter professional organlzaflons are
not included in the deflnition.
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8. Specific role responsibiiities for agencies are not

provided.
9. With consortium funding coming from the S.P.l., there
sill be more centralization of control In the 197I

Standards than was true iIn the 1961 Standards.

Concerns Worthy of Serlous Conslderation for Change

i. Amatrix for assignment of agency role responsibiiities
sould be provided within the 197! Guidelines. To provide
exemp les In the appendlx is not enough.

2. A matrix of agency role responsibllities such as the

one in Appendix "A" should be made avallable in the

consortium planning stage. Very few people have a

perspective of role that cuts across and includes three

agencles. _ o

A clearer statement on initlating programs Is needed.

The State Superintendent of Publlc instruction should

move quickly to modify the 1971 Guidelines to Include

provisions that clarify agency roks and responsibilities.

SN

Role and Relationship of Office of State Superintendent of Public Instructlion:
Concerns Worthy of Serious Conslderation for Change

I. The specific responsibilities of the State Superintendent
and the manner in which funds are to be allocated for
implementation of the Gulidelines need to be designated.

2. The S.P.l. role needs to be clearly deflned In its "partner-
ship" relationship In the development, Implementation,
evaluation and enforcement of the 1971 Guidelines.

3. An increased S.P.|. leadership role Is needed.

4. A few selected pllot programs should be funded through-
out the development, implementation and evaluation stages
to. determine the viabitity of the consortium as a vehicle
for preparation and certiflcation of teachers on a state-
wlde basis. ) '

Application of Guidelines to Administrators and/or ESA Personnel (e.q.,
administrators, counselors, school nurses): Concerns Worthy of Serlous
Conslideration for Change ’

. Fallure to provide extension of 1961 Guidelines for ESA
personnel places these in a discriminatory position.

2. Lack of commltment of W.E.A. and school districts to.
ESA preparatory programs (developéd by counsortia) is
serlous.

3. Arbitrary 1973 deadline for ESA certification is bad
when 1+ has been Impossible to get consortla moving.
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4. Power struggles of the negotiating professlonal associ-
atlion (W.E.A.) and its lack of genulne concern for
professional preparation of ESA staff Is serious.

5. Increased staff Is needed to coordinate, evaluate, and

' Individual i ze programs.

6. Competency based guidelines do not account for the
critical behavior of decislon making. The degree to which
effective declsion making takes place ts not demonstrated
by an easily defined behavior,

7. Consideration should be given to the possibility of state~-
wige instltutional and agenzy cooperative arrangements for
program development.

8. Speclalized professional organizations should be included
in the decision making piocess for consortia.

It can be observed from the above that Implementation of the 197
Standards will be no easy task. Since these issues were not addressed by
the WashlIngton State Board of Education, fuil iwplemenfa+ion may well be
postponed for several years.

Appllication of the Consortlium Model: A Case S5tudy

Early In 1971 plans were undertaken in eastern Washington to utilize
the consortium model In the development of programs for the preparation of
language arts teachers for grades k-12. Initially, five colleges and three
school districts within reasonable proximity of each other participated In
the planning along with representatives from educational associations and
professional organizatlions. After several months of dellberation, two
school districts Indicated that they were unable to continue active partici-
pation. Thus, membershlp in the group consisted of five colleges, one
school district, and the education organization. This group became known
as West Valley Language Arts Consortlum (WVLAC). It was hoped that repre-
sentation would uitimately inciude all school districts and education
!associaTlons in the geographic area.

AA rationale and scme background on this consortium effort was presented
In the letter of Intent prepared for submission to the Deparfmenf of Publlc
Iinstruction, as follows:

The five colleges, the education association and West Valley
School District have worked for two years prior to the attempt to
form. a consortium in the. area of language arts. The consortium
was a logical outgrowth of the prior work which concerned Itself
with ilentified needs in the area of language arts. An Incomplete
[Ist of the needs identified includes the follow!ng:

A. Needs, local educationat:
One of the most remarkable and urgent demands of {ife in a
technologically sophlisticated soclety Is to- use language In
more powerful and sensitive ways. |In our own State, the
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1969 Assessment of Educational Needs for Students Identified
what It found to be ten critical needs. Of these ten stated
needs, elght are Implicltly contained in the subsequent text
of Thls Letter of Intent: (1) Provision for Individual
Instruction, (2) Teaching Equipment and Materials, (3) Voca-
tlonal-Technical Programs, (4) Changes in Curriculum Organi-
zation and Content, (5) Teaching Methods, (6) Changes in
School Atmosphere and Attitudes of Administrators, (7) Changes
fn Student-Teacher Relationships, and (8) Opportunity for
Students to Develop Thelr Own ldeas. In the local context
of the Spokane Valley, our own teachers have identifled two
addittonal language needs to be served by thls project:

(1) fo Increase students' knowledge about language, and (2)
to refine the ways students use language for both social and
personal ends. The exlstence of these student needs, both
nattonally and locally, Is predicated on currently accepted
Iinguistic theories that are rarely or ineffectually applied
to school settings. For example, these theorles Insist that
teachers and students need to understand the distinction
between language knowledge and language use; to operate on
the notion that the act of language may be the same as the
act of fhought; to learn how to assimiiate one's experience
through language; and to shape and control one's actions

and destiny through the power of language. These and other
similar needs have been clearly identiflied and thoroughly
documented by leading linguists, psychologlists and scholars
throughout the world. The reallty of “these needs Is based
on the ldea that people are less than human unless they
successfully use language as the basic tool by which they
assimi late and shape thelr experience.

B. Needs, language:

I. To be an actlive user of language more frequently fhan
be a passive recelver of knowledge about language.

2. To use language in settings where he must formulate
Ideas In tentative ways, showing recelpt of immedlate
and specific response. ’ -

3. To make appropriate linguistlic response to events,
Ideas, or feelings.

4, To make Increasingly fine dlsflncflons among varled and

- speciallzed uses of ianguage.

5. To create order out of his surrounds through Ianguage.

6. To shape his personal, occupational, and social environ-
ment through language. '

i C. Needs, feacher preparation:
Study of the current scene and appraisal of trends sugqesf
that Washlngton can marshal Its resources and knowledge to
stimul ate preparation which is more appropriate to the
services which professional personnel should provide to
today's children and youth, and that preparation programs
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should reflect and encourage an open-system concept. The
open-system allows Input from a varlety of sources, does
not lock all persons into the same mold, and encourages
difference, varlety, and change. The state Is concerned
that preparation expereinces be relevant to competence
on~the-job, the actual world of the elementary and
secondary school student and to the changlng needs of
soclety.

The WVLAC effort was justlfied further.on the grounds that the school
district inveoived could be conslidered typlcal of the majority of school
districts In the state. Thus, programs and procedures developed for West
Valley might be replicated In many other places In the state. It was
acknowledged however, that districts with substantially different racial,
economlc, and polltical characteristics might have different needs with
respect to preparation of language arts teachers.

Major consortlum activities for the 1971-72 academic year focused on
procedural matters, including the drafting of bylaws. By May (972, the
fourth draft of bylaws had been accepted by the participating agencies. in
addition, the following subcommitiee groups had been Identifled:

Student language needs.
School program development.
Teacher competencles.
Teacher preparation programs.
Assessment and evaijuation.

VD WN ~

The Student Language Needs Subcommittee consisted of college personnel
from the fields of english, speech, and elementary language arts, and primary
Intermediate, junlor and senior high school teachers.. In additlon, a
representative from the Board of Education served as a member. Membership
encompassed representation from professional organizations such as the state
and local Counclls of Teachers of English and speech assoclations as well
as representatlion from the educatlion association. From time to time,
college students enrolled in teacher preparation programs participated.
Every effort was made to sollcit input from students in the public schools
as well. Committee meetings were held during the spring, summer, and fall
of 1972, cuiminating In the developmeni of a student language needs model
from which ianguage programs on”a continuum from grades K-12 might be
developed. Chalrpersons for the remaining subcommittees were appoln+ed In
the fall of 1972.

The followlng consortium 6bjecflves were Identified for the 1972-73
school year:

I. Continue present wnrk of the student needs sub-committee
In ldentlfying language needs and objectives.

2. Begln development of school Ianguage programs and materials.

3. Continue to deveiop role definittions, competencles and
rationale from which language teacher preparation program
components will emerge. N
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4. Make suggestions about and/or design learning experlences
. and context which will assist the candldate to develop
competance in an individualized manner.
- 5. Determlne resources needed to accompliish program objectives
and Insure they are/wiil be avallable. ~

A number of the concerns noted earlier In this paper became apparent
during the establishment of the WVLAC. Major concerns and problems are
summarlzed below.

I. There was some feeling, especlally in the early planning stages,
that greater provision ought to have been made in the guldelines for mean-
Ingtul involvement of the professional organlzations. Although the
questlon of professional organization Input was resolved satisfactorily in
the WVLAC group, there remained some uneasliness over the fact that the
. guldelines do not expllicltly provide for .such participation. Concern was
expressed that It might be possible to finalize consortium arrangements
with minimal partlicipation by the group with most expertise in a particular
area.

2. Teachers became Increasingly reluctant to absent themselves from
thelr classes on a reqular basis even though a substitute was provlded.

This was parTicularly true for elementary teachers who felt that frequent
Interruptions in the ongoling program would be detrimental to the children.
In additlon, they were quife aware of the large amount of planning Involved
In preparing for a substitute. This time and effort.was not included In
thelr compensation.

3. As subcommittee tasks are ldentifled, the amount of study and
preparation of materlals required outside the regular meetlng time mounted.
Teachers who found the meetinags stimulating and rewarding were less enthusi-
astic about committing time and effort which was not directly related to
their contract obligations.

4. Although all agencies were located withln reasonable geographlcal
proximity, travei time nonetheless became a source of concern. For three
representatives a round trip to the district meetlng slte involved the better
part of four hours... For a time a compromise locatlion halfway between the
district office and the most distant institution was utillzed for subcommittee
meetings. Classroom teachers, however, felt burdened at traveling out of
town for evening committee meetings. Teachers, who were reluctant to meet
during the day because they did not wich to leave thelir classes to substit-
utes, were equally reluctant to commit themselves tTo evening and weekend
meetings. Affer school meetings were feasible only when held within the
district, and éven then the blocks of time were too small to be frultful.

5. |t seemed desirable to have five to seven teachers on each sub-
cormittee +to provide adequate input as well as to avold an excessive work
load for members of any one group. However, from the school district point
of view, a critical problem emerged when 25-30 teachers were needed on a
released tlme basis to have adequate representation on the flve subcommittees.
This possibiiity affected not only the instructional program, but the district's
financial resources as well,

6. . The lack of financial resources was a general source of frustration.
Members of the Initial planning group had envisloned a language learning
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center as a physical entity where preservice and inservice teachers could
work with puplls In flexlble *+ime frames to experiment with or Implement
Innovative programs. Varlous sources of funds had been proposed, with
very lIimited success.

