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PREFACE

.

o .

The Program for Educational Opportunity is a university-based
institute designed tu assist school districts in the process uf desegregation.
The Program. based at The University of Michigan, was established by
the U.S. Office of’ Education, pursuant to Title IV of the 1964 Civil Rights
Act. i . .

Besides providing in-district services on request and without charge to
public schools in the state of Michigan, the Prugram annually conducts
a series of conferences. During the winter and spring of 1974, five con-
ferences and a School Desegregation Forum Series were held at” The
University of Michigan in Ann Arbor. covering topics of critical im-
portance to school board members, administrators. teachers, students and
community. These conferences were entitled:

1 Approaches to Developing Models for Professional Growth and
Development o

i

II. Diversity in Educational Opportunities , - N

. III.  Student Behavior, Ripihts and Responsipilities and the Fair Ad-
ministration of, Discipline

IV. Beyond Desegregation-—the Educationl and Legal Issues

V. Teacher Training Institutions dnd the Need for Multi-Cultural
Education ,

VI. School Desegregation Forum Serfes
1

Due to the close rtelationship uf preservice and in-service education
the proceedings of conferences I and V' have been combined so the regder
may gain a closer ingight into the preservice education ufyteachers and
the rationale for in-si:vice education and how to best achiewe it. These
proceedings are entitléd A Look at the Education of Teachers. Preservice
and In-Service. L.

The School Desegregation Forum Series was held once a month for
six months Topics cuvered included an histurical luok at schoul desegre-
gation, the status’ of desegregation in Michigan, recent and pending
desegregation cases and their implications for Northern sthuols, research
in the area of desegregation, desegregation d4s a nativnal pulicy and the
role and activns of the schuol superintendent in desegregation. Articles
frum th%}'mum Series have been incurporated into appropriate conference. - __,

proceedgs They are identified within each volume. R
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The Program has transcribed or’re(gi\ed written wpies of the major
presentations frum each cunference and is mahing them available to anyung
interested in the pursuit of equal educational opportunities

To the consultants ffom prufessivnal assuuiatiuns, [uxernmenlal agencies,
university cummunities, and practicing educators .and attorneys, the
JFProgram expresses its appreciation for their sharin;): of experience and
dedication to the proposition of equal educational opportunity.

Special appreciation is due Dr. Wilbur Cohen, Dean of the School of
Education, for his continuing interest and support of the Program.
Recognition is also due the Planning Advisory Cummittee members for
the respective conferences, whu provide invaluable technical and practical
insight. They are identified in the proceedings of each conference.

Finally, contributions of the individuals sesponsible for the planning
and coordinating of the cunference series and these proceedings are ac-
knowledged on the fqllowine(page.

'
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* by having one set of proceedings.

-~ ] X ‘
[ . /
\ .
, : " INTRODUCTION
. CHarees D, Moopy, Sr. |

. l '
Dr Moody is Director of the Program for Educational Opportumity and Assistant
Professor of Education, The University of Michigan {

~

This' 'section of these proceedings will dele with Teacher Training
Institutions and the Need for A\Iulti—Culturall Education, followed by a
section treating in-service education and moudels that have been developed
to facilitate staff training and development.

It was at first felt that each of these two jconferences would have its
own set of proceeglings, however, since preservice and in-service education
are so closely related, it was felt that the ré!ationshi;)s could best be shown

The need for in-service education may be 5(lesu]t of a number of factors
either inherent in the school system, the individual, ur in the institution
responsible for the preservice education of the teacher. Harris And Bessent
pointed out that in-service education programs are important fur the
following reasons: v -

1 Preservice preparation of professional staff members is rarely ideal
and may be primarily an introduction to professivnal preparation
@ rather than professional preparation as such.

2 Social and educational change makes curg\nt professional practices
obsolete or relatively ineffective in a very short period of time. This
applies to methods and techniques, torls an&\pubstantive knowledge

itself.! 1

The papers presentéd in the pages to foil()\y clearly indicate that pre-
service education in the area of multi-cultutal education at teacher train-
ing institutions has been far from ideal, if not totally lacking in the past.
The gravity of the situation is pointed out in the ten articles presented
in this section of these proceedings. .

The articles by Dyer and McIntoél: point to some of the historical as
well as the philosophical bases that call for teacher training institutions
to address themselves to this issue of multi-cultural education Dyer'’s
views are those as seen by a person who is both a schoul superintendent
and a2 member of the Board of Regents of a university with a very large

'Ben M Harris and Wailand Besscnt, in collaboration with Kenneth McIntyre,
In-Service Educatioh (Englewood Cliffs, NJ. Prentice-Hal, 1969) .
Q S~ -
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teacher training unit, while McIntosh addresses the issue from the per-
spective of a Director of a Black Studies program at a state university.

Greenstone and Rice are sharing sume of the experiences and concerns
of two students receiving preservice traming in multi-cultural education.
One of the major concerns expressed by them is that not all students get
the opportunity to have these kinds of experiences nor are all professors
as aware of the need for these experiences on the part of studer®s as
Professor Baker. . : ’

Kuehnle, as a supervising teacher, is able to see a peed for multi-cultural
education as a person not,havi_ng'those experiences as a student and now
working with students that are having multi-cultural experiences at the
university as well as in the classroom and the school community.

Blackmond set the issue of multi-racial education in a legal framework
based on the 1954 Supreme Court decision and uther court cases. He also
treats some of the Constitutional issues that might be made as a quest
to provide equal educational t{ﬁ‘portuhit) in the form of multi-racial
edycation. ' . - .

The last four articles by Ort, Arrédondo, Peckenpaugh and Baket give
some practical how-to-do-it tips based on what has and is being done
in, the area of multi-cultural education by the Michigan Department of
Education, Fhe Michigan Educatigp Assuciation, the Birmingham, Michi-
gan Public Se}léols, and The University of Michigan School of Education,

All of these arlicles point out that their efforts only represent a very
small initial effort and there is still much left to be done beforg¢ we can
witness real changes in the classrooms of this state, or, in fact, in any state

The results of a questionnaire sent tu twenty -eight institutiuns of higher
education in the state of Michigan support the urgency with which PEO
and other, concerned agencies must address this issue uf teacher training
institutions and the need for multi-cultural education ‘The preservice is
not ideal, as has been/stated earlier, and, therefore, the need for in-service
education will continue to be a must.

44 .
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TEACHER TRAINING IN AN UNCERTAIN TIME

"TIMOTHY ]. DYER

Dr Dyer is Superintendent of Wayne-Westh Community Schools
' [ . \ i \‘L_ )

Educgtion today faces a period of transition, uncertainty and confusion

never before experienced. Technological advancements are second to none,
uncertainties about the future of our country and political system shocks
even the most optimistic human being. The fears that democratic society
might be teetering on the brink of oblivion as demonstrated Tuesday by
the resignation of West German Chancellor Willy Brandt, concerns with
the honesty and integrity of our leaders, a lack of openness in tnstitutional
structures, plus the cultural conflicts between varying groups in our society
- all culminate in prodicing an uneasy and perplexing time for all of us
Americans, but, most importantly, as educatots. 38\
_ The age of cynicism, doubt, mistrust, and a total lack of confidence,
provides the educator with a particularly unique problem, for the responsi-
bilities of irradicating andemoving these doubts must in the last analysis
+, fall on those who are guiding and directing the learning process of our

youth. "

However, the doom and gloom of.such a time should not overpower and
consume us with such depression that we become mesmerized and in-
different to the charge and challenge of our time. It is those dark clouds,
the ominous storm, the gloomy days that produce the goutishment for
future life. <y

1974 is different than 1964. It is mﬁth ifferent than even 1970. How
many of us would have imagined just a shirt two or three years ago that
the job market that we presently know woJd come? It was produced by
a variety of circumstances. But primarily ah oversupply of teachers and
a declining enrollment that is increasing at\a rapid rate.

Public education, K - 12, in Michigan peakad inr the years 1971-72 with
a student population of 2,212,523. This year Michigan enrollments num-
bered 2,156,323 or a loss of 56,200 students. This is equivalent to losing
the second largest school district in Michigan in three short yedrs! An
examination of the future reveals more startling statistics. Since 1967
kindergarten enrollment has dropped by some 26,000 or a loss of some
14 percent And if you, examine preschool figures, particularly the cate-
goties of -0- to !4 year and 1 to 2 year olds, we find a startling drog off
of some 36 percent to 40 percent.

Added to that, we find a college enrollment that is declining sigmificantly
while the community college enrollment has increased significantly. In

—
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1960, 159 percent of thuse peuple enrolled in institytions of higher learning
were in a 2 year public institution Today, we find 35.9 per cent in two
year schools.

In 1960, of the people seeking post secundary education, 62.9 percent
were enrolled in a four year degree granting institution. Today only
52 percent, thus, we are finding that for the first time many colleges that
have traditionaly trained teachers are having to find a new direction and
a new purpose. "

My own school, Eastern Michigan University, for the first time in
history has more majors in other fields than in education.

The time has come, in fact it is long overdue, for changes in the teacher
traiming programs offered by the colleges of education. This is a program
era. We must concern ourselves now, the last quarter of this century, with
effective, meaningful programs.

We are no lunger perplexed by the need to provide buildings and space
to just occupy bodies. We now must concern ourselves with the quality
of the program, not the quantity of students. And that has to be a change
for the better, that has to be progress. That has to be the silver lmmg in
those dark ominous clouds of our present time.

Now we are concerned with people, with their needs rather than the

needs of tHe institution. The/realities of life have now caused colleges of
education to really fight hen very existence to reﬂa}uate in order to
escape from’irrelevant oblivion. .
E.Allen Dunham, in a book entitled Colleges of the Forgotten Ameri-
wan. A Profile of State Colleges and Regional Universities finds that the
purposes of the teacher training institutions are being subverted by the
very nature of our system and that they now must change and do so quickly
or find themselves irrelevant and tossed aside as touls of the past unneeded
by a modern society. ) .
1 have the umque privilege of seeing this unfold from two different
orldS. one a practioner and the other a policy -maker. In that light, it
is my judgment, that colleges of education need tv address themselves to
the following areas. First:

What does society expect from a colle;,e of education in the last quart‘er
of this century? g
We need a speually trained teacher, a uniquely different person prepared
_ differently and prepared to meet the needs of society -
All we have to do 1s examine problems confronting us in the field

— Low Reading Ability

—- Poor Math Scores

— Inadequate Vocational Education

— Virtually no Career Education

— Discrimination

— Increased Friction in Inter- personal Relations
— Plus, Changing Methodologies and New Delivery Systems

16
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We can see that the needs of educatior have not diminished. Quite the
contrary They have increased and intensified. However, when we examined
the programof training teachers, we see it virtually unchanged Dunham's
research of which I have spoken earlier, substantiates that observativn ,

I recently had the opportunity to examine sume old catalogues of schools
that I had hoped to go to for my undergraduate training. T brought several
of them to our curricylum resource center and pulled 6ut catalogues for
1974 and discovered that if I wished to be a political science teacher today,
my, training would be axactly as it was in 1957. I believe that is abominable'

| The Carnegie Report on Prioritics of ‘Higher Education states.

“Higher Education of its own accord usually changes its structures
and policies slowly.”

‘That has to be the understatement of the entire Carnegie Study!"'
" The greatest changes in education have occurred in the last 10 to 15 years -
and the very thought that an undergraduate seeking to teach in our high
schools today would be trained in the very same way that we were traiming
them in the late 1950's has to be a sad commentary on the imaginative,
innovative abilities of our teacher training institutions.
Look at what has happened to education in this time?

— Educational Televrsron

— Language Laboratorres

— Instructional Materials Centers

— Learning Centers ' ’ ’

— Individualized Guidance Instruction

— Competency-based Education

— Curriculum Changes in Math : . -

— Math Laboratories .‘

— Individualized Science Programs ‘

- Experimental Teaching of Science

— Ungraded Classes

— Team Teaching

— Modular Schedpling

" — Various Stvles¥§ Educational Organizations

«—~1GE. T :
—IPI1 . o

And, a whole host of other forms of individualized instruction, plus.

.

— Pre-School Education , ‘\
‘~— Parent Educafion N :

Take a close look at an English major graduating from almost any
institution in Michigan who desires to teach school at the secondary
level To my knowledge, and 1 have not been able to conduct an exhaustive
survey but I have ¢hecked with at least five institutions, not one course
in reatling is required’ S

t
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In addition, most institutions offer nothing more than one elective in
reading. But when that Chaucer, Shakespearean scholar leaves the “halls |
of ivy” and enters the real world, “Future Shock” becomes a tea party
" in comparison to the realities of the classroom }

Does a senior who reads at the fifth grade level want or need to examine
the complexities I)Jrking in Shakespeare’s characterization qf Shylock?
Is it really important that he knows about unrhymed iambic pentameter?

Does an eighth grade student who reads at the third grade level really
need to read Julius Caesar? What he needs to learn is how to read' Th
American universities in general, but the colleges of education in particular,
must therefore redefine their purpose, establish priorities and goals that
will meet the neéds of the society they serve. -8

Second, teacher training institutions must become service-oriented and
more realistic about what the field of education is all about. .

‘There must be a commitment on the part of the colleges of education
to traiming teachers not only for four years but for their ent} professional '

- career.