7. The time and money draln w!th respect to personnel was exacerbated
as additlonal consortium involvements smerged within the district. The
heavy load on personnel representing all three agencles, district, education
assoclation, and college, became obviois as multiple consortia involvements
became imminent.

In addit+ion to the above considerations, the partlcipating district was
faced with resolving the confllicts generated by its being a member of the
umbrella consortium (intermediate School District (1SD)) as well as of a
speclal interest consortium. The Intent of the umbrelia consortlum was
that special groups would operate as task forces under the umbrella rather
than as separate consortia. Early In 1973 it became clear that many of
the problems which had been identified might be alleviated If not resolved
1f the language arts consortium elected to become a task force under what
was known as the I1SD #101 umbrella consortium. This decision was reached
after much deliberation. As of 1973, plans are belng prepared to draw
participatlion In the language arts task force from the broader base repre-
sented In the umbrella consortium. Thus, 1t is anticipated that some of
the strain on the resources of «ne district will be removed.

Summary

Attizugh the philosonhy underlying the 197] guidelines and standards
for teacher certification in the state of Washington is taudable, it is
evident that a tremendous set of tasks remains to be done before workable
consorfia programs can be developed. Many of the concerns which have been
ldentified have not been resolved: While most exlsting consortia have been
awarded small planning grants to continue thelr work for the coming year,
it is apparent that carefully desligned pilot projects are needed to provide
viable models that can preserve the strengths inherent in the 1971 guldellnes.
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> ADDLEHDUN A

BYLAWS OF ‘INTERMED!ATE SCHOOL DISTRICT 101 CONSORTIUM FOR THE PREPARAT!ON
LEADING TO THE CERTIFICATION OF SCHOOL PROFESSi{ONAL PERSONNEL

STATEMENT OF PHILOSOPHY “

The approval by the State Board of Education of the (971 Guidelines
and Standards comes at a most appropriate time in tferms of the public!s
reaction to both Teaching in the schoole and the professional development
programs. :

Never before have parents, students, and the public in general been
so ready to hold the school accountable for the success of the school
product. It is, thereforc, quite reasonable that those who are responsible
for professional development programs should also bc accountable for the
product of their programs.

The emphasis on product has naturally raised questions about

~ competence, relevance, participation, sharing, inservice growth, and the
viability of programs which tend to require the same courses and
experience for all students within a program. Students come to programs
for the preparation of professional school personnel with wide ranges

of skills and background experiencss and, therefore, may desire and
expect the programs to emphasize uniqueness and individuality. The new
Guidelines and Standards requires the colleges, school organizations, .
and the professional associations to cooperate in the development of
competency oriented professional development programs. |+ also emphasizes
the need to arrange situations so the candidate can demonstrate desired
competencies.

If the new Guidelines and Standards is to achieve its highest
potential, there must be a new order of faith, confidence, and trust

- betwezsn agencies involved. Decisions must be on the basis of consensus.

Real acceptance of parity between the thrae groups must be evident,
Ve

As the consortium develops, it must be open tTo change, allow for
new memberships, encourage the development of special programs to meet
the needs of various groups of professional school personnel, and malntain
an attitude of encouragement o experimental programs.
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BYLAWS OF INTERMEDIATE SCHOOL DISTRICT 101 CONSORTIUM FOR THE PREPARATION
LEADING TO THE CERTIFICATION OF SCHCOL PROFESSIOMAL PERSONNEL

Aprit 6, 1972

ARTICLE | - AUTHORIZATION
Section I, This consortium is authorized under the 1971 Guidel ines and

Standards for the Development and Approval of Programs of Preparation
Leading to the Certification of School Professional Personnel which sTaTes,
"Under these standards preparation programs are to be developed and
implemented by a consortium of agencies.!" These agencies are defined as
"colleges and universities, schooi organizations and professional asso-
ciations.," (Guidelines and Standards . . ., Sec. B., p. 3)

ARTICLE 11 - PURPQOSE
Sectlion I, It is the intent of these bylaws to astablish roles and
procedures under which the consortium.will engage in program development

leading to implementation of the 197| Guidelines And Standards for the
Development and Approval of Programs of Preparation Leading to the
Certification of School Professional Personnel. Specifically, these
bylaws are concerned with (1) consortium structure, (2) formulation of
pol fcy, (3) the consortium's function in developing certification program
objectives and characteristics, (4) :mplemen+a+|on and administration

of programs, (5) appeal procedures, and (6) review, evalua+|on and modi-
fication of programs establ ished by the consortium.

Section 2. The purpose of this consortium is to draw together the

optimum human and material resources for the preparation of school
professional personnel; to improve communications between colleges and
universities, professional associations and school organizations responsible
for preparation programs; to review proposals in order that preparation
programs may be planned and implemented in the most effective manner.

This consortium shall strive to provide a constructive interchange of
~assistance and communication between all segments of the profession as it
proceeds to carry out the intent of the 1971 Guidelines and Standards.

Section 3, The consortium shall be the agency for recommending to the
State Board of Education ali professional preparation programs prepared
by members of the consortium. Members of the consortium may participadte
in other consortia whose boundaries are not exclusively within the
boundaries of 1SD 101.

ARTICLE Il - MEMBERSHIP,

"
\

Section |. Membership in the Intermediate School District 10] LOnSOFTIum
shall be open to al! school districts, independent school systems,
professional education associations and colleges and UﬂlVerS|T|ba serving
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the students and the general public within the above Intermediate School
District area.

ARTICLE 1V - COORDINATING COMMITTEE

Section |. (a) From The membersnip above, a Coordinating Committee shall
be created composed of six school district representatives. elected by the
school district organizations within® each county, plus one representative
elected by School District 81, plus one zlected by the independent school
systems, eight general professional association representatives elected in
the same manner; and five members from colleges and universities (Washington
State University, Eastern Washington State College, CGonzaga University,
Fort Wright College, and Whitworth College).
(b) Representatives to the Ccordinating Commitiee shall be elected to three
year terms with ‘the exception of the first year of operation. In the first
year of operation the participating preparation agencies as defined in the
1971 Standards shall previae for continuity by electing representatives to
the Coordinating Committee as fol lows:
|. School districts shall elect three representatives for three year terms,
three for two year terms, and two for one year terms.

2. General professional associations shall elect three representatives for

© three year terms, three for two year terms, and two for one year terms.
3. Colleges and universities shall etect two for three year terms, two

for two year terms, and one for a one year term.

(c) Alternates shall te selected in the same manner as representatives
and ‘shall have the same responsibilities and privileges as the representatives
when serving in their behalf.

Section 2. (a) The Coordinating Conmittee shall be the policy-making
board and shall serve to expedite the responsibilities of the consortium.
(b) The Ccordinating Committee shall assure the formation of appropriate
task forces when it is apparent that specific preparation programs should
be initiated to serve the profession.

{(c) The Coordinating Committee shall have the authority to approve
appropriate task forces when it is apparent that specific preparation
programs have been or are to be initiated to serve the profession.

{d) The Coordinating Committee shall give assistance and counsel to the
officers of the consortium.

{e) The Coordinating Committee shall instruct each Program Review
Committee as to its responsibitities.

(f) The Coordinating Committee shall see that there is representation on
each Program Review Committee from the three preparation agencies as
defined in the 1971 Standards with invitations extended to appropriate
specialized and/or subject-matter associations to serve as consultative
assistants.

(g) I+ shall be the intent of the Coordinating Committee to facilitate
program development. - The coordlnaflng Ccmmittee shall approve, recommend
modifications, or withhold approval on all preparation programs.

(h} The Coordinating Committee shall have the obligation of informing all
members of Intermediate School District [0l Consortium of action taken
relative tc all propcsals submitted to it.

-1 7d-




(i) The Coordlnating Committee shali also have the responsibility of
transmitting all recommended programs to the Division of Teacher Educatlon
and Certificatlon in the Qffice of the State Superintendent of Public
Instruction for review and approval by the State Board of Education.

(j) The Coordinating Committee shall recommend candidates for certiflicatlon
as one of its major responsibilities.

ARTICLE V - OFF ICERS

Section |I. On or before the last meeting of the Coordinating Committee
each fiscal school year (July i-June 30) the Coordinating Committee shall
elect a chairman and two co-chairman to serve as coordinating officers of
the consortium and the Coordinating Commnittee for the next fiscal year.
The chairman and the co~chairmen chall represent the three different
types of agencies as defined in the: 197] Guidelines and Standards. The
chairman in cooperation with the co-chairmen shall plan agendas for the
meetings, be responsible for the distribution of meeting notices and other
communications and shall call meetings when sufficient business dictates
or when requested by a petition of sevemymembers of the Coordinating
Committee.

Section 2. One of the two co-chairmen will serve as recorder.

Section 3. Officers of this consortium shal! compile a list of all school
organizations, all professional assoclations and all colleges and univer-
sities in Intermediate School District |0l (as defined by the 1971
Standards) who become signatories to this consortium.

Section 4. The officers shall compile @ |ist of al} members of the
Coordinating Committee.

Section 5. The officers shall compile and maintaln an up-to-date lis+t
of task forces and corresponding Program Review Committees that are
developing preparation proposals.

Section 6. The officers shall insure that selection of representatives

and alternates takes place in each of the three preparation agencies.

ARTICLE VI - PROGRAM REVIEW COMMITTEE

Section |I. The Program Review Committee shall be elected by the members
of the Coordinating Committee.

Section 2. Each Program Review Committee, from its inception, shall
provide on-going communication with all interested parties in the
consortium. Specifically, it shall review those professional preparation
programs for certitication assigned to it and shall make recommendations
to the appropriate task force to strengthen and improve the quality of
programs.
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Sectlon 3. Each Program Revlew Committee, after reviewing the proposed
preparation programs assigned to it, shall make recommendations to the
Coordinating Committee.

ARTICLE VII = TASK FORCES
Section |. Task forces shall be .composed of representatives of the three
preparation agencies as defined in the 197] Guidelines and Standards and

shall provide opportunities for consultative assistance from appropriate
specialized and/or subject-matter associations.

Section 2. Each task force shall be responsible for specific program

development which shall include procedures for implementation and program
evaluation. ' - '

ARTICLE VI1t -~ RECIPROCITY 1IN PROFESSIONAL DEVELOPMENT

Section {. Intermediate School District 10{ Consortium for the Preparation
and Certification of School Professional Personnel shall develop reciprocal
arrangements with other consortia within the State of Washington.

Section 2. The lIntermediate School District 10t Consortium shall provide

information for individuals from out-of-state who wish to pursue Washington
Certification requirements within the ISD |01 area.

ARTICLE X ~ APPEAL PROCEDURE

Section |. Individuals seeking certification through programs implemented

under the Intermediate School District 10l Consortium or representatives

of preparation agencies, or members of task forces, who have been aggrieved
by any action of the consortium, or agents of the consortium, may seek

ad justment of the grievance. Adjustments of the grievance shall be sought

through a sequence of steps.

Step |. Presentation of the grievance to the level of the consortium
or agent of the consortium, where the grievance has occurred.

Step 2. Appeal of the adjustment, or lack of adjustment, may be
carried to a higher level.