During the four or five, maybe even three years the program should be
full, exaiting, imaginative and based upon need assessment that the teacher
will find entenng the classroom. Student teaching experience should begin
somewheke 1n the sophomore year either as student aides, paraprofessionals.
school helpers, camp cou\ielors, program directors, etc And he should be
paid for doing so. '

Traiming should begin early. The curriculum should recognize that these,
experienceé are valuable and credit should be granted so as not to burden
or impose on the student an insurmountable obstacle, Much research
recently has indicated that perhaps foyr years is a bit long and that a
" structured program is not necessary ' '

Beyond training of the pre-professional there should be a whole wide
range of pmversity services which will allow an ongoing training and a
re-tooling of existing professionals :

This 1s a fast, quickly-changing profession and we cannot expect that
af-r a college program has ended that never again will training be neces-
sary This training could take on a variety of forms such as. )

1. Providing local districts with research and evdluation assistance

—————

2 Gomprehensive programs of in-service training such as’
— Humanizing :

— Competency Based Educauon‘
-~ Math Labs o
— Individualization * )

3. Staff Development Experts—particularly those trained in method-
ologies and classroom organizational techniques

4. Intensive training in methods. How do you teach X subject or
in X situation? What 1s an “open classroom™? How is it organize’d.?

— How do you individualize at the secondary level?

ERICo 48




— How do you deliver mathematics to slow learners?
— Accelerated learners? '
— How do you broaden and diversify the delivery syslem>

5. Behavioral Modification Institutes

Third. the universities and the colleges of education should have a pro-
.gram to train educational helpers, para-professionals, aides, etc. They du
not need degrees, but they do need training in child psychology and in
methods of assisting the teachers. We are almost the only profession, that
does not have assistants The econumic market will not allow us to réduce
class sizes significantly and put in high priced teachers It will, huwever,
allow us to give that professional back-up, suppurt services, right jthere
in the classroom. But that helper ought to be trained at the place jvhere
it can be most effectively done.
Fourth, the college program should be flexible and imaginative. Np two
students, even though they are majoring in the same academic disdipline
need find themseleves taking the same program
Individualization should exist at all educational levels. Credit ghould
be given for experience in the field as 1 have mentioned before. I
Central Michigan University has developed quitté an interesting pr gram
with this as a componegt An extern program should be a part of } every
college uf education. It might not be necessary for every student}to be
" an extern. but the program vught tu be available. And incidentally, this
program does not cost a great deal of money In fact many. school diktricts

pay the extern for duing their teaching under the supervision of a
_teacher.

In additiun, colleges of education vught to develop a program ofuchcr

aster

education whereby a district would contract with a recent graddate or
even an undergraduate and tell them. “You will have a job if you fan get
training in certain skills.” .

That individual then returns tu the campus with that compfitment
frem a local district and the university recogmizgs that prugram and trains
that individual in response to the needs of the sending district.

Whatever changes come, the most important feature of a modern teacher
training institution must be flexible programming

Fifth. colleges of edugation should take a long, hard look at themselyes
and see how they are urganized and determine what iy impurtant tu tzg/
I believe that most colleges of educativn could stand a healthy do
reorganization which reflects the needs of this quarter century.

In addition, teaching should be the prime objective of most of its in-
structors I do not toss aside the need for research by college personnel,
but I do believe that for most teacher traiming ihstitutions ‘publish or
perish” sheuld perish and teaching sheuld flourish

Now we recognize that some of this change cannot be accomplished
e).dumeh within the collekes uf education, but a program and an attempt
to do so is the first step As long as state legislatures constantly rely on
FYES Formulas (Fiscal Year Equated Students) for financing, all these
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proposals will not be possible, However, many are possible and could
start now. ) -

The colleges of education will haye to carry out a concerted political ﬂ
effort to conyynce legislators that theif mission is more than just the training
It to enter the field of teaching. It is a lifetime committment

of a young
to educatio

oing to be easy to accomplish change. Changes have never

ccepted and enthusiastjcally received.
nse to these needs wi{l determine what the scribes of history

scribes write glowing 4ccounts? The decision is up to them.
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TEACHER TRAINING FOR ’ 4
MULTI-ETHNIC EDUCATION

N GERALD A. MCINTOSH

® Dr Mcintosh is Director of the Black Studies Program at Eastern Michigan
University in Ypsilanti, Michigan. .
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In attempting to discuss the training of teachers fgr multi-ethnic educa-
tion one most begin by raising several critical questigns regatding the need
for such drastic curricular changes or ad(iitxons in Amperican teacher training
institutions. The following questions must at least pe raised if not totally &
resofved to enable us to progress toward effective program development.

"1 "What has been the historical relationship between third world people
and American educational institutions? i ‘

. What is the present situation regarding the ability of teacher training
institutions to adequately train or educate prospective teachers to
provide “quality educational experiences for third world students
particularly and students generally?”

_3. Why are we presently concerned with/vvultifthnic education and

(3¢

teacher training in that area?
4. What are the goals and purposes of multi-ethnic leducation?

As a result of raising and providing an analysis of the aforementioned
issues, one should be closer to an understanding of the neéded changes
in the training of teachers for multi-ethnic education. Therzure, the thrust
of this paper will be toward providing clearer understanding of teach
training institutions and their past, present and future role in the shapi
of American policies, particularly as they relate to t%hird world people.

The historic signing of the Emancipation Proclamation by Abrahap
Lincoln in 1863, was viewed by captive Africans (slaves) as a signal thft
America had recognized the long term injustices inflicted upun a wh
race of people and would therefore begin tu enact the necessary legislati
and provide the economic resvurces and educational opportunities to ma
their deferred dreams a reality. With the establishment of the Fmedmenl
Bureau during the recogstruction period, captive Africans, particularly i
the southen regions of the country, saw significant progres in this direction.
A consortium of efforts, the likes of which this country had never befure
ot h since seen, between the Freedmen’s Bureau, nurthern philanthropists
and” Blacks themselves began 'tu implement prugrams designed tv com-
. pensate for the long-term servitudé experienced by Blacks in this country.
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The most significant of these acts was the establishment of schools in the
south fur the furmer captive Africans. There was a concomitant response

on their part to these efiorts, as noted by W.E.B. DuBois (1935, PP

637-638).

The eagerness to learn amoung American Negroes was e\ceptlunal in
the case of a poor and recently emancipated folk. T sually, with a pro-
_tective psychology, such degraded masses regard ignurance as natural’
and necessary, ur even exalt their vwn traditiunal wisdum and discipline
over bdok learning, ur they assume that knowledge is for higher beings,
and not four the likes of us American Negroes never acted thus: The ver

feeling of inferiurity, which slavery furced upun them fathéred an inten

desire to rise out oMdtheir condition by means Df education. T

This view uf education and learning as a vehide for self-improvement has
existed for Blacks until today. Huwever, as was the case during the recon-
struction period, America has never been able tu maintain a firm commit-
ment to the continuance of efforts to provide the assurances of equal
protection of rights”for Black citizens A prime example was the dis-
mantling of the Freedmen's Bureau, which largely resulted from the
political pressures uf nurthern industrialists who were much more concerned
with increasing their profits than the legal or human rights of Black people.
The result, then, in the pust-reconstruction period, was the political dis-
franchisement of Blacks. the reinstitution of a devastating caste system,
the systematic expluitation of black labor, the withdrawal of funds for
educativnal purpuses and the termination of training for knowledge to’
ineffectual industrial training (DuBois, 1935, p 697).

Resulting from the compromises made between nothern apitalists and
svuthern white land vwners we have experienced a lung history of “benign
neglect” which results in a protracted struggle on the parts of Afro-Ameri-
cans and other third world people.

In the recent past, much has been wrtten about instititional racism
in America (Mills, 1959, Knowles, 1969, Kerner Commission Report,
1968) and its effects upon the guals and aspirations of third world people.
However, the clear and continuing message 1s that institutions in America,
particularly educational institutiums, gperate mn such a manner” that they
effectively sucialize and politicize | ifs constitutients so that they are
rendered powerless to address themsélles to the contradictions inherent
in wur society Therefure, in their attempts to understand and or change
their societal conditions, they wander aimlessly without direction and,
as a result of negative reinfur(emeni, often blame themselves for their
plight

To agreat extent, because of the onmn\ of contrul and decmon making,
institutions of higher education, éxcept in their espoused statement of
goals, have never seriutsly undertaken the task to adequately prepare
students to improve the soddl conditions of American sdciety for all
citizens Rather, through a process of omission. historical distortion, and
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European cultural aggrandizement, these insfitutions cuntinue to turn
out gradultes who percesive themselves as a pnvnleged class with no
responsibility to their fellow man, and who are sulely cuncerned with their
own meager accumulation of material goods, and who, more 1mpurtant1j
have no understandmg of the price pand in human lives fur the rewards
they receive as “gate keepers.’

The purpose of multi-ethnic educatxon{thprefore becomes highly political
_ to the extent that a battle continues tv be waged over the development
and control of the minds pf young Black, Chxcano antl Native Americans.
Carter G. Woodson (1933, pp. 28-29) i {hat regard posits:

Those why take the pokitivn to the cuntfary have the ideal that education
is merely a process of imparting infgrmatiofi. One who can give out
these things or devise an easy plan for so d§ing, then, he is an educator.
In a sense, this is true, but it accounfs for most of the troubles of the
Negro. Real education means to inspire people to live mure abundantly,
to learn to begin with life as they find it and make it better, but the
.instruction svu far given Negroes in colleges and universities has worked
to the contrary. In most cases such graduates have merely increased
the number,of malcontents who offer no program for changing the un-
desirable conditions about which they complain. /

A

The purpose of multi-ethnic education should then be the develo n\\1ent‘
of appreciation for, and understanding of, cultural diversity, an un
standing of the ancestral role of the third world people shaping Amerida,
and the development of the necessary ‘commitment and analysis skills \
order to enhance their abilities to play significant roles in 'the structurdl
change of the Amefican social order. C el
“The curriculuny of teacher training institutions must obviously make
it possible, if niot mandatory, that prospective teachers have g concentration
in the study of the experiences of third world people in America. Such
tudies move beyund the vlder Hisciplinary buundaries, must be shaped
by the ways in which third world people have organized their lives, and
must, thereby, demand” greater flexibility, cvéativity and patience than
befure. The vlder, European oriented disciplines should be replaced by the
uvrganization of knowledge around such,experience, the religivus experience,
systems of creativity and communication systems of economic survival
and development, systems of anti-colonial struggle. It should be made
clear, ilg:rever, that  the concentration should be a concentration of an

experience rwhich should be conducted in depth and widely dispersed
through the entire university curriculum. Students should, at an éarly
stage, be ‘thtroduced to predise and disciplined research wurk, developed
largely ffom an agenda of issues facing oppressed people. ‘ .
In conclusion, the purpuse of teacher training fur multi-ethnic education
is to bring a natiunal conscivusness in which the duminant white majority
recognizes and appreciates the humanity and manhoud of third world
peoplés and treats them according tu the precepts inherent in that recog-
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nition. It also must instjll in the third world student a pusitive identifica-
tion with self, so that he may end the endless search for purpuse and difec
tion and proceed more confidently toward participating in the arduous
task of buildigg a world dedicated to the creation of a universal acceptance
of our mutua] interdependence for collective survival. -

<
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AN IMPERATIVE FOR CULTURAL AWARENESS
: IN TEACHER TRAINING

ANN GREENSTONE

At the time of this presentation, Ms. Greenstone was a University of Michigan
. student engaged in student teaching.

Many educators today are beginning to realize the i poytance and
value of multi-cultural diversity in the schools rather than si piy extolling
the virtues of the white Anglo-Saxon culture. However, this tken obviously
requires a great deal of change.

Our nation has sought to perpetuate the so called “ideal” of th  American
Melting Pot. This has truly been a myth.for minority groups and a
devastation for the entire nation. As William Joyce clearly ;ioints out
schoolsire not free from guilt.

If we*accept the proposition that American schools reflect the society

.. they setve, then our total educational enterprise must share the guilt
for propagating a while, Protestant, Anglo-Saxon view of society that
is totally inconsistent. with the past and present realities of American
life. (Joyce, 1971, p. 354). ®

\"hile the institution of education cannot be’ entirely responsible for
sociatal change, it is and can be.a major foi'\ce. X’c live in a multi-cultyral
sociely where minority grom)s are demanding recognition and equa’:ty.
The educational institutions must inevitably respond. ,

Recent sociological, psychological, and anthropologicdl studies which
stress the negative effect$ of white racism on minority -group children point
dut that response to the needs of minority children has been highly in-
effectual (Joyce, 1971). : ' , ,

Schools in the past haye been only mono-cultur 1 fajling to realize that
the white middle-class cultuge is alien and irreledant/for many minority

§ persons The result of such af attitude has produced Hostility, withdrawal,
and failure among minority childgen within the sghgols. In addition this
attempt at cultural assimilation has not only been, destructive to various
cultural and racial minorities but also to Anglo ¢hildren whu learn of
only one culture.

In today's diverse and rapidly moving society, schools must more than
ever sdk tdzenable students to successfully live and cope” with ‘today's

" world. Coersion to give up one's culture is certainly not the answer.
Educational institutions lra\e a responsibility tu enfurce the ideal of
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individual freedum They must seek tu teachpour childfen how to be f\uman.
huw tu realize their fullest putential, and most impo tantl) how to under-
stand and respect others.

‘ Indeed we have seen changes within the schools in regard to mmont;
\. recognitiun. Fur exaniple, many testbuoks have begun to include mirori-
ties, Black History courses are now being offered, and an mcreasmg
! amount of teaching resources un minority groups are available. But facts
“alone cannut provide children with a total understanding and appreciation

4 of the ssmilarities and differences amung cultures. What then is the crucial

| factor toward providing a l\norvledg,e and unﬁerstandmg of America’s
various minorities. |

. It is an nescapable fact that tactmty in the classroom 0-involyed.

. Thus a teacher's attitudes, expectations, values, and simply Yhe way in

which she handles everyday situations can have a great{impact on the
children. Broohover, Ericksun, and Joiner haye found that \he individual’s
self-concept results from his perceptions of “the evaluatioks others hold
of him (Brookover, 1971). Yet Davidson and Lang have gdne further to ’
point out that the child’s perception of his teacher’s evaluhtion of him
Pl positively correlates with his own self-perception, his acad mic “achieve-
ment, and his.cla®room behavior. These findings certamly merit close
analysis by teachers, for the teacher obviously must reflect feelings, at-
titudes, and values that will not hinder the student in any way.

Tt has been said and rightly so. “The materials are only as good as the
teacher using them.” Thus it can be seen that one prerequisite for effectively
imparting to children a realistic understanding and knowledge of others
would be-an examination, evaluation, and possibly a modification of one’s
own attitudes, beliefs, and feelings toward minorities But this alone will
not result in the imparting of positive feelings, or accurate relevant
teachings. ) ’

As Manine Greene points out, only after a teacher has bécome open
to herself can she reach out and.try tojsee What she must see and also
understand is each and every student (Gt'eene, 1971). Each chnld is unique,
and those umque experiences that each and every child bnngs into the
classroom strungly influence his perceptloh of life. Thus a second imperative
for communicating positive feelings and .alsu imparting relexant teachings
is for a teacher to have in the words of Herbert Schueler, “. . a thorough
knowledge of the student, his background, his aspirations, fears habits, his

\ talents, shortcomings, his life style” (Sghueler, 197t). A child may per-
ceive his teacher's feclings less favorably because of those attitudes. a
teacher 1mparts as a result of her ignorance of the student and his environ-
ment. If teachers do not examine their own values and seek to understand
those of their wonts they are certainly limited by their own cultural

- and class orientathn.

However, we cannot assume that all educators will seek to understand
their own values and those of vthers before attempting to teach It is likely
that many educators do not furce uponeminorities the Angle-Saxon culture
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as a result of an extreme prejudice, but perhaps because of their own
failure to understand and appreciate cultural diversity.

Thus it is imperative for future as well as present educators to participate
in multi-cultural training programs.‘Tﬁis area must become a wvital and
required aspect of pre- and in-service teacher training. .

Recognition of cultural diversity does not cunsist of several lessons on
black heroes nor should it become the fucus of only une content area. Pre-
service training must seek to provide every futire educator with experiences
Wwhich will enable him to see the value, the worth, and the dignity of every
child.

One important aspect of preservice training might consist uf a formal
study of various minorities. Minority children are aware that society has
not offered them equal opportunities, and every teacher must have an
accurate knowledge of such realities both past and present. Such a course
or courses must seek to provide an atmosphere where awareness and
sensitivity toward minority groups can be expanded. Unless a teacher has
established an open attitude toward diverjt) e cannut effectively provide
experiences of a multi-cultural nature. With lan accurate knowledge and
understanding of cultures a teacher will becofne more able to impart the
realities of cultural diversity to her studeJis as well as acquire a sensitivity
to the needs',,o%all children. ‘ .

Secon(ﬂ’y&an +possibly the most difﬁ(ult tash of preservice education
must consist of of#portunities for a presefrvice educator to accomphsh self-
evaluation vith respect to his own values and beliefs. As has been previously
pointed out, a teacher’s perceptions, values, and attitudes greatly affect
a child’s perception of himself as well as his perception of others. Thus
along with & formal study of cultures, a preservice training prugr‘%m must
include actual involvement in settings which include minority children.
Such ‘experiences would allow future educaturs to more fully examine and
understand their own beliefs as well as gain-an insight into v\;rious life-
styles This might be augmented by sensitivity: sessions. with other pre-
service teachers,

In addition to assessing their own beliefs and attitudes teachers must have
an awareness of the needs of theit pupils. This sensitivity depends greatly,
upon a knowledge of e:)\ch and every child—a knowledge of the child's
environment, lifestyle, cultural heritage, etc. In urder to see the need for
such an awareness practical preservice experiences are needed.

Schools of education snust cease prepaging teachbrs for the white middle ,
class setting Teacher$ must be ¢xposed to the histdry, the culture® the hife- i
styles. and the experiences of alll minoritg groups. However, facts presenged |
in beoks or passed on by word of mofith often differ adically from an |
actual situation Just as the lives of all people are urﬁ{lue, S0 tou is the
life of every person within a Various minority group This implies ghe /‘
nev¢ssity for teachefs in training/to experience actual involvement. Through
such’@ntacts as well as a formfl study of various cultures hopefully pre-
servive teachers w‘]l also gain‘inszghts into themselves, ther attitudes,
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feelings, and values, thus enabling them to see the need to implement
multpcultural learning/experiences* in the clasSroom
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Before considering the main issue of multi-cultural teacher training, we i
should perhaps look one step beyond the teacher training institution at
ultimate recipient of teacher training, the American society. Although

the American public may not be fully aware of it, ' The Melting Pot " 1s and
hgs been, a myth. American society has not lived up, to its potential to
realize its dream of an open society. We have been characterized as
“pluralistic,” “intolerant,” and “racist” and each term captures an element
of our present nature as a society. Few children are fortunate enough to
grow up in families which do not equip them with prejudice in some form
before they enter our schools. We as educators are victims of our own back-
grounds too,and have donesmuch in the past to compound the problem
with monochromatic viewpoints, Clearly then, peither professional educa-
tors mpr our curricula have met or even chosen to see the challenge of

~ producing socially intelligent citizens.

Americans generally are products of the same Anglo-centric set of values

thdt we have accepted or been forced to conform to. Those values were
hanided to us, and we, as a people, until the last decade, made valiant
attempts to conform to" them even if it meant changing our narhes, our
noses or the texture of our hair. But it didn't work and some very fine
abilities were wasted and their possessors didn't realize their full potential
because they didn’t or couldn’t conform to the Anglo-centric ideal.
" "Colleges and public schools may have been remiss in not screaming oyt
against the inequities of their own instructional patterns, but they cannot
be held totally responsible. The system produced them and made them
accomplices by rewarding them for their role in it. Perhaps it is a measure
of the success of the whole civil rights movement of the sixties that fiow the
universities and publit school systems have begun {p accept the challenge
of revising parts of the feacher preparation process and the socal studies
curriculum so that they truly reflect society. . .

For whatever complex reaSons, teacher training institutions have un-
fortunately failed to equip prospective teachers with knowledge 1n ethnic
differences. The academic community and the majority of the students
may even view courses in cullural differ;nces in the American socety
as interest or enrichment courses and perhaps even tangential to the.main
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thrust of “getting an education.” In light of these historical and con-
temporary attitudes it is not hard to understand the absence of these
courses from the required lists of schools of education. . .

If we accept the idea that the American educational system, on all levels,
has been derelict in accepting its role as.a chdnge agent in the area of
multi-cultural attitudes and -behaviors, then wé must squarely place the
responsibility for change on the teacher trajning institutions If prospective
teachers are not exposed to multi-ethnic experiences and confronted with
their own prejudices before they enter classrooms, the personal process
of behavioral change may only/Very slowly evolve or not evolve at all
Here the phrases “sins of omision” and “sins of commission” come to
mind for both can result, mulfi-culturally, if the teacher trainee is not
equipped with prior knpwledgend experience. ~

We have all heard the truism that teachers teach as much by their own
actions and attitudes as they do by actual teaching. Teachers do serve as
models and it would be extremely difficult to ring true if a teacher hasn’t
experienced his own ethnicity or that of other groups.

Many teachers and school systems have gone through a transitional
period that can best be called one of “name-dropping,” in which ethnic
group members are mentioned in passing as peripheral facts that litter ’
the roads of lessons. This isn't enough_and amounts to no moré& than lip
service: this too teaches, negatively. This method of teaching may be done
with the best motives, but it generally leaves the students atgjtudes and
behaviors unchanged. - Y

Teachers can, and must, affect change in multi-cultural attitudes and
resulting behaviors, if we as a sociely value “ the goals of openness and
tolerance. There are ways of gaining the skills necessary, and they could
best be taught as methods courses in other areas are taught —in mandatory
undergraduate courses. The responsibility for implementing multi-ethnic
programs in teacher training belongs to the universities as does the chance
to affect change in students wherever its graduates teach Ct
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PRESERVICE TRAINING FOR TEACHERS
IN THE MULTI-CULTURAL CONCEPTS

CarL L. Rice

" “Our children have an unhmited need Yor knowledge and diversity that urges to be
satisfied.” ‘

»
At' the time of this presentation, Mr. Rice was a University of Michigah student
engaged in student teaching. v ’

*

“Are we as parents and educators truly sensitive to the complete needs

of qur children?” “Are we as educators equipped with the essential knowl-

.

edge, understanding, and insight into what children need\f\or their journey

into a life consisting of different social views, values, customs and people?”
Many parents and educators still find that the basics of the three R's
are quite substantial for the fulfillment of the essential tools needed by
children of today’s society. The above questions indicate some doubt in
my feelings as to how educators handle the preparation of our children’s
future Incidents such as black children being subjected to participation
of pledging and saluting the flag of a cruel and for the_most part an in-
different nation, Jewish children being forced into singing hymns in glon-
fication of Christ (a figure not récognized in the Jewish faith and other
denominations), other such children being pressured into classroom parti-
cipation of the celebration of Christmas (a holiday not acknowledged by
many denominations of our society) prove the inadequate sensitivity of
many of our educators. Ms. Gertrude Noar discusses the lack of sensitivity
- by clasgroom teachers in her article on ethnic groups and the sensitizing
of teachers. k4

Teachers are called upen to be sensitive to the emotional as well as the

physical and mental needs’ of their pupils. Development of sensiivity

depends to a considerable degree upon knowledge of the environment in

whith 2 child *has his being, of the social forces that impinge him, of

the nature of his family life and important ‘events in the history of his
+ people. (Noar, p. 2) }

<

"To regognize only the scholastic needs of children is not enough. A total
educatign involves, mich more. Multi-cultural education is integral to this
total approach. It exposes children to different experiences and allows
for a brodder insight into others. .
" Every child is an individual consisting of personal, cultural, and environ-
mental experiences. Society weighs itself on an unbalanced continuum
of relationships It restricts personal relationships to the family unit and
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kinship ties; For the most part, we find our society’s fuundation based on
impersonal relationships and contacts. Personal relationships for children
imtially take place within the family unit. The child finds the family
institution 1s an environment for learning new .things and for expressing
personal feelings and emotions. The personal experiences of children sup-
ported by the family unit are pretty much isolated within the surroundings
of the child’s immediate habitat, up to a certain point. When this in-
defiite point 1s reached, another institution is added along with the family
umit. This nstitution is noted as the educational system When children
come in contact with their first experiences within the. educational structure,
they begin another sodial facilitation process. Children begin to e);p/érience
change. These changes are established and expressed in many forms
Children begin to note that along with personal family mbers, they come
1n contact with new students and teachers. Children also begin to establish
that personal satisfaction may not always be guaranteed and sharing be-
comes 2 new word in their vocabulary. For the most part, children become
adjusted to the new situation they are placed in and express a willingness
to learri and to be exposed to new things Just in the fact that children
experience many numerous changes (combination of the family institution
plus the educational system) relates to children the idea that change in-
volves a sharing process and this process gives way to personal contaets®
and relationships with people other than thgir iffmediate family Children
begin to potice that life is expressed by n&herous series of changes and
events. As they continue through the system, their personal contacts with
many new and different people will be on a much broader spectrum This
simple reason gives rise for multi-cultural education in our publit education
schools. .

Children bring various cultural traits, customs, and beliefs to school
and should have the right to share these cultural experiences with others
In carrying out this sharing process they will also perpetuate cultural
dwversity. Children will be more able to communicate and share new dis-
coveries. In our present societal structure many of these valuable concepts
are either lacking in degree or ‘only exist in a theoretical sense.

We are not expected to have total insight into the experiences which will
befall our children, The children of today and tomorrow with our help will
either have nothing ‘but isolated perspectives concerning their future
environmental partners or they will be equipped with direct, stimulating
msight into the experiences of their future comrades in life. This gives
rise to the concept dealing with the meed for teacher training in the multi-
cultural concepts Multi-cultural training for teachers should not be referred
to as just a set of iron-clad academic requirements It entails a much
broader approach. Ms Gertrude Noar states that

Whether or not children who study this curriculum learn to live together
will depend not only on what the hooks say but more importantly on
suggestions in the Teachers’ Guides for developing the pupils powers
of questioning, of reasoning, of analyzing, of seeking the truth, of under-
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standing values and value conflicts, and the motivations underlying

* human behavior. (Noar, p. 1) .

Multi-cultural training for teachers_must consist of a lifetime process
involving human experiences, not just historical data. This program must
involve the examination of une's ywn persunal cultural feelings ,and
ideologies In my own development in four years of college, I can safely
draw 'the conclusion that just requiring teachers tu take a certamn block .
of multi-cultural classes will not guarantee total insight intv this umiversal
concept of diversity The teachers themselves must go through certam
* self-evaluating situations, so that they will have some notion as to where
they are in refererfce to the multi-cultural concepts One of these concepts
i$ the teaching of different cultural aspects which make up our society.
Training teachers could be subjected to a self-evaluation in the form of
a seminar. Then as a group they would interact un their present status,
values, and feelings toward other cultures. They would also examine their
present and possible future potential in the treatment of the multi-cultural
concepts By examining their own self-perceptions in reference to thejr
personal ideologies and v alue systems and then drawing a comparison to the
concepts presented by a multi-cultural program, training teachers would be
able to predict possible change within their own perspectives. If teachers
are totally oblivious to seeing roum for pussible change. withyx their overall
objectives, then that in itself tells them something, too!
Gwendolyn Baker, in her article entitled Multi-Cultural Training for
Student Teachers,” details certain criteria which would be a most valuable
asset to a multi-cultural program. Her criteria qre presented as follows.