Section 2. For purposes of appeal, levels of recourse in the consortium
shall be:

a. A preparation agency or task force

b. The Program Review Committee

c. The Coordinating Committee

d. The Division of Teacher Education and Certification of the Office

of the State Superintendent of Public Instruction
The State Board of Education
Appeal to the Courts

-+~ 0
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ARTICLE X - REVIEW OF CONSORTIUM OPERATICN

Sectlon |. The total operational pattern of Intermediate School District
101 Consortium, including these bylaws, shail be evaluated in accordance with
the 1971 Guidelines and Standards.

ARTICLE X| = PARLIAMENTARY PROCEDURE

Section I. Sturgis Standard Code of Parllamentary Procedure (Second edition)
shall be the authority governing the conduct of meetings.
{(Exception: see Section 3 below)

Section 2. A quorum for the conduct of any meetings of the Coordinating
Committee shall be at least fifty percent of the representatives or
alternates of each agency as provided In Article |V above.

Section 3. Decisions made within each of the three preparation agencies as
defined by the 1971 Standards shall be made by a majority of the representa-
tives of the agency. Decisions of the Coordinating Committee shall resul+t
from consensus of the three agencies.

ARTICLE Xt1 - FINANCE

Section I. The consortium shall request funds from the Office of the State
Superintendent of Public Instruction. No financial commitments on the part
of any members of the consortiun are implied by this document. Any
budgetary commitments of the participating professional associations, school
organizations, and colleges and universities can be made only by the
appropriate policy making bodies of the respective organizations.

ARTICLE XII1l ~ DEPQOSITORY
Section |. Intermediate School District 10l shall serve as a service

office and the official depository for any records or other possessions of
the consortium created herein.

ARTICLE X1V - AMENDMENTS

Section |. Bylaws may be amended by a two-thirds affirmative vote of
the representatives of each agency of the Coordinating Committee after a
thirty day notice of the proposed amendment(s) has/have been sent to all
members and representatives of the consortium.
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CHAPTER @

APPRATSING COMPETENCY BASEDR TEACHER CERTUHFICATION

by

Uonald P, Kauchak
Oepartment of Lducation
Washington State University

-

Innovative crusades usually occur in evolutionary stages with each
stage relying upon previous stages for its adequate development (Miles,
1964).  Typically the first stage in such an evolution is the design stage
when an innovation is discovered or invented. The design stage is
fol lowed by the awareness-intarest stage when potential consumers of the
idea become aware or interested in the idea and seek information about its
characteristics. The third stage can be described as the evaluation stage.
Transition to this stage often proves to be the most difficult since it
often requires a change in the mode or direction of thinking. Previous to
this stage, thinking processes may be primarily positive with little
critical thought being levoted to the practical problems of imp.lementation.
A necessary condition for this stage is the existence of a dialogue which
focuses upon not only the pros but the cons of any particular innovation
and with the practical prohlems of implementation., In this stage, potential
users often engage in "search hehavior" to assess the likely net conse-
quences of adopting the innovation. Barton and Wilder (Miles, 1964) report
that inadequate communicating of characteristics, vested interests, and ’
lack of rationality can operate to hamper adequate consideration at this
staqge. The fourth stage involves the initial trial when the innovation is
attempted on an experimental basis. [|f the trial basis is successful, the
final evolutiunary stage of the innovation proceeds to that of full imple-
mentation. The innovation is actually put into use and integrated into the
reqular operating procedures.

- Ythere is CBC in 19737 Applying this scheama to the concept of compe-
tency based teacher certification (CBC), evidence can be observed in the
literature that CRC has proceeded through the design stage and is well into
the awareness-interest stage. The planning being conducted in the states
of Washinagton, Florida, and Mew York may be construed as evidence. of
evolution through the evaluation stage and into the trial stage. However,
one of the defining conditions of the svaluation stage is the existence of
a dialogue concerning the strengths and weaknesses of a particular inno-
vation. A review of the CBC |iterature doas not reveal such a dialogue.
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CBC has been accepted not only as a qgood idea, but one which shcould be
imp lemented Tmmediately and without hasitation. Daly (1970) jokingly (or
perhaps not so jokingly) referrad o the atmosphere at one state COC
conference as similar to an “'old fashioned revival meeting."

The purpose of this paper is to critically examine the state of The
art in the fiecld of CBC and raise some questions which have not been ¢iven
adequate consideration. This task is undertaken with the reatization that
it may bo an unpopular one, for critics of ideas 'wheose time has come™
often appear reactionary. This is not the intent of +the present report.
Rather, the writer hopes to raise questions at this stace of the evolutionary
process which would help avoid later difficulties and fhus facititate move-
ment to and ‘through the implementation stage if an institution or state so
desires. :

Some advantanes of CBC. The appeal of competency based certification
can be observed in a comparison with traditional conceptions of the rolaé
of certification in fteacher aducation.

The traditional concent of gertification has been primarily reactionary
and defensive, that is, aimed more at keeping unqualified people out than
identifyina qualified peopltc for entrance into the profession. Lierheimer
(1970) refarrad to certification as "gate keeping.'" Stiles (1969) cal led
teachers' certificates "permits to practice,” a quarantes of performance
above defined minimum levels for particular kinds of professional responsi-
bilities. In the past, little mention had been made of distinctions above
the minimal tevel, or, if made, were based upon time or credit measures such
as course hours taken or years of experience.

[n contrast with this relatively minimal and non-qualitative role of
certification in the teacher education precess, CBC is assumed by its
advocates to be a more dynamic and functional process. Rosner (1972, pp. 98-
109) vicwed CBC as a lever for reform. Certification based upon observabie
performance, by making performance criteria more visible, would force not
onty teacher preparation institutions but teachars themselves to keep pace
with the latest in sducational thinking. Schalock (Rosner) proclaimed CBEC
to he a method of providing standards by which to control the quatity of
teacher ftraining institutions® products. Stringent certification standards
would act es final quality control checks for the graduates of the colleges.
Young (1970) considared CBC To Le a way toward moving certification criteria
closer to pupil learning outcomes. In this raspect certification by
criteria, either of student learning or trainee performance, was perceived
to more accurately qaune teacher potential than hours of course work
comp leted. Andrews (Houston and Howsam, 1972) viewed CBC as a means of
delineating responsibility for the quality of prospective tecacher candidates.
Andrews also observed that COBC could be a means of focusing emphasis on
student successes rather than time spent in schooling.

Other advantaqges associated with COC are those pertaining to continuing
career long certification. CB( offars a potential means toward bridging
the often mentioned gap hetween 'theory and practice. ' Certification
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requiraments based upon classroom performance could act to help focus teacher
education curriculum on the classroom, thus making the transition from
colteqe to classroom easier. Also, |f CBC wore organized to correspond to

a career ladder, it could serve as & m2ans to insure continuity not only
between preservice and inservice aducation, hul also throughout the inservice
curriculum for a teacher's entire carecr. CRC could also provide a more
logical and technoloaically officient basis for pay raises and salary
increments. A final advantage for CH3C is that it would afford an opportunity
to realiqn present but somewhat archaic patterns of certification authority.
Consortia, as described by Schalock (1979), Drummond (1971) and Rosner, would
redistribute input sources to include a more reprasentative sampling of all
those influenced by certification. This would mean that the practitioner
would have a vital rote in definina the neandsd competencies.

Valid or invalid assumptions. MMany nf these advantages may be valid
and powerful, and accordinqgly have contributed to the impetus currently
evidenced by the CRC movement. However, most of these advantaqes are based
upon assumptions which have not always be@n axposed to close scrutiny.
Further, some of the possible problems which could result from implementation
may arisa from lack of validity ¢f the assumptions made by advocates.

Ona assumption, as noted by Andrews (1972) is that objective systems
of measuring performance ara now available, or will be soon. The presence
of evaluation instruments has also boen noted as the sine qua non of CBC
by the Committee on Hational Proaram Priorities in Teacher Education (Rosner).
At the present time, however, such instruments arc nonexistent, or prosent
in such a state of refinement as to offer tittle more discrimination than
the present system of cnr+|f|ca+|on hased upon college credit hours completed.

Part of The problem in developing such instruments is lack of agree-
ment on tha exact level of performance on which to base certification.
Schalock advocates an output referenced system in which teacher certification
is based upon student performance. In othar words, teacher efficacy would
be judaed in terms of student performance changes. Certification in this
manner is based upon thc assumption that student tearning is determined
almost wholly hy the teacher, and that it depends very little on the variahles
within the situation. HMeasurement problems of control of extraneous variables
would be an essential consideration.

The Committee on Mational Program Priorities in Teacher Education
(CHPPTE) (Rosner) advocated the use of teacher performance in the classroom
setting as the basis for both entry and permsnent certification. Certifi-
cation at these tevels arec based upon fhe assumption of probable cause and
offect relationships between teacher competencies and desired npupil outcomes.
Turner (Rosner), taking an intermediate position between the previous two,
advocated the use of teacher classroom performance as the basis for fnmporary
certification but called for the use of student [earning outcomes for
permanent certification. All of the above writers noted the increased
difficulty in attempts to utilize student [earning outcomes as the basis
for certification, but nevertheless _aivocate the position without operationally
defining the competencies. It would seem that the kind of competency is
immaterial (just show some competency).

-} 84~
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Another problam ancountered in attempts at implementation of CBC
concerns the assumption that enougn is known about the relationship between
teacher behavior and punil learning to dovise valid certification criteria.
Without sufficionT knowladae of such relationships, The validity of the
whole process of certification is highly questionable. Writers in the
araa of COC have for the rost part undercstimatnd rhe magnitude of the fask
for researchers attampting to document teacher behavior/student learning
retationships. Soma of the problems javolvad in studios attempting to
tink teacher behaviors aind pupil achievement have been reviewsd by Fattu
(1963). These probilems included: (1) lack of alequate control of extraneous
variables, (2) time factors and the necd for long term follow up, and (3)
confornding of the effects of ofhar teachers over time. Justiz, in a review
of the literatura involved with teachar offoctiveness, concluded that:

The absence of reliable pupil performance criterion measure of
teacher effectiveness s o wel l-known fact in the state of the
art. In the past 60 years, teacher offectiveness has been so
clouded with arquments as to why pupil parformance criterion
measures are supposedly unworkable that at.times it is difficult.
to see beyond this position (1969, p. 49).

In a review of studies 1inking teaching processes to student outcomes,
Rosenshine and Furst concluded thal "Because of this lack of research, we
have little knowledqge of the relaticenship between teacher behavior and
student growth' (Smith, 1971, p. 66), Others (2.q., ilchDonald in Houston
and Howsam, [972; and Cooper and VWeher in Cooper et al., 1972) have reached
similar conclusions about the state of the research in teacher performance.

Rosenshine and Furst |isted five process variahles which correlated
strongly with student achievement. These were clarity of presentation, use
of variety or variability during a lesson, teacher enthusiasm, task-
orientad and/or businesslike teacher bOhDVIOFC, and student opnortunity
to learn criterion material. Despite these ‘strona' correlations it would
be difficult to desiqn either a valid parformance based tcacher education
curriculum or credible certification instruments from thase data. The
correlations themselves reportad by Rosenshine and Furst may not be strong
enough yet. For example, correlations ranged from .37 to .71 for studies
included under ‘'clarity,” which had the hinhest correlations. Ffor studies
listed undcr "student opporfunity to learn,” the corrslations ranged from
1€ to .40, which were the wrakest sats of correlations. In short,
proponents of CBC may ba attemptina to construct a test betore they know
what it is they are trving to measure or why they are trying to measure if.

Treating assumptions as _facr. The nead for = solid empiricaltly researched
base to guide formulation of competency based certificaetion criteria is ur-
gent. However, presant patterns of research strategies may turn out to be
unfeasible or unraalistic. Research thrusts by individual states, while
admirable in their |n+(n+ lack the capability “or needed comprehensivae-

ness.  Objectives formula ted by the Roard of Goavernors for the Florida
Education Research and Development Program were stated in 1971 in their
Prospectus as follows:

-185-
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By the ond of 1971, competencins axpected of teaching personncl

in elomontary and secondary schools will be clearly identificed.
Evidence will bo oavailable showing relationships between teacher
competencies and pupil learning. Teacher training techniques will

be available for use in prassrvice and inservice teacher cduca-
Tion proqgrams which are aimed at the specified compotencies.
Evidence will be available to state policy makers which shows
the extent to which teacher affects on pupil learning support
various credentialing requirements (1971, p. 15),

That a single state could accomplish in three years what has eluded
educational researchers nationally for the better part of this century is
doubtful. Federal aid bhoth in terms of financial assistance and coordina-
tion of state research efforts secms necessary. What is more alarming to
this writer is that othar state lcaders will Zssume -uch glowing state-
ments to be empirically derived and add & quasi-leqitimitization to the
entire process. Such practices will surely take place since opponents to
CBC have not been widely publishad nor encouraged to appear at CBC confer-
ances. '

Arc costs reasonable? Related to the problem of the Jack of a

credible rasearch base are other practical probiems related to in the field
evaluation. Development and implementation costs may act as inhibitors in
tha movement toward an empirically developed OBC model. At the present
time the Federal government secems willing to help defray some developmental
costs, as evideaced by fundina for the Elementary Models and Trainers of
Teacher Trainees Program. Ultimately, howevaer, the major brunt of imple-
mentation and long term development costs must be borne by the states,
The question then becomes one of whether state leaislatures, who in the
past have demanded accountability, are willina o pay the increased bill
for valid evaluation mechanisms without any assurance that the "“product”
will be cheaper, more efficient or hetter.

Estimates of costs of CUC have primarily been at the national level.
The CNPPTE (Rosner) anvisioned a cost outlay of 5.5 million dollars over
a “ive year period for initial instrument development, This fiqure only
included the development of instruments to assess observable fteoacher skills
in the classroom. The Committec estimated that it would cost an additional
[0 million dollars to develop instruments to measure knowledqge and skills
prerequisita to thoe classroom skills. Both of these estimates were made
for development at the national level. The problems of adapting evaluation
instruments from the national level *to local program thrusts may be consid-
arable, unless one assumos a single national standard, The nead for
adapting these instruments to local nends results from the power that
avaluation instruments have in affecting the direction of the programs they
evaluate. This influence axtends not only to includa the content but the
form of teacher training programs. {osner, in noting this effoct stated
that "The form of legal and extra-leqal certification manipulates the form
of training. If certification is hased on profiles of specific competencies,
teacher education proarams will provide training addressed to these competen-
cied' (p. 101). Thus, teacher preporation curricula would be effected larqely
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by the form of evaluation. The unwillinaness of educators to accept carte
blanche chances which will effect teachers' manner of instruction has been
noted by Jones (Houston and Howsarm, 197?)., The need for provision for
adaptlon costs definitely appears to be an obstacle to CBC.

An additional cost problem in doveloping valid evaluation instruments
for COC is fthe nead for a continrual ravision of such instruments as
empirica, research or fiald trials nrovide new bases for instrument construc-
tion. Fow advocates of COC have either acknovlodacd or incorporat.d into
implementation plans provision for tong term continual periodic revision,
The connotation seems to ba that problems will bhe solvad when they appear,
a stance not conqruant with prosent day conceptions of adequate plannina.

Whose ox will be nored? A final issue concarnina problems of imple-
menting CBC is that of continuad certification, It appears somewhat incon-
sistent to demand o Ttest of compotency at the entrance level, but require
few or no competency checks at later dates.  Such thinking would seem to

be based upon one of tun assumptions: (1) [ittle changes would occur in
the definition of anod teaching within a teacher's career, and (2) teachers
would hold themselves responsible for updating competeonciaes. Past oxper-:
iences in education negate the validity of eithar assumption. Some writers
have advocated the use of the "carrot approach™ to updatinn competencies,
suggesting the use of incentives to encouraqe continued teacher education.
However, such procedures c¢o not provide truly adeauate means of insuring
competency updatina. The same malinaerers which CBC advocates claim to be
eliminating would remain uneffected. Remembsr that contracts, tenure and
teacher riahts are neqotiated by teacher bargaining. The teachers will not
aive up any proviously won power just to placate educational theorists!

A major impediment to carcer long C3C seems to be union and professional
association resistance to the spectre of competency based evaluation being
used as a basis for promotion and tenure decisions. Competency bas:d
teacher waducation and competency based initial certification are seen as
valid innovations, but any usc of competencies to determine retention or
pay increases is summarily rejected by the unions. The sceminaly para-
doxical position taken by union leadars can be sean in a quote by Daly, a
national vice-president of the American Federation of Teachers.

The usa of "micro-teaching” tecnninues by an individual teacher
to sharpen his teachina skills, for example, is a development in
technology and mathodoloay that we can enthusiastically support.
It is apparent, however, that such techniaue will have great
appeal for administrators who wish to make teachers conform to
certain standards of behavior that are pleasing to the administra-
tion but which contribute little or nothing to t+he education of
children (1970, p. 24),

The union’s position scems +o be so firmly entrenched that it led the

CNPPTE +o conclude that "It is doubtful whother additicnal cerftification
requirements can be introduced for senior educational personnel..(Rosner, i
p. 12). It is the writer's opinion that a 28BC policy which does not
extend beyond the minimal entry requirements would be toothless at best, a
return to the time honored tradition of gate keeping.
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Hany of these anticipatod problems with CBC are not encountered at the
institutional lavel when dealing with competency based teacher cducation,
A number of factors such as size, aqgreement on directional ity by the
faculty within an institution, and tack of codifizd requlations and pro-
cedures, allow Teacher training institutions qreater opportunity to.
adaptively utilize rescarch findings and/or successful practices to ro-
structure program components. fn addition, the problems of developing
evaluation instruments would not be as great becausc of The decreased
emphasis on standardization and nend for reliability. These factors would
sugaest the advisability of focusing increassed aofforts at competency based
teacher education proqgrams that produce competancies which consequently
result in subsequent student achievement.

Yot to be determinad ic the question of whether teacher preparatory
institutions can produce "competant' teachers and whether the cost of such
products is within The limits of prasent day cost limits. The answer to
both questions is probably “yes,” tut the matter of when such programs can
be operationalized on a larae scale basis is still open to speculation.

The importance of such operating competency based teacher cducation programs
for the concept of competency hnsed certification is paramount, for ultimately
CBC must be based upon teachar nreparation proarams that can produce the
needed competencies. K. Fred Daniel, Associate for Planning and Director
of tducation Research and Development in the Florida Department of Education
reported such recognition by the State of Florida. OQaniel wrote that 'The
State of Florida has decided that performance based teacher certification
cannot he implemented satisfactorily until the needed feacher training
taechnology is available (1971). Preponents of CUC may profit by examining
the state of the art of competency based teacher education in their own
state or institutions. Hardnosed roalistic appraisals of developmental
projections for the next five or ten vyears could passibly prevent horse-cart
problems from occurring.

The rush to CRC is premature because it is based on inadequate research
and overemphases, a technological base which may not be existent. Some
states may choosae, and in fact some are chcosing, to experiment with state
wide certification by competencies. Other states will surcly profit by the
experiences and knowledge gained by *the experimenting states. However, at
this stage of development of the concapt of CBC, it does not seem advisable
from a practical standp.int for fifty states to initiate plans for full-
scale programs. ‘llany potential pitfalls and blind alleys will be exposed
by the efforts of these initial states which will afford opportunity for
others who follow to profit by their mistakes. In this instances, there
may be some advantage to no ‘haing the first ki- on the block to N
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CHAPTER 10

PERFORMANCE BASED CERTIFICATION WITH FOCUS
UPON THE STATE OF WASHINGTON MODEL
by
William P. McDougall and James T. Shoemaker
Department of Education

Vashington State University
Pullman, Washington

History, Rationale, and Status of Certification

From early times in one form or another, certification, credentialing
and accreditation of trade and professional workers have played a prominent
role in human history, and they have been by no means [imited to education.
The very first credential ing examinations were often crude, simple and lack-
ing in validity. Julian Stanley (1954) cites a reference to an early type
of credential examination which occurred in the Bible (King James Version,
|2:5-6) taken from the book of Judges.

And the Gileadltes took the passages of Jordan before the
Ephraimitez: and it was so, that when those Ephraimites
which were escaped said, Let me go over; ‘that the men of
Gilead said unto him, Art thou an Ephraimite? |f he sald,
Nay, then said they unfo him, Say now Shibboleth: and he
said Sibboleth: for he could not frame to pronounce it
right. Then they took him, and slew him at the passages
of Jordan: and there fel!l at that time of the Ephraimites
forty and ‘two thousand.

I+ may be noted that the foregoing examination is simple and crude, but it
did require that the examinee display the "critical performance."

More elaborate systems of examination can be found later in history.
Civii Service examinations  were in vogue in Cnina as early as 29 B.C., and
it has been suggested that such examination systems have had a substantial
effect on the stabiiity of the culture and preservation of its language.

The development of Civil Service examinations in our own cul ture has




helped to assuie that practiticners display appropriate competencies/per-
formances so that the membaers of society may be protected from incompetents.
and charlatans.. In nearly all professions, highly special ized examinations,
certification and/or licensing procedures have been developed. The form

and structure of evalualion varies bLoth in content and title among the var-
ious trades and professions but has essentially the same goals--that of giv-
ing society some estimate of competence to perform in trade and professional
roles. )

In the field of education, certification of school personnel has long
been a critical concern to help ensure competent teachers and other educa-
tional practitioners. At the present time, every state in the United States
has some form of certification (Wells and Short, 1971-72). The patterns of
requirements are in all cases linked to collage preparation and in most
cases require specific courses and experiences relating to the teaching pro-
cess-or educational specialties. Tha number of courses required in the
latter category varies greatly from state to state and within educationali
specialties.

Since the 1960's, many states. have been re-examining their certification
procedures. At least a dozen aré involved with some type of strenuous re-
vision and some have been 'nudged' ‘or even mandated by their State Boards
or Legislafures‘ to effect revisions. The traditional patterns.of certifi-
cation have been challenged as being inadequate and often invalid. One
critic, Carl Rogers (1972) has severely challenged those in the counseling
profession suggesting that certificalion of counselors and psychologists
in the present form should be drastically changed or even eliminated.