(a) to provide experiences that would help student teachers develop

an educational philosophy consisieng with multi-cultural reality, (b) tq

expose students to the historical and cultural diméensions of ethnic

groups, (c) to provide criteria for use in evaluation of materials, and
. (d) to encourage the planning of classroom learning experiences that Lo
would reflect.various cultural perspectives. (Baker, 1973)

If the teachers are able to gather a broader, deeper ingight into their
own views, they can almost predict situations in which they would falter
in the treatment of teaching the cultural concepts of different people. In
dealing with the multi cultural coneepts the information and attitudes
gained would present themselves as most enriching aséets for the training
teathers Wr, more important, the one’s that will benefit most will
be our chil .

’
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MULTIRACIAL EDUCATION: A LEGAL
PERSPECTIVE )

HARRISON BLACKMOND, JR#

M. Blackmond is a law student at The University of Michigan.

&1 the twenty years since the U.S. Supreme Court in Brown v Board
of Education, 347 US 483, 98 L Ed 873 (1954), declared that, in education
“separate but equal is inherently unequal,” we have come to realize that
racial segregation in public schools is not simply a “Southern™ problem
More importantly, we have come tv realize that simply integrating student
bodies and faculties does not an integrated school make, at least not in
the multi-racial sense. There are subtle forms of incidious discrimination
inherent in the curriculum, textbooks and general approach to, teaching
in the public schools in the United States. In addition, teachers are not
equipped to deal with the new demands placed on them by the rapidly
changing social and political climate in this country. School desegregation
has opened up a whole new can of worms which the courts and the school
systems were hardly prepared to face. The Supreme Court itself, after being
in the forefront of the school desegregation movement, has deemed it
advisable to back off in the face of a possible loss of public confidence

The upshot is that the courts will be less and less interested in dealing
with the diverse and complex problems gf school segregation The courts
are uncomfortable for several reasons. I%’rsi; the courts do not have the
expertise with which to make the complex and far reaching decisions af-
fecting education. Secondly, the courts are not comfortable with the ongoing
control they have to exert over the school districts. Thirdly, the courts
seem to feel that 1t is about time sumeune else assumed a position of national
leadership with respect to the problems exposed by desfgregation Against
this background, it will B@the purpose of this paper/to explore some of
the legal and political av€nues left open in spite of the aforementioned
reluctance on the part of the courts. One poi owever, must be em-
_phasized, it is imperative, that those wha mmitted to the goal of
a fully integrated society: step into_the vacuum that will inevitably be
created as the Supreme Gourt steps qut. Organizations and individuals
who are concerned must plll together and devise programs that are well
thought out and workable. These programs must stand on their own in
terms of therr worth, not only to minority groups but their worth tg*the
majority groups as.well. In arder for it to work, multiracial education ust
be deemed “good for the country.”
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It is clear that the Fourteenth Amendment prohibits some school
segregation beyond the regional borders of the South. In recent times the
battleground has shifted from the purely de jure segregation fields of the
South to the. predominantly de facto segregation fields of the North.
The problems are becoming more complex, the courts moure weary and
national governmental, leadership more scarce. The complexity of the
problem is illustrated by the difficulty encountered in desegregating an
ovemhelmmgly black city school system. A cursory glance at recent
Supreme Court’ opinions in Roedriquez,” Swann,’ andKeyves, indicate the
problems the courts are having to wrestle with. The pending Detroit busing
case to be decided any day now will be a landmark case regardless of the
way it is decided.* As far as the executive branch is concerned, the President
of the United States has declared his support for de facto segregation. He
has opposed busingand argued for decreases in eapenditures fur education.
Only the Congress, and more specifically the Senate, has stood in the way
of the anti-integration sentiment gaining favor in the country today. One
wonders how long they can keep their. fingers in the dike.

For the moment, as much support as possible should be given those
legislators who are in sympathy with the struggle for equal educational
opportuntity. More important, for the litigator as well as the legislature
and enlightened school officials, there must be factual data outlining the
extent of the problems, the damage being done and specific proposals for
remedlal judicial action. For example, there appears to be a great deal of
controversy ds to the meaning of ‘“equal educational opportunity” and
what is meant by the measurement of educational opportunity. Equal
educational opportunity seems to imply that une has some method of meas-
uring the opportunities for learning that an educational system provides.
The, traditional measures used have been criticized as resting "on a number

of xmphu; assumptions that are at the best questionable and at worst.

wrong " Even the approach used in the much publicized Coleman report
is subject to.cfiticism.* The various approaches should be evaluated
thoroughly and the approach which Best suits our purposes should be con-
ceptualized and put into a form so that it is easily implemented using
present institutional structures if possible. . ! .

At present, most litigation is in the area of. pupil and teacher assign-
ments that are racially dlsproportxonate location and construction of
schools, which, especially in conjunction with discriminatory housing prac-
tices and patterns, result in racially separate schools, school attendance

Y San Antomo School Dutrict v Rodriquez, 41 US 1, 36 L Ed 2d 16 (1973)
* Swann v Charlotte-Mecklenburg Board of Education, 402 US 1, 28 1. Ed 2d 554

(1971)

* Keyes v School Dustrict No. 1,US 37 L Ed 2d 5438 (1973)

¢ Bradley v Mdliken, 434 F 2d 213, Cert granted Nov 19, 1973, 94, § Ct 538

*Dycr. H “The Mcasurement of Educationdl Opportunity™ i On Equality of
Educational Opportunity, ed by Mostcller, F and Moymihan, D (New York Random
House, 1972), p 513

’

» Ibid
Q T
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“ zones, and possibly school district buundaries, which have the effect of

being racially exclusionary. Future htigation may well fucus on “what” is
taught in the classroom and “how™ it is taught. Teachers, of course, will

.bear thc brunt of the attacks on the subtle forms uf discrimination still

present even after physical desegregation. Teacher urganizations must be-
come initiators su that they will nut be caught in a crussfire between state
school officials and the courts. One need look no further than the Detroit
busing case to see what can happen when teacher interests are unly an
afterthought. What follows is at best a general outline of what may be
doen ta start the ball rolling with the rights and welfare .of teachers a
prime consideration.

At the national level, teacher organizations should be prepared to con-
trul those institutions that have left them ill equipped tu deal with prublems
they did not cause. The Kerner Cummissiun in 1968 warned of the develop-
ment of two societies, one white, one black. During the six years since
that repurt, the division has increased. Only in empluyment and classroums
must the races associate,on a continuing basis. Nativnal pulicy and national
law are evidence uf the fact that multiracial schools and equal employment
are American objectives. However, twu prerequisites must be met before
we can achieve those objectives. First, minority group people and the poor
must have the opportunity ,to acquire skills so that they can compete
succesfully with members uf the dominant group. Second, attitudes that
foster multiracial interactions must be develuped. The classroom appears
to be the ideal place to start fulfilling these prerequisites and this neces-

_sarily means that teachers will bear must of the responsibility. Two ques-

tions, nefzd to be answered especially with regard to the secund prerequisite,
1) are teachers educationally prepared to deal with such a great responsi-
bility and 2) are there some other institutions which are legally required
to assume some uf the respunsibility ? These questiuns are ubviously inter-
related.

There is some question as to whether it is possible or evep desirable to
delegate the task uf creating a multiracial society to the schools. There are
those who suggest that it is difficult envugh attempting to teach children
the basic skills, to try to change attitude¢ that are frequently reinfurced
at home would be even more difficult, perhaps xmpessxble This' igan area
where the litigator needs cold, hard facts to convince'a court that it is
rcasonable to require schools tu develup attitudes that foster multiracial
interactions. This appruach is based un the assumption that itis not only
feasible but imperative that we require schools tu alter attitudes, or axthe
very least, give stydents a positive*multiracial appr’oach to.learmng and
living. Clearly, this assumption has important social, educativnal and
political significance beyond the scope of this paper

There are, however, several legal propusitions intertwined in any answer
to the abuve questions What guvernmental institutivns are best suited to
assist teachers and schoul districts in developing the cuncept of multi-
racialism? What legal duty do teacher traiming institutions have to the
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school districts of the state or states which they serve? Are school districts
under any legal obligation to provide multiracial approach to learning?
What legal duty does the State .Board and its agents have especially with
respect to teacher certification and leadership in higher education”?

To deal with all of these issues in depth is beyond the scope of this
paper but it is hoped that this effort will at least define the problems
more clearly and offer what is at best a crude first step. Manifestlg, some
of the above propositions are closely related and may be dealt with as
such For example, in the State of Michigan, tu require training institutions
to address themselves to the issue of multiracial educativn and to better
prepare teachers to operate in such a setting may be indirectly accomp-
lished by forcing the State Board and the Michigan Department of Educa-
tion to only certify those teachers and those institutions that are adequately
prepared to do the job they are obligated to do. Namely, to prepare
teachers and students to operate in multiracial society. No teacher should
be certified to teach in any school in Michigan who does not demonstrate
the ability to teach students from diverse racial and econumic backgrounds,
who does not have'an understanding of the effect of discFimination on
minority groups as well as on the majority, and who has not been educated
in an integrated or multiracial setting. The institutivns of higher education
approrc@ for the preparation of teachérs must make reasonable efforts to
provide such trajning or risk sanctions imposed by the State Department
of Education. 1&3 State, through the State Board and the Departmem of
Education mugt guard against certifying teachers who ate nut equipped to
teacb in a myltiracial setting The State Board must also accept its Con-
stitutional opligation to provide leadership and general supervisivn over

- all public education and to generally plan and coordinate all public educa-
tion, including ngher education.” Obviously, if the state agency that is
responsible for etucation in a state has the legal duty to enforce the con-
stittion, laws, dnd policies of the state with respect to education, then
that agency would be an indispensable party to any action based thereon.

In Michigan, the state legislature is vested with practically complete
control over the public schools in the state. The Michigan Constitution
requires the legislature to “maintain and suppurt a system of free public
elementary and secondary schools as defined by law.” It further provides
that each school district must provide educatiun w1th0ut discrimination
as to religion, creed, rage, color. or national origin.”"* The conduct of the

- schools, qualification of tcachers and the subjects taught thiran are all
. within the control f the state legislature, subject only tu constitutional
restraint ® The legislature has in turn delegated to the State Board of
}ducatmn superintépding cuntrul over local buards of education and over
elementary and secondary education generally.' ;
# Michigan Consitution, Article \ I, §3 (196%)
"lb:d §2,
" Sturges v County of Allegan, 343 Much 204, 72 NW 2d 56 (1955), Jones v Grand
Ledge Public Schools, 349 Mich 1, 84 NW 2d 327 (1957)
"’lOIn'n u Kalamazoo Board of Education, 346'F Supp 766 (1972)
¢ . -
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The Michigan Constitution requires the State Board to provide

“[L]eadership and general supervision over all public education . . . It
shall serve as, the general planning and guordinating body for all public
education, including higher education . . .”"!

The State Buard is constitutivnally required to appuint a Superintendent
of Public Instruction to execute its policies through the State Department
of Education. Pursuant to its constitutional duty and by legislative enact-
ment, the State Board has the respunsibility to determine the requirements
for, and, the issuance of, all licenses and certificates for teacheys in the
public sihools of the state.* In furtherance of the above responsibility,
the Staté Board has caused to be promulgated through the Department
of Education, rules and regulations guverning the certification of teachers
who desire to teach in Michigan public schools. In light of the constitutional
policy of non-discrimination the State Board has ruled that segregation of
students af any level seriously interferes with the achievement of equal
educational oppurtunity guarantees of the state. It has ruled that segregated
schools

. fail to provide maximum opportunity for the full development of
human resources in a democratic society.”**

Michigan institutions of higher education approvefl for preparation of
teachers are directed to (1) provide an understanding of the effect of
discrimination on minority groups as well as on the majprity, and (2) to
educate prospective teachers in integratcd education progfams so that they
might further achieve the equal opportunity guarantee$ of the state in
their teaching careers. An applicant for a teaching certificate must show
an awareness that Michigan's constitution and laws guarantee the right
to equal educational opportunity without discrimination. The applicant
is responsible for creating a climate for learning based upon the pragtice
and undersianding of “equality of educational opportumt) in its fullest
sense”’ (emphasis added).'

A fair reading of the constitutional, statutory and regulatory enactments
of the state and its agencies indicates that the state has not only committed
dtself to a course leading to equal educational opportunity for all, but is
actively combating the evils of segregation in its classrooms. However, in
practice, it appears that the State of Michigan has not lived up to its stated
responsibilities. The State Department of Education, whose responsibility
it is to implement Michigan's educativn policies, apparently has neither
the funds nor the staff to implement the machinery necessary to insure
equal educational opportunity. Preliminary ubservativn suggests that few

Y Michigan Constitution, Article VIII, §3 (1963).