Rogers explained that:

As soon as we set up criteria for certification--whether for
clinical psychologists, for NTL group ftrainers, for marriage
counselors, for psvchiatrists, psychoanalysts, or, as | heard
the other day, for psychic heaiers--the first and greatest
effect is to freeze the profession in a past image.

This is an inevitable result. What can you use for ex-
aminations? Obviously, The questions and tests which have
been used in the past decade or two. Who is wise enough to be
an examiner? Obviously, the person who has [C or 20 years of
experience and wha therefore started his training 15 to 25
years previousiy. | know how hard such groups fry to update
their criteria. But they are always several laps behind. So
t+he certification procedure is always rooted in the rather
distant past, and defines the profession in ‘those terms.

Rogers rejects the argument that ftraditional certification offers a
reasonable guarantee that the professionai is competent by replying that

lThe states of Texas and Arizona have edicts from their Legislatures to

revise certification procedures requiring performance based criteria.
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"there are as many ccrrificd charlatans and exploiters of people as there
are uncertified." Rogers speaks out strongly against the highly institu-
tionalized and stundardized mode of certification challenging educators to
be more creative in meeting the demands of numan beings particularly in the
area of human relations. ' :

Though most critics are not as severe as Carl Rogers, it has become
apparent to many that new modelfs and approaches to the certification of
educational specialists are necded. A cursory examination of the present
efforts suggests that the overriding thewms of evolving plans is the per-
formance/competency based focus. Numerous plans also give emphasis to
various kinds of cooparating consortia or at least greater involvement of
the many pertinent agencies involved in preparation of educational special-
ists including those in the field. A recap of the goals and underlying
convictions of the new performance based, field centered plan in the state
of New York would serve to highlight the emerging emphasis:

Goal for Teacher Preparation and Certification

Certain underlying convictions exist about teacher preparation;
they illuminate objectives of plans later outlined.

. Pupil performance should be the underlying basis
for judging teacher competence. (Such a basis is
not now fully obtainable because of the |imited
know | edge about measurement itself.) -

2. The basis for certification itself should be teache
competence, not merely the completion of college
courses. Possession of a State certificate should
represent an acceptable level of teacher competence
in the performance of teaching duties.

3. The preparation of teachers should involve a number
of pertinent agencies and individuals including
schools, higher institutions, professional staffs,
and relevant agencies-.

4, Like other professions, teaching requires that pro-
fessional personnel undergo continuous training;
consequently, teachers should be expected to demon-
strate competency periodically to maintain certifi-
cation

The Regent's goal for the nrcfaration and practice of pro-
fessional personnefl in the schools is:

To establish a system of certification by which the State
can assure the public that professional personnef in the
schools possess and maintain demonstrated competence to
enable children 1o learn (PBTE, 1972).

“Numerous other states including most of those involved in the Multi-
State Consortiui on Performance Based Teacher Education (PBTE, 1972) are
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actively involved in implementing change hopeful ly resulting in greater
emphasis on the ability to perform competently in the real |ife setting.

The state of Washington made one of the first moves to digress the
traditional "building block' concept of certification and to base it on
performance standards. This model, together with an illustrative case
study example, will be provided and critiqued later in this paper.

Evaluation Methodology -

Since the growth of evaluation methodology in the educational com-
munity would seem to tave considerable influence and transfer to the
evolving methodology of certification, a brief mention and analysis of two
widely used evaluation models may be helfpful in gaining perspective and
suggesting important variables relating to further discussion of perform-
ance based certification models.

The accreditation model. Accreditation is perhaps the oldest type of
evaluation activity. This approach or model has typically magnified the
role of the "expert observer' and has given emphasis fo the processes or
means of education as opposed to conseéquences of educational activities on
the learner. Procedures have been developed (by such organizations as the
American Association of Colleges for Teacher Education, MNational Council
for the Accreditation of Teacher Educatior, and the North Central Associa-
tion of Colleges and Secondary Schoois) to identify deficiencies in the
education of students and their teachers and to withhold accreditation of
programs or place embargoes on graduates if deficiencles are discovered
and are not corrected. The variables examined in evaluating the programs
typically include such criteria as those emphasnzed by the North Central
Association in use in 1945:

The ''general intellectual and moral tone" of the school.
The school plant.

Instructional equipment and supplies.

The library and its services.

financial data and personnel records.

Policies of the school board.

Organization and administration of the schoot.

Teacher qualifications (degrees, subject matter preparation).
Teaching load.

Whether the curriculum meets pupilis' needs and interests.
Guidance services.

The school as educational and recreational center for the
entire community.

N—O OO~ DN —

fmplicit in this approach is the assumption that the quality of the

2 Included are the states of YWashington, Oregon, Utah, Arizona, Texas,
Minnesota, Vermont, New York, and Florida.
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facili+ies, the number of course units in the curriculum, and the number
and kind of courses taken by the teachers would have a significant effect
on the quality of pupil learning.

High degrees of standardization have evolved in the development of in-
spection procedures and the definition of systems to define such variables
as training requirements, course units, plant facilities and finance.
Little attention is paid to direct evidence of learner behavior. It has
been observed by Glass (1969) that instructional outcomes are wedded to
the faculty theory of psychology in vogue in the early 1900's," . . . that
those studies which are best adapted to develop the faculties of the pupits
should have a prominent place in several curricula.” Such psychology per-
sists in large part to this day as far as the traditional approach to ac-
creditation is concerned, an assumption which is not now universally accepted
in current educational!l thought but one which has gone unexamined in many
accreditation practices. The methodology has borrowed little from the be-
havioral and social sciences.

Overtones of this model can quickly be recognized as having direct
parallels in our traditional patterns of teacher certification. An NCATE
accreditation visit embraces almost precisely the variables which are re-
flected in most standard certification pattefrns including the number of
course units teachers have fulfilled, extent and reputation of the training
institution, degrees of faculty, and size of library. Little attention has
been given to the direct assessment of learner behavior except as it is in-
corporated in standard course patterns.

A major weakness of this accreditation model is that standardization
and wide acceptance of a process does not guarantee its effectiveness.
Processes must be continually validated through research as reflected in
learner behavior. Counting and tabulating institutional artifacts may in-
deed be an exercise in futility if a direct link fto learner outcomes is not
present. Standards against which teacher education programs are evaluated
cannot be totally arrived at through deliberation of experts on education
but rather must depend in part on direct assessment of the performance of
the learner. )

The tylerian model. Though the Tylerian Model was originally devised
as a curriculum evaluation model during the 1930's for the Eight {ear Study,
the basic methodology as presented by Ralph W. Tyler and his associates
{Smith and Tyler, 1942; Tyler, 1951) has had broad application and influence
in all areas of education.

Tyler's Model places almost exclusive priority on learne’ behaviors.
It is the ends of instruction and not the means or processes which are
important. The steps in the Tylerian Evaluation Model are:

{. Formulate objectives. Oetermine the broad qoals of the program.

2. Classify objectives. Develop a typology of objectives so an
economy of thought and action may be achieved.

3. Define objectives in behavioral terms. This feature has become
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the cornerstone of the Tyler Model. "Modern" methodologies of evaluation
which rest heavily upon the specific, behavioral statement of objectives
have not moved beyond Tyler's thoughts on evaluation in the Eight Year
Study.

4. Suggest situations in which achievement of objectives will be
shown,

5. Develop or select appraisal techniques (standardized tests, ad
hoc tests, quesfionnalres. T

6. Gather and interpret performance data. The final step in the
evaluation process involved the measurement of student performance and the
comparison of performance data with behaviorally stated objectives.

The Tylerian Mode! has had pervasive influence on educational thought
in the past few years. |t has served to help shift the focus of our think-
ing from process to product and to make explicit the need for clear defin-

ition of goals in terms of learner behavior. Though the direct influence
is difficult to assess, it is probably the Tylerian Model which has en-
couraged educators to incorporate more current research from the social
and behavioral sciences into the methodology of education. |+ has been
the key model utilized in packaged learning approaches, accountability by
objective plans as well as many federal program evaluation efforts. The
key emphasis as it relates to the processes of certification which hereto-
fore has been carelessly underemphasized is the direct definition and
assessment of learner behaviors.

Though the Tylerian point of view is refreshing, it does not appear
at this point in time to be totally adequate. After years of experience
with this model, there are recurréntly unsolved probiems which.continug to
reoccur. These are listed below.

I. For a significantly large portion of teacher education curricula
+the actual behaviors that are desired cannot be observed directly. Trajin-
ing and instructing must be evaluated by "proxy" or '"stand in for" behaviors.
One may view and evaluate the learner's behavior through classroom tests,
by observation in role playing situations or simulated exercises, and
through the learner's written or spoken reactions. Nonetheless, the be-
havior does not fully represent real performance. Even when entering the
classroom or video-taping a live classroom experience the situation be-
comes, to a certain extent, unreatl and may not be representative behavior.
An example of a more adequate test would be how a teacher reacts to a prob-
lem or crisis which occurs spontaneously in the classroom at some future
time.

2. Rehavior models and instrument development and validation are
still at primitive stages. Definition and measurement of creativity,
attitudes, and most affective behaviors constitute major stumbling blocks.
Higher levels of cognitive learning have yet to be clearly defined and
thorough!y researched.

3. Research to establish desired behavior for various purposes is
incomplete and indeed must be a contlinuous and evelving process. What are
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the most desirable patterns of behavior for feachers, counselors, and
administrators? The many varlables which' influence the effectiveness of
these special ists including the uniqueness of students and teachers them-
selves makes it most difficult to provide a standard body of research which
would represent desirable sets of behavior in all fteachers of varying ed-
ucational specialities. -

The Tyler Model has '"had its day in court' for nearly one half a

century and despite the fact that it still has ardent defenders it alone
is inadequate as a model for evaluating outcomes of Instruction and train-
ing. It is ill suited for evaluating problems of organizational planning,
facilities, and equipment, logic or program rationale, or financing. [t

has and does make a significant centribution to educational thought in that
it emphasizes the central importance of tearner behavior/performance.

it should be stressed that most specialists in the field of evaluation
accept neither of these traditional models, the accreditation or Tylerian
Model, as totally acceptable at this time. Adequate evaluation, which of
course should be associated with teacher and cducational specialist certi-
fication, involves far more comprehensive and complex methodology than -
either of the foregoing models incorporate. GStake (1967) and Glass (1969)
provide excel tent discussions of this topic.

In addition to clarification of the philosophical base and the clear
definition of goals for any certification or evaluation plan, careful
attention must be given to important student, institutional, and process
variables and the context and manner in which they interact to produce the
desired goals. One such certification model which is an attempt to incor-
porate many of these variables is the Certification Model in the Washington
Plan (Guidelines, 1971). {1 is herein discussed with a case study example
of the plan provided and critiqued.

Description of Washington State Department of Education Guidel ines

On July 9, 1971, the Washington State Board of Education adopted the
guidelines and standards for the development and approval of programs of
preparation leading to the certification of school professional personnef.

The following principles underlie The new standards given in the 197}
Guidelines: '

{. Preparation should be related to performance and performance
related to the objectives of the professional and his cllents.

2. Preparation should be individualized and give recognition to
personal style.

3. Preparation programs should be planned and developed in a
participatory manner by those affected.

4. Preparation is a career-long, continuing process.

Provisions are made for three types of certificates in the Washington
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plan as follows:

I. The teacher certificate authorizes service in the
primary role of teaching.

2. The administrator certificate authorizes service
in the primary role of general school administration,
program administration and/or supervision.

3. The educational statf associate certificate authorizes
service in roles of specialized assistance to the
learner, the teacher, the administrator and{or the
educational program.

Within each type are three levels of certification:

[. The preparatory certificate authorizes experiences
in school or school related settings designed to
develop competence at the 'initial' level of cer-
1ification. This certificate is valid for one year
and is renewable.

2. The initial certificate authorizes school service
in a particular role and allows the holder to assume
independent responsibility for working with children,
youth and adults. This certificate is valid for
three years and is renewable once.

3. The continuing certificate authorizes school service
on a career basis and assumes continued professional
development. The continuing certificate is valid as
long as the holder continues inservice. It is sub~-
ject to renewal only if-the holder |caves educational
service for a period in excess of four years.

The Guidelines werc developed under the supervision of the Superin-
tendent of Public Instruction in the state of Washington to ensure quality
control of school services. Certified teachers and professional personnel
are required if a school is to be accredited in the state of Washington.
It is crucial, therefore, that state guidelines and standards for certifi-
cation encourage and promote the highest quality of preparation. The
Guidelines, a result of discussion, study, and trial programs from 1966 to
1971, provide a framework within which frends and changes in society and
education, which should influence preparation, can be incorporated into
preparation programs. To ensure a broad base in developing programs, con-
sortia are composed of universifies, professional assoclations, and school
organizaiions, each having an equal voice (parity) in overall planning,
policy formation, assignment of responsitilities, evaluation of program,
and the hearing of appeals. The Guidelines specify that it is essential
that preparparation programs include and address competencies in subject
matter knowledge as well as in the art and science of teaching and in such
human dimensions as interpersonal communication. The assumptions under-
lying the principles of the 1971 Guidelines are as follows:

f. The main purpose of the school is to heip each child
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achieve self-direction and self-reliance in a dynamic
and changing society.

2. The adults in a school, by the way they work and live,
establish the intellectual and emotional climate for

. the school.

3. Adults moving into schools as professionals need to
experience preparation in a manner consistent with the
way children ought to be helped to learn in school.

4. Learning and growth is a continuing and dynamic process.

5. All learners become what they will by the choices they
make,; the actions they take and the consequences they
undergqo.

6. learning and growth best occur under circumstances where
a person's respected and loved and free to be themselves
and become whomever they have the will to bLecome
(Guidelines, 1971).

Southeastern Washington Counselor Education Consortium

The Southeastern Washington Counselor Education Consortium is, at the
time of this writing, in the process of developing a counselor certifica-
ticn plan in accordance with the 1971 Guidelines. ODuring 1971-73 a project
for training counselors at the preparatory leve| has received an initial
review by the Office of the State Superintendent of Public Instruction
(0SSP1) and it is assumed that a fully acceptable plan will be endorsed
by the State Board of Education in the early fall of 1973. The following
Is a case study of the activities of the Consortium and the development of
this program thus far.

During the transitional period from the traditional to the 197! Guide~
lines, the OSSPl prescribed that interim procedures were to be established.
Numerous interim counseling consortia were formed throughout the state.
Near the completion of the interim period, 0SSPl officials invited inter-
ested members of the various consortia to Gonzaga University in Spokane,
Wash ington, for discussion in planning of permanent certification. At
this meeting, various members of the Southeastern Washington groups and
others formed a consortium that is now called the Southeastern Washington
Counselor Education Consortium,

Membership of the Southeastern Washington Counselor Education Con-
sortium includes:

. Three professors in counselor education from Washington State Un-
iversity.

2. Schoo! district representatives from Clarkston, Kennewick, Pasco,
Pul Iman, Richland and Wafia Walla.

3. Representatives of professional associations from Clarkston, Ken-
newick, Pasco, Pullman, Richland, and Walla Walla Education Association.

These members have met regularly to develop policies and procedures of the
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Consortium and to develop a plan for performance based counselor education
in Southeastern Washington.

During the first six meetings Consortium members discussed philosoph-
ical positions which affected counselor competencies. These discussions
provided a frame of reference from which to write a philosophical position.
This task did not resuft, however, in specifying behavioral objectives.

In the latter meetings, it was necessary to divide the larger group into
three subgroups, each with a specific assignment to complete. One group
had the responsibility for developing administrative procedural policies.
The second group developed and operationally defined those behavioral com-
petencies needed to be a "successful' counselor. The third group developed
evaluation techniques and criterion measures for the verious compe‘tencies.

The following are the policies and procedures which were prepared for
the administration of the preparatory counselor certification program.

The Southeastern Washington Counselor Education Consortium,
as a group will define general policies, criteria and pro=
cedures for certification of counselors.

A specific person at the training institution will be appointed
by the University fo carry out the coordination and implementa-
tion of the process as defined by the Consortium for prepara-
tory training and evaluation.

These responsibilities will include:

I. Implementing the application and selection procedures.

2. Assembling appropriate selection and review committees.

3. Reporting to the Consortium all acvivities relating to

‘ preparatory certification program,

4, Coordinating the counselor evaluation process and rec-
wommending candidates to the Consortium for certification.

SELECTION COMMITTEE
(For entry into Preparatory Program)

A. Composition
The Selection Committee will include:

l. Two representatives from the WSU counselor-education
program. One of these will serve as chairman.

2. A representative mutually agreed upon by the school dis-
tricts involved.

3. A representative of the Washington School Counselor's
Association, approved by the Southeastern Washington
Counselor's Association certification committee, who is
a member of the local counselors' professional organi-
zation.
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4. A representative who is mutually agreed upon by the local
professional negotiation assoclation.

B. Meeting Times

The Selcction Committee will meet near the middle of each col-
lege semester. Special meetings may be called if deemed nec-
essary by the consortium.

C. Responsibilities

. The Selectlon Committee is responsible for establishing an
operating philosophy and agreement on the role of the
counselor in light of the Consortium's officially adopted
statements.

2. The Selection Committee Is responsible for carrying on a
communicative relationship with the applicant, inciuding:

review of personal data.

interview of candidate.

evaluation of personal data and performance evidence.
recommendation concerning preparatory certification.
advisement of appeal procedure.

O Qa0 oo

EVALUAT (ON COMMI TTEE
(For evaluation at completion of Preparatory Program)

A. Composition
The Evaluation Committee will include:

. Two representatives from WSU's counselor-education program.
One of these will serve as chairman of the Evaluation Com-
mittee.

2. A representative mutually agresd upon by the school dis-
tricts involved.

3. A representative of the Washingfggfigﬂga+—€6hnselors As-
sociation, approved by the WSCA cerfification committce,
who is a member of the local counselors' professional or-
ganization.

4. A representative who is mutually agreed upon by the local
professional negotiation association.

B. Meeting Times

The Evaluation Committee will meet at or near the end of each
semester.
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C. Responsibilities

t.  The Evaluation Committee is responsible for establishing
an operating philosophy and agreement on the role of the
counselor in the light of the Consortium's officially
adopted statements on the role of the counselor.

2. The Evaluation Committee is responsible for carrying on
a communicative relationship with the applicant, including:

a. review of personal data.

b. interview of the candidate.

c. evaluation of personal data and performance evidence.
d. recomnendation concerning initial certification.

e. advisement of appeal procedure.

The competencies needed to enter at the preparatory level for coun-
selors are broadly stated and basically deal with personality character-
istics and academic aptitude. Evaluation is mainly nonquantitative,
relying on letters of reference, peer ratings, graduate record examina-
tions, and impressions and information obtained by an interview with
the Consortium's Selection Committee. The general - competencies require
an applicant to: (l) demonstrate potential to communicate and relate
effectively with others; (2) demonstrate sincerity, honesty, openness and
responsiveness in expression and behavior; (3) demonstrate objectivity,
flexibility, broadmindedness, and an acceptance of and respect for other's
values and needs; and (4) demonstrate patience and tolerance for ambiguity.

An applicant who demonstrates the competencies needed to enter the
preparatory level is then issued the preparatory certificate. Upon re-
ceiving this certificate, the-applicant is expected to continue preparation
for the initial level certificate.

The competencies to be acquired during the initial fevel are stated
in greater detail than are those for the preparatory level. Specific be-
haviors were selected which are relevant to counseling success and which
are eclectic with major counscling theories. For example, attending be-
havior was considered an important competency whether one uses a Rogerian
or a behavioral approach. A modified systems approach was used to describe
t+the specific competencies, the activities and the methods of evaluation.
Firstly, general competencies or broad goals were selected. These were
then redefined in specific behavioral terms. Activities were suggested
that might help an applicant acquire the competencies. Evaluation methods
were developed which were congruent to all components.

The following are the competencies to be acquired during the prepar-
atory level which when accompiished would lead to the initial certificate.
These competencies are those developed by the Southeastern Washington
Counselor Education Consortium while other consortia may have differing
lists of competencies.
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Competencies To Be Acquired During Preparatory Level

1.0 DESIRABLE PERSONAL CHARACTERISTICS AND PERSONALITY VARIABLES
OF THE SCHOOL COUMSELOR

I.{ Demonstrates sensitivity to others and to their concerns
and abillty tomaintain empathetic rather than sympathetic
involvement with others.

Behavioral Competencies

t.it Attending behavior

l.12 Acceptance

.13 Paraphrasing of content

1.14 Reflection of feeling

1.15 Summarization of content
1.16 Summarization of feeling
1.17 Good posture and eye contact
l.18 Emotional stability

Activities

I.1A Practicum

}.18 Human reiations groups
I.1C Work experiences

[.1D Individual counseling

Evaluation Method

A. interview
3. Demonstration of counseling session
C. Completion of appropriate courses

1.2 Demonstrate self-insight and self-understanding.

Behavioral Competencies

1.2l Can evaluate oneself realistically
1.22 Can accept criticism :
1.23 Ability to identify one's characteristics

Activities

|.2A Course in individual appraisal
1.2B Testing

{.2C Counseling

1.20 Human relations groups

1.2E Peer evaluation

| .2F Practicum
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2.0

2.2

2.3

2.4

Evaluation Method

A. Rating sheets
B. Letters of recommendation
C. Interview

COUNSEL ING

Demonstrates ability to develop an atmosphere and re-
lationship which stimulates open communicaticns.

Behavioral Competencies

.l Non-judgmental orientation

.12 Able to use minimal encouragement to talk

-13 Ability to tolerate silence

.14 Ability to use open-ended questions

.15 Ability to focus on counselee content (do not
introduce irrelevant data)

NNNNN

Demonstrates ability to listen to, verbalize and clarify
counselee's verbal and non-verbal/cognitive and affective
communications when appropriate.