12MCLA 381010 (a), MSA 151023 (10). Schwan v Lansing Board of Education,
27 Mich App 391, 1§3 NW 2d 594 (1970) I

11 Admanstrative Rules Governng the Certification of Muhxgan Tcach(rs, R 390 1111
(1973) /
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institutions of higher education approved for the prepearatiun of teachers .
actually require of its students an understanding of the effect of dis-
crimination on both minurity and white students. The extent uf integration
in teacher education programs alsu appears to Be negligible” Precious Lttle
data is available to indicate the degree to thich teacher eguuatiun prugrams
have volutarily complied with the Department of Education's directives.
Some of the more progressive institutions may have adopted such a position
in the interest of a more relevant education for its students. The fact
remains that the State Board, the Superintendent and the Department
of Education have a clear dyty to enforce the equal oppurtunity guarantees
of the State of Michigan. * ]

Institutions of higher, education are under a clear duty to implemen*
courses of instruction leading to an understinding of the effect of disT
crimination on all students. They are required by iegulation to integrate
their teacher education programs so that prospective teachers might further
achieve thd¥equal opportunity guarantees of the state. The Department
of Education, the teacher certifying agency, must determine whether ap-
plicants for téaching certificates show an awareness that Michigan's con-
stitution and laws guarantee the right to equal educational opportunity,
education ¥fithout discrimination. This is at least what equal educational
opportunity means in Michigan. The Department of Educaﬁop as the
regulatory agency for institutions of higher education should institute
procedures for enforcing and implementing the above requirements. \
* The obvious question now is what legal recourse exists for enforcing a
clear legal duty on the part of state agenXies? The 1963 Constitution
authorizes the State Supreme Cuurt to “issue, hear and determine preroga-
tive and remedial writs.”'® One such writ is an action in.mandamus com- .
manding "performance.of some act or dyty created by law.'t Mandamps
may be-used on all occasions where the law has established no specific
remedy and where, in just and guod guvernment there shuuld be a remedy.'”

To warrant telief by ‘mandamus, there must be a clear legal ri
the plaintiff to the performance of the act sought to be enforced
duty sought to be enforced must be a clear legal duty. on the parf of the
defendant '* The duty ordinarily must be aginisterial one and /it is im-
material whether the duty is imposed by statlite or by case law. If a statute
‘imposes a special duty, either in terms or by fair and reasunable implica-
tion, and there is no other specific remedy, mandamus may be, awarded to
compel performance of the duty.' The Court of Appeals has jurisdiction

LY
|

. ~
1% Michigan Constitution, Article VI, §4, (1973) \

" Kosiba v Waync County Board of Auditors, 320 Mich 322, 31 NW 2d b8 (1948),
McLeod v Stale Board of Canvassers, 304 Mich 120, 7 NW 2d 240 (1942)

17 Lenz v Mayor of Detroit, 338 Mich 383, 61 NW 2d 587 (1953) ~
1% Franchese Rmft)’ v Atlorney General, 345 Mich 536, 77 NW 257

'® People cx rel Secretary of Staté v State Ins Co. 19 Mich 392 (1864) Seé also
Beechman v Austin, 42 Mich App 328, 201 NW 2d 649 (1972), Derovin v Yeager,
19 Mich App 309, 172 NW 2d 463 (1969),
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in all actions for mandamus against state officers.?®

As to who can be plaintiff in mandamus proceedings, private persons as
well as public officers and boards may institute suit. If there is more than
one named plaintiff, it is sufficient if one such plaintiff has the right-to
sue for mandamus.’’ In the case of private persons, they must have 3 -
“special or peculiar interest," as fintitles them to apply for mandamus to
compel some action on the part of said officérs. Their "nterest must be more
than that of the general puh&ex pt in cases where tht Attorney General
refuses without good reasun to act. Whether such private person has enough
“spacial or peculiar” interest as entiles him to insfitute mandamus pro-
ceedings is a matter of discretion for the court.* ‘

Necessary defendants in a mandamus priceeding are largely governed
by the general rules as to defendants in ordinary actions. The officer, body,
corporation, or person whose duty it is to perform the act sought to be
enforced should be joined as defepdant in a mandamus action. (

Plaintiffs may include a minprity student and parent, a school district,
a school teacher and posibly a civil rights and, or a fedcher organization
Whether any of the abuve named parties ur urganizations havc’ sufficient
“special or peculiar interest” is of course within the discretion of the
Court of Appeals.

Conclusion:

It does not appear that the Department of Education will act without
outside compulsion. It is apparent that the Department does not desire to
assume its role #€he leader in providing adequate education to all children
in the State of Michigan. In order %o bring this country back together,
governmental institutions charged with leadership responsibility are going .
to have to make hard and sound decisions. They cannot ignore thats
responsibility, nor may they only half perform. A few pious declarati’oﬁns"
without the force of sanctions behind them will not ir\npreSS upon an)gzne
the importance of phe task at hand, Requiring instit tions of higher eddca-
tion approved for teacher training to adequately pyeppre teachers to deal
with new probléms ‘and new demands is a relatiyely| minor requirement
when viewed in light of the tremendous difficulties facedd by minorities and
the poor in contemporary American society.

I am of the qpinion that teachers do nut mind beipg held accountable

_so long as everyune involved is also held accountable. That includes every-
one from the Legislature to the State Buard, to the Defjartment of Educa-
tion, to thé local school district down to the local principal.

/ .
0 MCLA §004401. MSA 72A 4401, as amended (1967), CR 7141, as amended
(1963) * -

i Amenfan Pharmaceutical Ass'm v Michigan Board of Pharmacy. 310.Mich 23,
16 NW 24 652 (1944)

22 Amblerg v Welsh, 325 Mich 285, 38 NW 2d 304 (1949)
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MULTI-tULTURAL EDUCATION AS PERCEIVED BY
. THE MICHIGAN DEPARTMENT OF EDUCATION

. v * Y
- \ ,
BARBARA ORT

Dr -Ort i§ Supervisor and Instructional Specialist with the Michigan State Depart-

ment of Edycation. .
a

History of Department Involvement

For many years the Departmen® of Education was supportive of the
need to teach the many cultures representative of the pluralistic nature
of the population of Michigan. The Yirst endeavor was one of curriculum
development,fand the first large, funded project in this area came from
the efforts o/ the Michigan, Foreign Language Curriculum Advisory Com- \.
mittee. Thig committee proposed a project, the acronym of which is
FLICS, “Foreign Language Innovative Curriculum Studies.” At the com-
pletion of this project, many broducts related to the teaching of culture
were available. The Department of Education has on file curriculum mate-
rials related to the objectives of the project. The materials resulting from
the 3 years of FLICS are related to the following purposes:

kl

1 To improve oral language proficiency in English of Spanish $peaking
children, of inner-city children and of the cylturally disadvantaged
rural group.

2 To develop literacy in Spanish of Spanish speaking children and tow__
acquaint them with the culture from which they have come.

3 To acquaint children of various ethnic backgrounds with the culture
and language of their forefathers, and to help them develop concepts
of culture and reduce possible ethnocentrism. / )

4 To acquaint non-ethnic background Anferican children with another
language and culture in order to reduce,ﬂethnocentrism and t# provide

!

standards of cultural comparison. ‘ )

5 To provide individual study programs in art, musi¢’and soq/ial studies
as’a cultural adjupct to foreign language learning.

6 To provide individual studyprograms for carrel use, in nonforeign
language areas, such as home economics, e éctronics, woodshops, con-

servatijon, etc. ;" !
7 To train adults in analysis and solutjefi of instructional probléms.

The problems related to the developrﬁent of curriculum material were
rﬁny. However, a few are worthy of mention. First of all, there .was a

-
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great deal of gqpflictilg vpinion among ethnic and racial, groups as to
whether| they J ted their heritage preserved thro igh the development of
materials or wetHer the|real direction for their children should be in terms
of assimation jiffto the, mainstream of Americdn culture (which remained
undefined). Tl}\ere was also the problem related to the nature of the
materials themselves, since they were unpublished materials and there was
very httlf m:tley available for dissemination. It was extremely difficult to
alert teacher iraining institutivns to the availability of the materials and
Lhe need. for them. This resulted in the materials not being widely available
to classroom fedchers, and where they were, a void existed in service neces-

ry for their{pfoper utilization. 8

The obvioys next step would have been the publ:cauon of the materials
. by leadmg texkbook cpmpanies. Textbook companies were unwilling to
publish materials without documentativn which wcruld ensure a le{;mmate
profit.. The one exceptian to the lack of success in this area was the set of
materials related to Spanish-speaking populations. FLICS completed
Kindergarten materials which are being initiated” through grade 2 "with
migrant funds. At the present time, thes¢ are being published and dis-
seminated by the Migrant Unit of the Michigan Department of Education
and the American Council of Teachers of Foreign Languages These mate-
rials haVe also been used as the bases for the cxpansnon and development
of other materials in this category . .

Frum the stage v#development uf curriculum matena]s the Department,

witi™imited funding and the cooperation of the Grand Rapids Public .

Schools, devw?jlxography which was worked on by ethnic and

racial groups. These grbups reviewed and annotated e\Lstmg materials in
the hope that teachers would become more aware of available resources.

The -Department also, through the use of Title V'of ESEA, has for
several years conducted a textbook stud) to review, the inclusion of ethnic
and racial materials in existing social studies textbooks.

About this same time, Mr. Ron Edmonds, Assistant to the Superin-,

tendent of Public Instruction, organized a committee made up of repre-

. sentatives of the various racial and ethnic groups livin {1; in ‘&{xchxgan for

cultural pluralism. The comimittee acted in an advisory capacity to the
Department for several years. Since that time the Department has added

staff members for \Wpose of advising the Department on Indian and

the purpose of advising the}.?epar;ment on future activfties in the area of

Chicano affairs an rganized a special unit Lalled “School and Com

" mumity Affairs” which ® responsible for acting as liaison between the

schools and the Department in these areas.

Need for Continued Effort - /

1§ 1s quite apparent that there is still a great néed for future activities
at the state and lucal level in the teaching of culture Suciety is faced with
the dilemma of resisting the age-old concept, of the ‘‘melting pot” which

tends to indicate a nativnal and state philosophy of asdimilation. The
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State Board of Education has faken no policy stand in this area and th
. feeling is that one reason for this is a lack of arficulation as to the desire
. of the groups involved to follow a concerted, frection 1n regard to the;
" teaching and, consequently, preservation of cdllurpl information. It appears )
evident that documentation from fhe populations in the field needs to be
" cqllected as to the directions the Department might take regarding the \
preservation of the pluralistic nature of the people of Michigan, .
If this documentation of need is not forthcomi 2, the future direction
seems to be'more in the realm of “global education.” Glopal education tends | -
surface the idea of international cooperation from a survival viewpoint,
ie. energy and defense, rather than internal enrichmeht activities related \ /
to the preservation of culture. .
" The Michigan Department of Education is constan ly alert to the needs \
of the populgce In the category of multi-cultural ducation, the Depart- |
ment in mogt cases (bilingual education being a nof,ed exception) has not \
@ received sufficient evidence of a unified policy sup;tjited by large numbers

of people which would give direction for implementation at the state level.
J ]
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TEACHER TRAINING INSTITUTIONS AND THE
NEED FOR MULTI-CULTURAL EDUCATION
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ADELFA ARREDONDO

’ . , -
Ms. Arredondo is & consultjnt with the Division of Minority Affairs, Mithigan
Eflucation Association.
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Is the United States culfurally plural? Ethnically speaking, yes. The
pulation of the U.S. is comprised of both the white ethnics (Polish, Irish,
rman, Italians, French, etc.) and the highly visible ethnic groups (Third
World people) which includes Blacks, Latinos, Native-Americans, and
F\xian Americans. American society 1s very culturally plural in terms of the
’make~up of the society. The structure of the make-up lof Ametican society
ican be plotted on a graph to show relations by the use gf percentages. When
it concerns a count by bodies, by numbers, by percentfges, yes, the United
States is culturally plural. . . ~ .
Is the United States culturally plural in terms of science, technology,
economics, politics, literature, the arts, etc.? As we relate to the experiences
that schools have given us, experiences that reflect a monocultural-white,
(Anglo if you will) middle class aspects of American society, then we are
compelled to answer, no, the United States 1s not culturally plural. Our ex-
periences in American history classes were thuse of the struggles, tragedies,
successes and contributions of white heroes, white scientists, white poli-
ticians, etc. In effect, we were exposed to one world, the white world.
Why is it, then, that in the past few years, there has been a surge in the
development of ethnic.studies? Why is it that teachers have to utilize
supplementary materials when they are wnfrunted with situations in which
they cannqr: respond truthfully? The fact is, it is common knowledge to
everyone that somehow, whether intentionally ur inadvettently, America
has not given validity to the dignity and worth of the culturally diverse
components of its Society. Educational institutions have played a very
significant role in perpetuating myths, distortions and oppression of the
highly visible ethnic groups. They have legitimized the incugcating of the
values, gualyand attitudes uf the majority, the dominant element of society
In doing so, the, have rendered the values, goals and attitudes, of the non
majority as invalid, inappropriate, deviate, and worse still, non-existent.
It is true, you can argue that Third World people can be found in the
instructional materials used by educational institutions. But in what rules
do they appear, in positive, contributory roles in the development of the ’
United States, ot do they appear in the negative, stereuty pical roles, K{cmon

--Strating struggle, conflict, or oppression, if you will? \
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There is a need, then, for multi-cultural education becausefhere presently
exists a data-deficiency among persons involved in the edutatiomal process,
a data-deficiency which not only is detrimental to the self concept of Third

, World children, but which™is an embezzlement perpetrdted on the white

, student as well Teachers have, by no fault of their o n, been processed
through a system which has the responsibilty of trainigg them to educate
children” The proplem is, they have not been trained/to teach cuTturally

! diverse children an/wledge is imparted with a maximym amount of under-

E standing for the particular need of a child. Allowantes have to be made

| for the individuality of the child The teacher canno begin to comprehend

! What a child needs until he or she knows who the fchild is, what type of .