Behavioral Competencies

2.21 Paraphrasing content (verbal)

2.22 Reflection of feeling (verbal and non-verbat)
2.23 Summarization of content

2.24 Summarization of feeling

Demonstrate ability to allow and expect counselee to
accept responsibility for decision making.

Behavioral Competencies

2.3l Respect for courselee

2.32 Ability to be natural with cultural differences
in individuals

2.33 Flexibility in relating to counselee goals

2.34 Ability not to impose one's own values

Help counselee relate, analyze, synthesize and integrate
his own characteristics, goals and values to the real
world so that he is better al.e to function in a way that
will promote his making of responsible decisions.

Behavioral Competencies

2.41 Demonstrate knowledge of decision making
2.42 Demonstrate ability to explore actions and reaction
of immediate and larger society
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2.5

2.6°

Keep personal and social needs, values and reactions
from interfering with objectivity toward counselee's
communications.

Behavioral Competencies

l Non-judgmental orientation
Ability to focus on caunselee content -(do not
introduce irrelevant data)

2.
2.

U’lLﬂ

Activities for 2.1, 2.2, 2.3, 2.4 and 2.5

1A Practicum

.2B Internship

.3C Course in counseling methods and techniques
.4D Course in developmental psychology

.5E Course in where to obtain information

NNONN

Evaluation Method

A. Interview
B. Successful completion of appropriate courses
C. Demonstration of counseling via a taped session

Demonstrates ability to provide a theoretical rationale
and explain various counseling theories.

Behavioral Competencies

2.6} Demonstrate an understanding of psychologlcal
basis for theoretical rationale

2.62 Knowledge of learning theory approaches to
counsel ing

2.63 Knowledge of rational approaches to counseling

2.64 Knowledge of percepTuaI—phenomenoiqgicaI approaches
to counseling *

2.65 Knowledge of career development approaches to

"~ counseling

AcfiviTieg

2.6A Theoretical foundation course in counseling
2.68 Knowledge of career theories

Evaluation Method

A. Interview
B. Successful completion of relevant course
C. Paper and pencil| test
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2.7 Demonstrates knowledge and understanding of state
statutes, and state and typical local board policies,
in terms of thair legal implications, accreditation
standards, attendance regulations, graduation re-
quirements, discipline practices, etc.

Behavioral Competencies

2.71 Ability to understand legal implications in case
studies

.72 Knowledge of state policies

.73 Knowledge of state statutes

.74 ¥nowledge of local board policies

.75 Knowledge of accreditation standards

.76 Knowledge of attendance regulations

.77 Knowledge of graduation requirements

.78 Knowledge of discipline practices

.79 Ability to intervene and work within teacher's
framework when appropriate

2.710 Ability to explain rationale to teachers

NNRNNDNNDN R

Activities

2.7A Intership (in school)

2.73 Program instruction

2.7C Course: Professions, Probliems (legal and
ethical implications; introduction to
counsel ing)

2.70 Teaching experience

Evaluation Method

A. Interview

B. Supervisor's rating .

C. Successful completion of appropriate
courses

2.8 Demonstrates that primary responsibility is to the
counsel ee.

Behavioral Competencies

2.81 Allows counselee to bring up relevant material
2.82 Helps client to establish realistic goals and
behaviors.
Activities

2.8A Course in methods of counseling
2.88 Course in practicum
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2.9 Mainta
counse
parent
violat

Evaluation Method

A.  Interview

BB, Demonstration of counseling session

C. Successful completion of appropriate
coursas

ins professional ethical standards in relation to
lee, while providing adequate communication to

s, teachers and others making referrals, without
ing confidentiality.

Behavioral Competencies

2.91
.92
.93
.94
.95

NN NN

2.96

Knowledge of case studies

Knowledge of professional standards

Ability To interpret test scores

Knowiedge of meaning of test scores

Working knowledge of privileged and qualified
privileged communication

Knowledge of appropriate responses to referral
sources

Activities

2.10 Demon

2.9A Read APGA Ethical Standards

2.98 Course in professional problems
2.9C Course in using measurement scores
2.90 Practicum

Evaluation Method

A. Interview
B. Paper and pencil tests

strates awareness of personal and professional
ations.

joral Competencies

Fimit
Behav
2.101
2.102
2.103
2.104
2.105

Case conferences

Proper referral

Ability to discuss personal [imitations
Knowiedge of standards for professional compe-
tencies in dealing with continuum of presented
problems

Knowledge of why a counselor makes a referral

~207-



Activities

2.10A Practicum

2.10B Supervised internship

2.10C Course in professional problems

Evaluation Method

A. Interview
B. Supervisor's rating
C. Completion of successful internship

2.1l Has the ability and knowledge to make appropriate re-
ferrals.

Behaviorai Competencies

2.111 Know contact person in agency

2.112 Knowledge of when to make referral
2.113 Abitity to know where to make referral
2.114 Ability to know how to make referral

Acfivifieg

2.11A Internship (knowledge of appropriate
agencies in community)
Professional problems

2.11C  Independent study

a

Evaluation Method

A. Interview
B. Completion of successful internship

3.0 INFORMATION SERVICE
3.1 Demonstrates familiarity with sources of educational,
vocational, social and environmental information and

referral.

Behavioral Competencies

3.11 Knowledge with Dictionary of Occupational Title
(DOT
3.12 Knowledge with Occupational OQutlook Handbook
3.13 Career awareness Kits :
3.14 Manpower Report
3.15 Knowledge of impact of technological and social
change
Know ledge of world of work
Knowledge of state and local publications
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3.18 Knowledge of tests and testing services
3.19 Knowledge of study skill techniques
3.110 Awareness of contemporary sociectal problems

ngivifies
3.1A Career information course
3.18 Tests and measurement

3.1C Seminar in professional problems

Evaluation Method

A. Paper and penci! test
B. Completion of appropriate courses
C. Interview

4.0 INDIVIDUAL ASSESSMENT/INVENTORY

4.1 Demonstrates considerations relevant to confidenfialify
and ethical standards of the profession in using testing
and non-testing data.

Behavioral Competencies

4.11 Case studies

4.12 Knowledge of appropriate use of test scores with
teachers, parents and administrators

4.13 Local testing policies and use

4.14 Ability to interpret test scores

Activities

4.1A Knowledge of APGA Ethical Standards
4.IB Course in tests and measurements
4,1C Course in individua! appraisal

4.10 Supervised internship

4.1E Practicum

Evaluation Method

Completion of appropriate courses
Supervisor's rating

Paper and pencil test

Interview

o0 @>

4.2 Demonstrates an awareness of the role and f[imitations
of appraisal techniques. ‘

Behavioral Competencies

4.21 Demonstrate knowledge of percentiles
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4.22 Demonstrate knowledge of normal curve
4.23 Demonstrate knowledge of standard scores
4.24 Demonstrate knowledge of standard error of

meas urement
4.25 Other

Activities
4.2A Course in statistics
4.28 Course in tests and measurement

4.2C Course in individual appraisal

Evaluation "ethod

A. Completion of appropriate courses
B. Paper and pencil tests

4.3 Demonstrates ability to refer and use other professionals
when appropriate for additional appraisal.

Behavioral Competencies

4.31 Knowledge of available professionals

4.32 Knowledge of when to refer

4.33 Knowledge of where and how to refer

4.34 Knowledge of how to use consultant reports

. Activities

4.3A Internship

4.3B C(Course in tests and measurement

4.3C (ourse in individual appraisa!

4.3D Course in professional problems (units on
referral and availability of agencies) .

Evaluation Method

A. Completion of appropriate courses
B. Paper and pencil tests

5.0 PLACEMENT

5.1 Demonstrates ability to interact, cooperate and communicate
with parents, staff and students regarding placement of
students.

Behavioral Competencies

5.11  Knowledge of classwork
5.12 Knowledge of work continuity
5.13 Familiarity with employment service
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5.14 College ptacement services
5.15 Familiarity with world of work

Activities

5.tA Internship

5.1B Observe college placement services

5.1C Observed local agencies, i.e., employment,
social and health, public assistance, etfc.

Evaluation Method

A. Supervisor's rating
B. Interview

6.0 RESEARCH AND EVALUATION

6.1 Demonstrates knowledge, understanding and the ability to
use and interpret statistical concepts of such data as
applied to counseling and realizes the limitation of such
data. ‘

Behavioral Competencies

6.11 Be able to distinguish between different types of
tests and the appropriate use of such

6.12 Be able to interpret individual and group data

6.13 Design a simple research project

Activities
6.1A Course in statistics in education and psychol-
ogy

6.1B Course in tests and measurement

Evaluation Methods

A. Completion of appropriate courses
B. Paper and pencil tests

Applying for Counselor Certification in the Southeastern Washington Coun-
selor Consortium

To be certified as a counselor, a person must contact a member of the
Consortium and make application for caunselor certification. The application
form requests background data, education, awarded degrees, and reasons for
entering the field. Applicants must also list references, work experiences,
describe briefly their philosophy of life, and list their personal character-
istics that they feel will qualify them as a potential counselor.

=211~




The applicant then obtains information about preparatory certification
procedures and a |ist of competencies whick are required for certification
at the level for which the person applies. All applicants are given a list
of needed learning experiences or activities, and the methods that will be
used for evaluating competencies. The applicant's folder must then be com-
pleted by showing evidence of background experiences, records of course
work and practicum. Self-ratings, peer ratings, and supervisors' appraisals
arc also required. Student or counselee ratings are optional.

The next step in the process i5 the selection of a review committee by
the Consortium for evaluation. 1§ the review committee recommends the pre-
paratory certificate, the applicant must apply to the OSSPI within 60 days.
In consultation with an advisor, usually a member of the selection committee,
the applicant then develops a program of cxperiences designed to attain
counselor competencies at the initial level of certification. An attempt
is made to individualize the program as much ac possible by considering the
individual 's background, experience and special abilities.

If the review board denies the applicant the preparatory certificate,
a specific list of deficiencies is prepared as well as a I ist of needed
learning experiences which will remove the deficiencies. The applicant may
then reapply for a preparatory certificate when in the appiicant's judgment,
and the advisor's, all noted deficiencies have been removed. When the
candidate and the advisor have decided that the applicant has attained the
level of competence for initial certification, another application is sub-
mitted to the evaluation committee for approval and recommendation for the
initial level of certification. |f the evaluation committee recommends the
initial certificate, the applicant must again apply to the OSSPI Certifi-
cation Division within 60 days for the initial certificate.

Suggestions are made by the evaluation committee for further profes-
sional growth which would lead to the continuing level certificate. |if,
however, the applicant is denied initial certification, a list of deficien-
cies will be provided and also a set of specific suggestions for their
removal. Reapplication for initial certification may be made when deficien-
cies are removed. The candidate may also request a new evaluation of per-
formance by another evaluation committee. (The latter provision will surely
fead to inter-consortia politicing, it must be noted.)