énvironment he comes from, and what his social ptterns and beliefs and
ethics are In other words. the teacher has o acceft the dignity and worth
of the child Unfortunately, this has not been the fase in the past. A Thurd
World thild. by virtue of the fact that the envirofment that surrounds him
in the school. his teachers. most of his peers, thej values. beliefs. attitudes,
and behavior, the materials he works with. the structure of the school itself,
is alien to his culture, begins o develop a negative self-concept, his self-
confidence and self-kno ge is damaged. Dr. Aragon, Director of the
United States Office of Bilingual Educations says that a Latino student
is emotionaly werse off when he leaves a school system than before he
entered it. -°

Multi-Ethnic Curriculum and MEA posture

The answer to the problem is then tackling the curriculum. The cur-
riculum should be modified so that is reflects the cignity and worth of
Third World people and their contributions to the development of the
United States Efforts are being made on an individual teacher or school
building basis to begin to effect some change in their curriculum. But until. )
this process is institutionalized, very little change will occur among the
behavior and elivery of the multi-ethnic curriculum by school personnel.
In other words. variqus groups and organizations must take part i the
institutionalization of the cultural pluralism before the schools, colleges
and universities can effectively deal with multi-cultural education The
Michigan Education Assoc‘iation has taken the posture that the Teacher
Certification Code for the State of Michigan should require that teachers
complete as a part of their degree and certification requirements no less
than six academic credit hours in multi-ethnic studies As relates to the
desegregation order, the MEA requested that the court order the Metro-
politan District to develop and implement a policy which mandates that
all persons employed at a professional capacity within the school environ.
ment must comblete or, shall have completed no less than six academic
credit hours in multi-ethnic studies within a two-year penod begmnmg\mh
the date of implementation of the desegregation order plus a traiming pro- .
gram in a human relations componept MEA is also relating to the need for

changes within the school environment as it relates to multi-ethnic cur-

Q ™ -
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nculum development and human relations through requesting of the North
Central School Accreditation Association a gevision within the present

- cntena to include the variables of multi-ethnic clrriculum development,
uman relations, the rights“of students, and the employment of minority
roup persons. ¢

. -

ole of Various Organizations in Institutionalizing the
ealities of Cultural Pluralism. -

The most pertinent groups that must take part if our society is'to ef- *

tively institutionalize the realities of cultural plurgism in the schools,
colleges and umiversities are the state legislatures, staté boards of education,
colleges and universities, and teacher associations and unions

The following focuses on some of the tasks that each of the aforemen-
tioned must complete if our society indeed is to change the state of Third

‘orld people in a pluralistic society {60 being valid, appropriate, and
egitimate, and at the same time effectuate a more viable learhing environ-

ent for all students. o/

Role of State Wegislatures

1. Initiate and pass legislation that will:

A. Establish what racist behavior and practices are (individual and
institutional).

B. Prohibit racist behavior and practices from being conducted in the
educational ipstitutions of Michigan. !

"C. Prohibit publishers: whose materials have been found biased from
marketing those products in Michigan.

D. Mandate that the realities of our culturally plural society, both past
and present, be reflected in the totality of that whick is the school,
college, or university. ’

v E. Charge the state board of education to implement the above legis-
lative provisions and ptrovide the necessary allocations for imple-
menting the chargg-effectively. : .

.

Role of the State Boards of Education

The major, function of the state boards of education will be to implement
laws on cultural pluralism as passed by the respective state legislature
In carrying out their responsibilities, state boards should consider the
following actions:

1. Establish a curriculum department on cultural pluralism (Al general
education would be a part of this department). The function of this
department‘would be as follows: e

A. Develop and,or refine present instruments for assessing ethnic
biases in instrumental ma&r 1.
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. Develop culturally plural material for all subjects K-12 including
lesson guides. .

Provide each school district with lists of instructional materials that

have been assessed both as ethnically biased and free of bias.

Provide consultapts to assist local school districts._in implementing

the realities of cultural pluralism.

commend to'local school districts to establish a department of cultural
plukalism in“curriculum whose role would correspong, with thaL recom-
mended-at-the state level.

3. Employ a multiracial staff. There should be at least one.member from

of the Third World groups.

4 Establish as a requirement for teacher certification and continued
teacher tenure 3 minimum of twelve college credit hours in areas such
as institutional and individual racism, cultural plurahSm, etc.

5 Mandate bilingual and bicultural programs be established wherever
there at least ten children whose language at home is not English and
“they (the children) cannot speak, read, and,'or understand English

' and/or read and write the language spoken at home.

6 Develop and ‘or refine present instruments for assessing ethnic bias in
achievement and intelligence tests. r

7. Evaluate all intelligence and achievement tests for ethnic bias and
prohibit ,t'he use of those found to be blased

Role of the Local School Boards and the Local Teacher
Associations or Unions -

Becau legislation in some states, teachers as well as other publi¢
employees have the right to negotiate with their émployers an agreement
(contract) relative to their conditions of employment. The scope of thcse
conditions in many instances included curriculum, In light of thxs, the
tasks presented in thig section will focus un two primary funcnons———those
that can be answered by the mandate of the local boards of educatnon and
those that can be' answered by collective bargaining.-

.
LY

1. Tasks to be answered by mandate of local school boards.

A Establish a department of curriculum on Cultural Plurahsm, whOSe
role would be: . . .
1) Evaluate ethnic biases in the dlstnct s, mstrucﬂona] matenal

. 2.) Develop culturally plural material for all subjects K-12_in-

cludmg lesson guides. - W - o
3.) Provide consultative servic each school of the dasmct as s

they procéed in implementing the realities of cultural. pluralism.

4) Identify and share with each s¢hool the presently sting mater '
rial that can be utilized in effectuating cultural pluralism i xr]

classroom. -
4% '
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B. Evaluate locally used stazdardized achievement and intelligence tests
for ethnic bias and disqontinue those found to be biased.

. Tasks to be answered by the collective bargaining process.

A. Establish what racist behavior and practices are—individual and
institutional. {These can follow the state criteria if those are de-
veloped.)

B. Prohibit the racist behavior and practices from being conducted in
the local school district, violation of which would result in reprimand,
suspension, and/or permanent dismissal.

C. Mandate that new teachers employed will have had at least twelve
college credit hours in areas e.g. cultural pluralism, institutional and
individual racism, etc. .

D. Mandate that teachers and administrators presently emplayed will
within a three-year peridd acquire at least twelve college credit
hours in areas e.g. cultural pluralism, institutional and’ individual
racism, etc. -

E. Mandate an indepth and on-gomg msemce program, one whose
length is greater than a day, sustaining, and is free of internal inter-
ruptions and conflicts. Such an jnservice should include the following
or similar program topics. “Institutional and Indnvndual Racism,”
“Estabhshmg 2 Curriculum with the Realities of ’Cultural Plural-
ism,” “Values Clarification,” “Instructional Material and Ethnic
Bias,” "'Institutionalizing and Implementing the Realities of Cultural
Pluralism,” “The Cognitive and Affective Domams, etc.

F. Mandate that Third World people will be employed at all levels in
* the school district. , ,

)
v ¢

- Role of the Colleges and Universities

Mandate that the realities of cultural pluralism both past and present
be reflected in the totality of that which is the college or university.

Mandate that all degree programs will have as a basic requlrement,

traiming 1n institutional and individual racism, the realities of cultural

pluralism, development and utilization of multi-ethnic instructional

matenals, the evaluation of instructional material and standarized tests
r ethnic bias, etc.

3. Mandate a culturally plural staff at all levels.
4. Prohibit racist behavior and practices from being conducted at the

college or umversity by establishing what that is and making the viola-
tion of such grounds for dismissal.

. Mandate that all inservice conducted with school districts be con-

tingent at least un the required participation by the immediate super-
visors of that personnel involved.

\
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Conclusion . e

. e f
The aforementioned tasks are recommendations presented by the Michi-
gan Education Association. The educational institutions must be con-
fronted'and held accountable. They must begin to effect curriculum change,
change that will be respective of, responsive to, and meaningful for all
, ~ members of this cultural plural society.
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1 EXEMPLARY PROGRAMS OF MULTI-CULTURAL
EDUCATION IN TEACHER TRAINING
INSTITUTIONS . ,

~ DoNaLp PECKENPAUGH

Dr. Peckenpaugh Ls'Supenntendent of the Birmingham, Michigan Public Schools

¢ A S

In order to improve the multi-cultural educational program in the
Birmingham Schouls, a committee of teachers, administrators, and parents
recently made an intensive study of curricular content, instructional mate-
rials, and personnel practices of the district. The joint committee recom-
mended specific affirmative steps in each of these areas. One of the activi-
ties has special interest for those desiring to improve teacher training in
the area of multi-cultural education.

We wrote to the Deans of the Schools of Education in major colleges and
universities and told them that when considering candidates of equal
qualifications, that the Blrmmgham Public Schools will give special con-
sideration to those individuals who have had personal experience or fornial
training in the area of minority group studies. We stated that the formal
training we have in mind would be designed to provide candidates with an
understanding of. the effect of racism on decision making in our society ;
the effect of prejudice on the life chances of individuals in our society;
and the tontributions of mmority groups to the American culture.

We requested a description of the programs designed to deal in a clear
and direct way with these concepts and understandings. A total of 122
requests for information were submitted to the colleges and universities
with whom we have regular placement contacts.

In no way could the responses be considered a careful study, but the
replieS were interesting. Our major effort was to stimulate interest in
changing programs. I believe that we did.a bit of that and I know we will
continue that effort. We will be summarizing our findings as the next step
to stimulate. We received no reply from eighty colleges and assumed that
they had no sigmificant program. We received replies from forty two which
indicated some attempts at dealing wjth the three topics.

Even among the group that responded, a large number of replies revealed
no special program. Casual inspection showed that thirty colleges had made
some significant development in this area. The model answer was to provide
a listing of courses which could be elected from the total university offenng
Several mentioned special, separate programs, the most frequent being in
Black Studies, Urban Education, or Teaching of Educationally Disad

vantaged.
o0
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It seems that most Major universities hive dozens of special col rs}es
that treat multi-tﬁ?ixral education. Many opportunities do exist fof In-
tensive study in areas’ for students who have a special interest. Us lly,
these experiences are not required, and the majority of students dd not
seem to become involved in them. The programs of Indiana University
and Kent State University are especially outstanding. They offer what
appears to be fine selection of optional programs in Multi-cultural education
and other collateral training. .

Three universities offer an approach significantly different to deserve
commendation as exemplary programs. They exist In state universities in,
the three bordering upper midwest states of Wisconsin, Minnesota, and
Michigan. !

The Wisconsin Department of Public Instruction has a specific ad-
ministrative code requirement in human relations w%ich requires that.

(A) Preparation in human relations, including intergroup relations, shall
be included in programs leading to initial certification in education.
Institutions of higher education shall provide evidence that prepara-
tion in human relations, including intergroup relations, is an integral
part of programs leading to initial certification in education and that
members of various racial, cultural, and economic groups have par- N
ticipated in the development of such programs.

(B) Such preparation shall include the following experiences.

1 Development of attitudes, skills, and techniques so that knowledge
of human relations, including intergroup relations, can be trans-,
lated into learning experiences for students. . .

2. A study of the values, life styles, and contributions of raclal, cul-
tural and economic groups in American society.

3 An analysis of the forces of racism, prejudice, and discrimination
in American life and the impact of these forces on the experience
of the majority and minority groups.

4 Structured experiences in which teacher candidates have opportuni-
ties to examine their own attitudes and feelings about .issues of
racism, prejudice, and discrimination. .

5. Direct involvement with members of racial, cultutal, and economic
groups and,‘or with organizations working to improve human rela-
tions, including intergroup relations. )

6 Experiences in evaluating the ways in which racism, prejudice, and
discrimination can be reflected in instructional materials.

The University of Wisconsin-Madison, and the University of Wisconsin-
Stout, each have developed an approach to meet these requirements. Re- .
quirew which mandates “Direct involvement with members of
racial, cuttufal, and economic groups and,or with organizations working
to improve human relations, including intergroup relations” is satisfied
through a set of fie]d experiences. The other requirements are met through
. Q ‘ ’
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an indivjdually selected prugram using a variety of courses offered by the
university. Each student bears the major responsibility for organizing an
appropriate program of courses and field experiences. The faculty teaching

] the courses have submitted documentation fur each course for each code
point, -

Study of the course listing reveals that almost every course listed meets
two or more of the points in the code. However, there seems to be no more
courses directed at the multi-cultural €ducation area than at comparable
mstitutiofs. The requirements for ‘‘a study of the values,| life styles, and
contributions of racial, cultural, and ecunomic groups in American society”
could be met by seventy-one courses at University of Wis¢onsin-Madison.
Although the relationship to multi-cultural education is obvious in seven-
teen of the titles, it does include some questionable ones in the other fifty-
four, indludinggsuch far removed ones as “Teaching Language Arts,” “In-
troduction to ance, Movement Therapy,” “Children’s Literature,” “Story
Telling and Oral Literature,” “Health Core Systems,” and “Introduction
to Communicative Disorders.”

The program at University of Wisconsin-Stout is slightly less minority
culture oriented, particularly for the field service experience. It puts its
major emphasis mote on the human relations 3spects, such as self, self
awareness and the development of positive self concepts, the nature and
condition of man the human being, the many facets of individual differences
within the framework of human growth and development. In support of
their position, they point out correctly in their descriptive literature that
in the state administrative code the term “minority” appears only once

The state department in Minnesota also has adopted a regulation on
human relations education for teachers. The ‘teacher training institutions
in the state and other educational organizations, including public school
systems, are implementing preservice and in-service programs. This is
necessary because the regulation requires that all candidates for a teacher’s
lieense must have met the requirements before they receive a license. All

-teachers renewing lheilxlicense must meet the same requireménts.

"The University of Minnesota at Duluth has been one of the first to
develop a special program. Their program requires a six unit program of
study in a competency-based, individualized program. The units are-

1. Understanding the Countributions and Life Styles of Various Racial,
Cultural, and Economic Groups in Our Society.

2. Self-concept Development (special emphasis on minority group
pupils).

3. Dehumanizing Labels and Stereotyping.

4, Human Education.

5

6

e

. Analysis of Classroom Interaction.
. Personal Asessment.

These learning packages include direct personal experience with cul-
turally different people, In terms of time and effort, item number one
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which relates_to multi-cultural education is by far the mgst demandigg.

In addition, somg students elect additional course work in figlds of interest.
The third program to be mentjoned is at The University of Michigay.

. There, prior to student teachitng, students are required to elect threr} N
courses from a prescribed list uf courses in urdsr to meet the multi-cultura
requirement. The list does not include education courses nor non-credit

courses in order to increase the breadth of ex\>erience vutside education

and to leave the education hours unrestricted. Approximately half of the
first year list of 241 courses is in the field of Afro-American or African

Studies. One special course, “Teaching for Cultural Diversity,” offers

teaching techniques and strategies fur implementing a multi-cultural cur-

riculum. A knowledge of materials appropriate for teaching cultural con-
tent, and the ability to develop and evaluate such materials is included.

There has also been an attempt to integrate the multi-cultural concept in

the education courses, in order to provide some exposure to multi-cultural
education. . -

As a practicing administrator and one who is especially inf rested in
how students learn, and how people change their beliefs and fctions, I
would like to offer ten hints for those who are developing multi-cultural
programs. :

1. Avoid the lecture and reading approach and provide far student
involvement, at least in a part of the program. The field ¢xperience
out in the community with the culturally distinct, and wit children,
provides a type of learning which can not be a second ha;ld experi-
ence. Do provide some direct “people” experience as well as the
4book” activities. ’ -

2. Do not focus on information, but put an emphasis upon attitudinal
changes, The cognitive is usually overemphasized in college courses,
with little attention tho the affective domain.

¥ 3. Do not limit the program to human relations, nor only to multi-
cultural education. Neither takes on the full dimensions, nor fills the
void, unless the other is present. -

4. Avoid the “professor developed” set of learning experiences by in-
cluding the contributions of students, teachers in practice, and
citizens (particularly the culturally distinct). Active participation
of community consultants adds a special impact: Professor are
usually white and always middle-class and cannot proyide adequate
exposure to other value systems.

' s
5. Forget the courses already iieveloped for other purposés and devel
new courses based upon your objectives. Only by accident cano[i
course already in operation at the university meet the objectives,
certainly hundreds do not meet the objectives. '

"6. Move out of the Department of Education for your expertise.
"Specialists in Urban Studies, Social Psychology, Social Anthropology,

Q . -
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Histo ,Ah/ d Political Science have a special contribution dlfferent
fromf’the educator.

1. Develop an ipdividualized, prescribed program. Consider diagnostic
placement and review. Do not give the same treatment to each pupil
despite his special interest, abilities, and entering knowledge and
beliefs. If somhe do not attain the objectives, do not certify them as
teachers. Do hot certify them as teachers until they have attai

8. Present an intégrated, continuing set of experiences throughout” the
»* . .
preservice training, rather than a one-shot (or three-shot) exposure.
Teaching in such an area can.not be compartmentalized; in order
for the learning to be effective, it must permeate theﬁ)tal experience

9. Have compulsory requirements to insuré balance of*experience. Use
voluntary evcpenences only a$ supplements to .the core activities. A

» narrow focus in a minority culture is certainly not a mult}-culture
experience. . :

10. Develop a competency based program. Focus on learning, not on
teaching. A competency attained is crucial; a concept presented
is only secondary. Three courses “taken” do not mean that the at-
titudes have “taken.” w

In summary, it should bg emphasized that school districts now are looking
to the teacher training institutions to provide multi-cultural training for
those who will teach. Full preparation now includes a multi-cultural com-
ponent. More is required than a manipulation of course requirements by
the colleges and universities. Teachers are desired who are trained so that
they can transmit to our pupils our multi- cultural heritage. oo

. .
>
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MULTI-CULTURAL TEACHER TRAINING .PROGRAM
AT THE UNIVERSITY OF MI\CHIGAN -

GWwWENDOLYN CALVERT BAKER

Dr [Baker is Assistant Professor of Education m the School of Educatlog, The

University.of Michigan. .

4

During the past decade it was.extremely necessary to be demanding as
well as explicit in articulating the need for multi-cultural education. The
necessity to be as forceful in justifyjng the needs to recognize diversity
during. the seventies is not diminishing. However, the country is becoming
more cognizant of dwersnty, which I feel can b attributed to the third
world actjvity of the past few years—initiatel primarily by Black Ameri-
cans. . t )

People appear to be somewhat more concerhed about ethnicity and cul-

tural identity and these concerns are being expressed in a variety of ways.

Communities are beginning to sponsor and foster ethnic hcrit&ge affairs

and events. Schools” are planning for changes in curricula that reflect and

acknowledge the various ethnic and cultural groups of our society. In-

dividuals e assuming more pride in their ancestry and are no longer
hiding ethnic or cultural approaches and responses to tit¢ir unique, and
personal sty les of living. In general, it is somewhat safe to conclude that as
we aproach the mid-seventies, people appear to be more relaxed and are
begining to find some aspects of, freedom in a society that at one tlm&

tolerated little if any diversity. ) y

However, this does not mean that the goals and concepts inherent in '
cultural diversity do not need determined and definite approaches that

will insure the development and implementation, of multi-cultural education

at all evels. These goals do not focus on integration for the sake of inte-

gration nor do they rely om separatism for survival, Multi -cultural educa-

tion implies an approach that promotés individual freedom for all persuns

to retain the uniqueness and integrity of their cuftural heritage. It is a

means through which third world peoples can find freedom, peace and .

equality in a society that has long denied their existence. It is a<means

through which others can be made to realize that thweﬁ;_mjwt:ch we
livé is not mono-cultural. It is a w3y of eliminating elements of ethno-
" centric behawdor responsible for discrjmination and racist practices that

have been allowed to exist. In essence, we have made some beginnings but

the end is far from being In sight. a .

Earlier, I mentioned that schools were begmmng to respond to cultural
diversity and this is perhaps where I would like tv begin and share with you

some experiences in teacher training that indicate and support the notion

that some educators are attempting to address themselves to the h eds

of rlnultl-culturaﬂ educationy
Q
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During the Spring of 1972, the School of Education, Uniyprsity of
Michigan was informed by the Ann Arbor Public Schools that the Master
Agreement between the Board of Education and the Ann Arbor Kducation
Association had imcluded a section that would haye some implication for
our program. The section referred to the preparation of student teachers
in the area of multi-ethnic education. In fact, it did more than refer to
the preparation of our student teachers in this area but stated.

Beginning the 1972-73 school year, no student teacher shall be accepted
. by the Ann Arbor Schools unless he can demonstrate attitudes necessa

to support and create the multi-ethnic curriculum. Each student teacher

must provide a document or transcript which reflects training in “or

evience of substantive understanding of the multi-ethnic d&mmont)
v - " experience. (Ann Arbor Public Schools, 1971-73, p. IQ

This indeed had meaning for the School of Education because at that
_ time there were no visible indications of multi-ethniaty ot multi-culturalism
evident in the ffrmal curriculum of our teacher training program except
the Urban Program in,Education and the Program for Educatxonal Op-
portunity under the direction of Dr.” Charles Moody.
The school faced a dilemma. ‘\pprommatel} one thousand students had
to be prepared to meet this requirement in less than six months. -The
, Winter Term was half over and the Student Teaching assignments for
Fall were in the process of, being made. There was no feasiblé' way at that
. point in time to adequatély prepare our students but we knew we had to
try to do something. A committee was formed and our task was two-fold.
1) to plan some experience for our students that would qualify them for
student teaching in the Ann Arbor Public Schools {approximately three-
fifths or more of our student teachers are placed in the Ann Arbor Public
Schools for student teacher training). 2) to plan an integrated and long
range teaching programjfor our students in multi-cultural education. Our
tashs were defined and we began what appeared tv be an impossible task.
We accomplished our first task by.designing wotkshops that would in
essence expose students to the concept of multi-cultural education. Our
Fall Workshop was not the moust successful but, according to the research
pruject that we conducted during the session, it did make an impact on
. some students (Baker, 1973). We made many mistakes on the first work-
shop and began immediately following the fifal session to plan ‘for the. .
Winter Workshop. The 1973 Winter Multi-Cultural Workshop was a
tremendous success’ A choice of participation in over seventy-five sessions
was offered fo the students These included a varniety of ethnic group con-
tent uriented presentativns as well as sessions that stressed methodology .
In spite of the fact that the Winter W orkshop was successful, we Knew
that an honest response to the needs for multi-cultural training had to
.involve students in a more intensive and extensive type of program.
Subsequently, the Multi-Cultural Program Committee identified three
areas in which they felt students needed preparation f multi-cultural
education was to have any impact at all The three areas were Knowledge,

v
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mittee set about the tas abf also identifying specific objed¥yes that would
help guide us in plgfining specific ways to achieve our gdals. A 1ist of
objectives was deyeltped and officially adoptefl by the School of Edycation, )
The University of Michigan (see “Mulf=Cultugal Objectives for School -
of Education,” following this paper). In an attempt to accomplish the
objective of the Knowledge Component, we Jestablished a multi-cultural
course requirement for all students planning to hecomé certified by our
. institutioh. A list of courses that were offered in unijs throughout the
university that appeared relevant cultural copcepts was identified.
Students were then required to elect three of these courses@rior to their
student teaching experience. We allowed a year for students to make this \ .
adjustment in their ‘sc'hedules and the requirement will be in effect Fall

Philosophy,” and Methoddlogy. Once the aireas_ were igl%ﬁed; the com-

1974, —~ ’ ‘ e
The Philosophical Component, in theory, was to be achieved as a result

of the required course work plus the coursa offerings in the Sogtal Founda- .

tions Department™ The Methodology was expected to be integrated apto L

all of the courses offered in methodolgy One new methods course called .
“Methods for' Multi-Cyltural Educdtion” has been established in the
Teacher Education Division and 'there is evidence’ that sofne , professors
.are making honest and effective attempts to idtegrate multi-cultural con-
cepts and approaches in their classes but not all are. THe sumnier schedule
, of 1974 will offét several courses that will fdcus on multi-cultural edugation. |
In an effort to involve the community and to earich dur curriculum we '
hayéﬂsvelope\d a Multi-Cultural Lectgre Aorkshop Series that students
and teachers may participate in on a voluntary basis or for course credit.
There bhave been two important elements in the development of our
Multi-Cultural Training Program that have aided its growth. First of all,
Dean Wilbur Cohen and Associate Dean Frederick Bertulaet are commutted
to the need for multi-cultural training and are supportive in many ways.
Another important element of the total Multi-Cultural Program has been ,
the emphasis and work of the Program fot Educational Opportumty.
From._its infeption, the need for edication in this area has been recogmyzed.
Several conferences, lecture series, workshops and technical assistance .
have been devoted to this topic under the direction of Dr. Charles Moody. - ,
At this point we feel.we have made a beginning but are not Satisfied
witli our present plan We are, however, encuyraged by’ the student respunse
and acceptance of the validity of the training.
Our program is presently being revised and it is the hope of myself and
the committée that within the next. three years, a more effective plan for
_ training teachers to, teach ‘diversity will be developed

: ) \
REFERENCES . .
Ann Arbor Public Schools and Ann Arbér Education Assoaation “Negotiation 4 625,
Master Agreement, 1971-73 ‘
Baker, Gwendolyn C “Multi Cultural Training for Studcnt‘ TReachers * The Journal
of Teach¢r Education, Vol XXIV. No' 4, Winter 1973
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UNIVERSITY OF MICHIGAN
1973 ¢

'MULTI-CULTURAL- OBJECTIVES FOR'
SCHOOL OF EDUCATION .
/ . « W
“The following set of objectives apply to any member of the School of
Education—students, faculty, or other staff—who_ are responsible for
academuc programs of the School or who are participasts in such programs

They were developed by the Multi-Cultural Committee and adopted at
the November 15, 1973 Faculty Meeting of the School of Education” ~

I. KNOWLEDGE - t .-

1) To expand the participants’ knowledge of their own and other
cultures .. A

2) to deepen and to increase the participants’ awareness of thef’gown
cultural identity '

3) to help participants develop a. better understanding of various
ways to expand their contacts with other cultural groups, and to
bécome better acquainted with their own cultural roles

I1. PHILQSOPHY

1) to develop the participants’ capacitiés for humane, sensitive and
critical inquiry into the nature of cultural issues, particularly as
these may relate to education

2) to study~the aesthetic, epistomological and ethical interrelation-
ships of cultural life in the United States and elsewhere through
their psychological, social, economic, and political dimensions

3) to increase the barticipants’ capacity for examining their own
cultural attitudes and values in the light of history and the current
situation -~

4) to augment the participants’ abilities for envisaging future devel-
opments and enggeing in planning for cultural interchange within
an emerging wox society '

111. METHODOLOGY .

to help participants develop the ability to develop and plan

multi-cultural learning experiences by: .