Problems and Issues in the Development of the Southeastern Washington Con-
sortium Model

The probiems discussed herewith include those which occurred during the
interim procedures as well as those encountered in the development of the
Southeastern Washington Plan. The difficulties encountered seem to be simi-
tar with regard to evaluation committees, financial arrangements, sharing of
responsibi | ity and delegating of authority. At least ten problems are now
apparent and are discussed below.

I. Members ot evaluation committees consist of two university repre-
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sentfatlives, a professional association representative, a school district
representative, and a representative from the counselors in the area. Since
schoo! administrators must have their counselors certified fo be an accred-
itied school, the school:representative .has at times attempted to obtain
certification for an appl!icant to meet state requirements without regard for
the necescary and specified behavioral competencies. This situation, while
not isolated, must be balanced by other members of the board if the standards
are to be crediblie.

Another major complicating factor is the variance of knowledge brought
to the review committees by members. School administrators may be somewhat
unaware of the specitic behavioral competencies required for the various
levels of counselor certification. Experiences with inferim procedures sug-
gest that the school district and professional association representatives
usual ly rely on university representatives for recognition and appraisal of
counselor behaviors. This places the university representative in the role
of a control agent which weakens the concept of shared responsibility.

2. The evaluation procedures and standards which are established by
the different consortia throughout the state are not equitable. Some Interim
consortia experienced problems when applicants felt that certification should
have been granted because they had been "counseling." Evidently, in some
interim consortia a "grandfathering" procedure was used even through thils was
not recommended or approved by the state and is totally confradictory to the
tenets of the Guidelines. Negative feel ings have been generated when appli-
cants learned that they were being evaluated more stringently than those in
another consortium. This problem se~ms to require an evaluation of The
standards used throughout the state by the various consortia.

3. Applicants are often not familiar with the certification procedure
or the behavioral competencies which they will be required to demonstrate.
Many applicants who have been reviewed under the interim procedures do not
have sufficient knowledge of what is to be required on a demonstration tape
or other performance evidence which they bring to the evaluation interview.
Some applicants believed that the review committee would merely 'rubber
stamp" approval of their performance and that the certification process had
no real meaning. Since these attitudes were widely prevalent, most of the
applicants applied for a continuing level certificate, even though they had
little or no academic training in the guidance and counseling area! These
applicants were quite obviously rejected and were presented with deficiency
jists and other additional needed experiences. More often than not, these
applicants became dissatisfied with the procedure and projected very negative
feeIiTgs towards review committee members and the whole concept of the 97|
Guidel ines.

4. The lack of audio and visual equipment on the various sites where
the evaluation committees have met has created problems. Applicants have
been requested to bring their own audio-visual equipment. The committee
prefers audio-visual presentation since more evaluative data can be pro-
vided, allowing the review board to observe non-verbal behaviors.
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5. Many of the competencies require an internship program or an
academic program where counseling practicum and other courses are offered.
This creates a problem in The scutheastern region because there are very
few identified or prepared supervisors for internship programs. Fufure
internship programs will hopefully be developed with qualified supervisors--
an extremely critical component of tield based programs.

6. Selecting specific criteria for the evaluation is difficult. I+ is
not difficult to select behaviors, e.g., atrtending behavior. Most guidance
and counseling evaluators agree that it is imporitant tc communicate attending
behavior. Bui to establish quantitative standards may approach sheer arbi=
trariness. For example, the amount of eye contact needed for optimal success
in counseling is unresolved. Until an optimum or minimum statement of
eye required contact can be stated, specific criterion evaluations cannot be
established. Therefore, evaluavion of the interview is overly subjective.

7. With all the excitement for change, there seems to be a growing
tendency to overiook current counselor education programs. There are many
behavioral comperencies which can best be learned in an academic environ-
ment. Theoretical approaches in.counseling, for example, can be most eco-
nomically learned in the academic setting. Practicum requires role playing,
micro-counsel ing and observation of clients under close supervision. These
experiences are best obtained in institutions of higher education. Further,
a more thorough and longifudinal evaluation by & consortium committee can
be made -when an applicant is on a university campus.

8. The state requires that a consensus be reached among the various
factions represented on the consortium when developing the various behav-
ioral competencies, administrative and evaluative procedures. In the
Southeastern Washington Counsclor Education Consortium, the University re-
presentatives have been mainly responsibie for specifying the behavioral
competencies, establishing performance criteria and developing the evalua-
tion techniques. Usually, whatever the university representatives develop
is easily approved by the consortia members. Experience in writing and
analyzing critical skills is usually lacking among non-university consortia
members.

9. Staete Board of Education approval must be obtained for the consort-
lum program to be valid and for certification tfo be acceptable. The OSSP
has mandated that all requirements be stated in operational terms with
specific performance criteria established for evaluation. In the guidance
and counseling field, as in all other educational specialties, there are
areas where such specification is impossible at this point in time. When
the profession reaches a point of sophistication where this can be accom-

plished, the consortium wiil include more specific criteria into their
procedures. Perhaps equally important is that the criteria will be so
specific that their writing will be considered a reductio ad absurdum.

[0. Funding is totally inadequate for the development of the Washington
program. The QSSP| has developed an overdependence or an abundance of good
will from the professionals involved. Meetrings have been iimited due to a




lack of travel funds. No money was available for development of research
concerning competencies or for development of appropriate evaluation methods.
In developing the procedures for the Southeastern Washington Counselor Ed-
ucation Consortium, approximately |2 meetings have been held consisting of
at teast 1200 man hours of "free" professional time. This does not include
the administrative time needed to organize, contact members, and distribute
proceedings. Such hugh expenditures of time requires far more fiscal and
other support services if the consortium plan is fto be practical.

Observations About the Performance Based Washington Model

l. It would be helpful if more specific responsibilities for each
agency in the Conscrtia were delineated by the 197! Guidelines. For example,
if the university representatives were responsible for the development of
competencies and evaluation methods, then other consortium members could re-
act and/or approve, discuss and revise them. This feature would facilitate
a division of responsibility. In the Southeastern Consortium the responsi-
bility for developing behavioral competencies and evaluation methods ulti-
mately fell on the University representatives.

2. Additional funding must be assured by the OSSP{ to pay persons who
contribute to consortium activities. The amount of time required to accom-
plish the enabling procedures, to specify behavioral competencies, to attend
consortium meetings, and the |ike, are extremely costly. The time usually
extends into weekends and evenings without any compensation. A long lasting
consortium cannot be built on the premise that each agency will voluntarily
contribute needed funds and thus compensate their respective contributors.

‘The convening review board for evaluation may serve as an example of
this costly procedure. |t requires the time of an administrator, a local
counsefor, a member of the professional organization, and a university pro-
fessor. Careful reviewing of candidates is a very lengthy procedure. For
example, an examination of one to two hours per candidate means approxie
mately eight professional man hours per individual candidate. In cases where
the review board's decision has been appealed a new board has to be appointed
and the entire process repested. It is difficult for a review board to
evaluate more than three or four condidates in a given day. Alternate
means must b= explored to evaluate applicants. |f funds are not made avail-
able, the review boards will surely take short cuts and then will not ef-
fectively deal with the evaluation processes. It requires time, and a great
deal of it, to evaluate an individual's performance based on behavioral ob-
jectives and to develop an individualized program that will help the person
overcome noted deficiencies so that he/she may become 'adequate' as a pro-
fessional counselor.

5. Funding must also be provided for the development of more ap-
propriate evaluative methods and for research concerning those specific

competencies which lead to success in counseling. If no renumeration is
forthcoming, it seems probable that competencies will not be further devel-
oped nor will evaluative methods be further developed, but will wait until
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each professional specialty, at The national level, resolves a specific
issue.

4, The state must establish stendards so that all consortia will meet
minimum criteria and thus make reciprocity more equitable throughout the
state. This can be done without destroying the uniqueness of the [97]
Guidelines.

5. The guidance and counseling profession, as are most educational
specialties, is in a transition period between the tfraditional, accredita-
tion model type of certification and certification by performance based
criteria. Even though our Consortium has reached a stage in which the
members are somewhat expert in listing behavioral competencies, it is fool
hearty to assume that all members are able to evaluate these competencies.
Specific behavioral competencies, specific criterion measuras, and use of
quantitative test scores in evaluative methods have not yet bzen validated.
Present procedures are highly clinical and subjective. Compounding this
problem is the turnover among consortium committee members.

6. Actually, the Guidelines are one step removed in dealing with
counselor competencies. The Superintendent of Public Instruction wrote In
the preface to the 1971 Guidelines that "the teacher is only secondary to
the learner (Guidelines, 1971), To interpret this in counseling terms, [t
suggests that the counselor is only secondary to the client. This implies
that the process of developing behavioral competencies for counselors should
actually begin with the needs of the client. Once the needs of the client

can be determined, it will be possible to fteach those techniques which are
necessary for counseling success. [t is logical that the techniques which
will help the client meet his needs are the behavioral competencies which

the counselor should possess.

in the future, specific techniques, proven to be successful in counsel-~
ing will be the required ones. Until such research and validation of tech-
nique are accomplished, those in the guidance and counseling profession wil!
find it impossible to specify an objective which develops behavioral compe-
tencies written in operational terms. : -

7. Several advantages can be identified from the counselor consor+iun.
The consortium offers an excel lent opportunity for professionals in the
field and the university tc pool ideas and understand the problems of each
unique situation. At the University, it has been found that the defining
of behavioral objectives helps professors to understand what should be
impiemented into ongoing programs and course content. [t is also ceasier to
define new courses and trends in the development of more adequate counseloi
education programs. Professionals in the field seem to have become more
aware of the problems associated with the education of counselors, and seem
to be more sensitive to the functions that are defined as "counselor func-
tions" by professional counselor educators. It has also been evident in
most cases that a spirit of cooperation has prevailed in the implementation
of tThe consortium processes.
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Conclusion

In conclusion it would seem wise to remind ourselves that the con-
cepts of performance or competency based, field centered, and shared re-
sponsibility in decision making, are not completely new to the field of
education. One must not be caught up in a state of euphoria by assuming
that the Washington model or any other model will be the ultimate answer
to credentialing problems. The Washington model has dealt with recurring
problems in a new context although it has not solved them.

Some quesflons still need resolution. "ls this new approach any more
performance based in terms of the constituencies it serves (the students
and parents) than the traditional modei?" "Is it generating the type of
credible research needed to answer critical questions relating to needs
assessment and goal validation?" "Dogs it attend to the ends as well as
the means of the educational process as is so strongly emphasized in the
Tyler Model, or is it just another approach to gathering secondary type
evidence in evaluating effectiveness of professional educators?" "Are
the ends being treated as means?"

The concepts of the Washington state model are indeed exciting. It
is hoped that the experiences recorded in this heretofore unreported case
study about the development of the consortium model will be analyzed so
that the model may indeed become a more complete and adequate approach to
the certification of educational specialists. At the present time, how-
ever, problems of finance, logistics, research, and a clear definlfion of
resources seem to be paramount restraints to the success of the consortium
method of certifying counselors in Washington state.
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