1) investigating, developing, and testing suitable teaching strategies
for a multi-cultural curriculum

2) increasing skills in locating, developing, and using instructional
resources for multi-cultural education

3) learning to assess the effectiveness of a multi-cultural cursiculum

P
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v+ TEACHER TRAINING INSTITUTIONS
\ QUESTION'NAIRE* : ,
Results

of zhL eighty-eight institutions of higher education in the State of-.
Michigan, twenty-eight grant certificates in the area of teacher education.
It was to these twenti -eight colleges and universities that we addressed
ourselves in, order to acquire information concerning ““Teacher Training
Institutions and the Need for Multi,@{ltural . Education.”

Some questions we thought pertingnt to our inquiry were. Is there an
effort on the part of colleges and phiversities to pattern theircurriculum
after the needs expressed by school districts where student teachers are
placed? If not, are trends in curriculum implemented by their own volition?
pressure by students? by state and local educational association? by
pressure groups? Have students felt or recognized a need for (more) multi-
cultural learning experiences as they attempt to relate, teach and reach
children in schools in which they are assigned? Are schools sufficiently
meeting the needs of their students ffom a multi-cultural aspect?

The list of questions could go on indefinitely. Nevertheless, it was at
this point that we felt we could begin, to roughly outline a questionnaire
which, T the final analysis, would answer some of the questions and yield
conclusions, implications for " the eddcational process, as well as for
educators. '

The following is the questionnaire with the total results as indicated by
twenty-twvo of twenty-eight (79%) teacher training institutions in the

state of Michigan. R

]

* The qu?Stior;nairc was designed and adminustered §y Alva Keith Guy, Judith Fields
and Lorraine Buffington, Ficlts Service Specialists for the Program for Educational
Opportunity .




" TEACHER TRAINING INSTITUTIONS
QUESTIONNAIRE

-

1. Please list the school districts in which sludent leachers from_ yOur

institution are placed.

Student teachers are placed in district: from the immediate vicinity,
as well as places as far as the Upper Peninsula, Wisconsin and areas of
Canada. Ann Arbor, Birmingham, Grand Rapids and Wayne County,
_as well as some school districts which were not specified by the college
or university int, require multi-cultural preparatian as a prerequmte
for student teac}xmg or teacher placement.

. Do any of the above disticts require multi-cultural course work as a
condition or prerequisite for student teaching?

Yes § ) No 17
If yes,howmany? ................
(Please place an asterick by those districts listed that require multis
cultural courses as a prerequisite to student teaching.) .

. Does your institution presently offer multi-cultural courses as a part
of the course offerings curriculum?

Yes 17 No §

A If yes, when did’such courses become a part of the curriculum?
1960’s - 6. January interim - 1
1970’s - %, No answer — 8

B. If no, is your institution planning to add multi-cultural courses to
its curriculurh?

"Yes 1 .No 4

C. Whenj ‘Comments:

..the’ need is recogmzed yet lhere are no plans. .
..no definite plans as of now.

.. as instructors recommend them ..
. .not unless the demand reappears. ..”

-

"

. If your institution is not planning to add multi-cultural wourses, would
you please indicate to the best of your knowledge reasuns for not doing
7 : :
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Of the four negative responses one institution responded to this questson. 1
The reason for not implementing multi-cultural .education into their
curriculum is that there is “no pressure or perceived necd ”

. Have any of your students expressed a desire to have multi-cultural

courses made a part of the cufriculum?

Yes 9 No 13 . -

. ff yes to the above, approximately how many?

(Please estimate in terms of percentages.) ....~..%
Range from 1% to 75%.

A, As a required coarse?
Yes 3 o -

&, As an elective course? * . . ‘ N
Yes 8 ' . . . .

('I:wo institutions responded afﬁnnatIVely to both A and B)

This chart .indicates the population of mmonty school (_hnldren i se
cities where teaché'r training institutions in Michigan are located.

= Teacher
. e School  Traiming
City * County Population Minority Institutions

1. Adrian Lenawee 8.431 369 2
’2. Albion =~ Calhoun 3,522 34.9 1
3. Allendale Ottawa - 689 2.7 1
4. Alma . Gratiot 3,941 6.6 1
5. Ann Arbor Washtenaw 19,643 136 1
6 Berrien Springs Berrien 2,248 155 1
7. Big Rapids Mecosta 2,524 . 9 1
8. Detroit Wayne 279,558 69.1 4
9. East Lansing -Ingham 4,377 9.1 1
10. Grand Rapids Kent 33,824 291 27
11. Hillsdale Hilsdale 2,193 | 6 1
12. Holland Ottawa 5,415 153 1 R
13. Houghton Roscommon 1,617 3 1
14. Kalamazoo Kalamazoo 15,915 211 3
15. Livonia Wayne 37,587 9 1
16. Marquette Marquette 4,832 15 1
17. Mt Pleasant . Isabella 4,806 53 1
18 Olivet Eaton 1,184 17 1
19. Rochester Oakland 9,607 9 1
20. Sprmg Atbor* Jackson 1
21 Ypsilanti Washtenaw 7477 259 1

MICHIGAN ' 2,183,100 16 1 28

March 21, 1973 State Department of Education, Racial Ethnic Census

" **School children attend Western Public Schools. Minonties constitute 55 ot the
total school population

Q . 61
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On the basis of the questionnaire results, the resporises seem to reflect,
and the implications may lead one to believe, that teacher training in
stitutions 1n the state of Michigan have little concern regarding muylti
cultural education. . T

According to the March 21, 1973 Michigan State Department of
Education Raaal Ethnic Census, the population ,of children enrolled in
public schools throughout the state totals 2,183,110, of which minority
students represent 16.1 percent. Yet regardless of the number.of minority
students in schools around the state, their very existence is significant
and cannot be ignored by those institutions content to let multi-cultural
education rest until the “demand reappears.” ’

One must consider that sincere change to implement a strong. and
meaningful multi-cultural program in the curriculum dees greatly depend
_upon the acceptance of ethnic and cultural diversities by educators®
Meaningful change, regardless of the situation, does take’ time. Never-
. theless, is it too great to ask that our teacher training institutions stop’
perpetuating the mere dissemination of a single culture and its history
and expand to include a curriculum which reflects the nature of the society
which they (teacher training institutions) setve? Indeed, these ‘were the
cries and demands which were heard so frequently (especially) in the*

1960’s. .

There is still a need for multi-cultural education, inasmuch as America
reflects and will continue to reflect a multi-cultural society. So the need
for multi-cultural education should, therefore, move these educators to
initiate, seek out, and implement the necessary experience vital to per-’
spective teachers and the children they teach in spite of their ethnic back-
grounds. With this, the question remains. How much tiroe is needed beforé
effective change by educators is initiated? How much longer can our

. school children wait? Can teacher’ training institutians,afford to pro-
crastinate until “. . . the demand reappears,” until there is “pressure,”,
or until the “perceived need” is finally recognized or dcknowledged?

' Comment made by one teacher traming nstitution .
¢ Baker, Gwendolyn C., “Multi-Cultural Education s a Force for Change” In-
novator Vol 4, No 12, April 16, 1973 ‘
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- PART I'

APPROACHES TO DEVELOPING MODEL.S
FOR PROFESSIONAL GROWTH AND DEVELOPMENT

February 28-Maich 1, 1974
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INTRODUCTION

R CuariLes D. Moopy, Sr.

J

Dr Moody 15 Director of the Program for Educatlor;al Opportunity and Assistant
Professor, School of Education, The University of Michigan

. “That there is great need for better programs of in-service education
is rarely contested. Our rdpidly changing culture and its implications for
curriculum changes, the continuing increase in pupil enrollment and
numbers of teachers, the continuous addition to our knowledge in general
and particularly our knowledge about children and youth and the learning
process all, in cumulation, mean that professional schopl people need, to .
work continuously to_keep abrfast of what they must know and must be
able to do. They need help, too in the form of carefully planned and,
creative programs of in-service education. There are many indications
that such programs are becoming mcreasmgly common, but it is also
apparent that much of what goes for in-service educatxon is uninspiring
.and meffective” (Corey, 1957).

The above passage was written in 1957 but much of it is still valid today.
The articles found in these proceedings are evidence of attempts by educa
tors, soctal scientists, and psychologists to develop models of in.service and
staff development that will be more effective.

When the Planning Committee began its sessions, one thing was voxced
by the ma]onty of its members, that being the fact that we could not
mention the ‘term in-service it the title of the workshop, as that would
surely turn of( many of our potentxal participants. Swansburg (1968)
makes a very valid point about ‘the terminology surrounding in-service
education in the following passage:

Don't let words build images of in-service educatiors as being a r;1any
tailed monster. It is not! In-service education is a perfectly respectable
term. Take your choice of one of the other terms like “staff develop-
ment” or “continuing education.” They are actually synonyms for in
setvice education. Pethaps they should be left as just synonyms and we
should establish as a definitfon that in service education is all education
that takes place while an employee is in the service of an employer.

The term that we use is important the definition of the term is impor-
tant, but there are several uther issues that I personally deem to be most
important and should have top priority.. They are the effective planning
and implementation of activities to be carried vut in the name of in service

~.. 65
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education, and the commitment of the school district through budget
allocations and time. Without the latter two, all else might be in vain. -

What is the status of information for practitioners and uther persons
responsible for in-service education and where do they find it? Aside from
a few milestone publications such as the 56th NSSE-Yearbook entitled
In-Service Education, there is not much available for the practitioner in
his in-service egorts Research in the field is meager. Reports of pracerxces
are sketchy antl tend to be reported as local “'sticcess™ stories rather than
as objective descriptions. Good case studies are a ranty, and to the author's

*knowledge, a handbook describing practices in any extensive way simply
does not exist (Harris and Bessent, 1969). .

However, Robert Bhaerman (1974) cites two pieces of research in the
area of in-service education. The first of these studies described by Bhaer- *
man is one done in the late 1960's and conducted by Alice Miel of the
Teachers College, Columbia University. The study compared 1966 data
with 1956 data on the nature of in-service activities throughout the country
focusing on elementary school teachers. “

Those items in the study showing marked prevalence in 1966 (compared
with 1956), were. using new media, rationale for change, organizational
changes, utilization of consultants, salary advancement, and the use of
summers. The major “problems” identified by respondents, who were
supervisors primarily. were (1) financial support for in-service programs,

~and (2) “the role of teacher organizations in resisting overtime work.”

The second study described was Dr. Lewis Rubin’s “A Study on the
Continuing Education of Teachers,” conducted by the Center for Coor-
dinated Education, University of Califofnia at Santa Barbara, 1969. 1T~
details and in-seryice education project in which he and his culleagues at-
tempted to train more than 500 teachers to teach selected skills to, some
15,000 students ranging from grades one through ten in twenty- seven
school districts in the country.

Among various findings of the study (related to teacher learning, teacher
effectiveness, ‘individual differences in teachers, and teaching styles, as
well as to the relative effectiveness of this parucular approach to con-
tinuing education) were the following. (1) that a practicing teacher makes
an excellent trainer of teachers, (2) that changing the behavior of a group
is often easier than changing the behavior of an individual, and (3) that
the importance of much in-service effort is attributable not to teacher
resistance but to the ineffectiveness of the educational system used.

It has'been our experience at PEO over the past four years to witness
that the effectiveness of in-service programs is directly related to thé
amount and quality of involvement of the persons to be affected by those
changes and activities planned. The amount of ownership that staff, stu-
dents, and citizens had in the in-service was reflected in the kind of
enthusiasm for the program, the continuity of activities, and the amount
of institutionalization of the changes bruught sbout by the in-service The
work of Miel, Frazier, and Rubin (discussed in Bhaerman, 1974a, 19741))
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all point out the critical need for involvement of staff in the planning and
implementation of in-service activities as well as the need for agreement
| on guals and needs, and an acknowledgement of the value of these activities
i ' by the power structure (Bhaerman, 1974). The fact that there is a need
for the power structure to value the activities of fmservice should not and,
in fact, cannot be taken as a license for the superint
board to hand down directives un in-service based on super
documented needs of the staff. This has been one of the issues thatooms
most frequently as a cause for rejection of in-service.

The major reason for in-service education is to promote the continuous
improverpent uf the total professional staff of the school system (Haas,
1957). I would agree with these words fully, however, I think that the
utilization of non-professionals in school would .require us to include the
total staff and as much as possible students, parents and school board
members in our in-service activities. These persons have been found to be
very important in bringing about positive change in school systems,
especially where desegregation is a major task. By their involvement, they
have bought ownership into the in-service program by bringing a wealth
of talent, resources, and expe\{i:: to bear on the issues. (

As pointed out earlier, the redearch around in-service is meager, how-
ever, Hermanowicz (discussed in Wailand and Bessent, 1969) did an

N interviey study of beginning teachers in twelve states and found a general
dissatisfaction with in-service programs. Most of those interviewed be-
lieved that in-service programs were greatly needed, but that existing
programs were severely inadequate. Sume frequently expressed criticisms
were that programs were dull and useless because they were too general,
poorly timed, or devoted mainly to administrative housekeeping.

This introduction is intended to point out some of the needs in the area
of in-service education a¥ viewed from my perspective as well as some
guidelines and models developed thus far. The Guidelines for In-Service
Fducation presented by Cecil J. Parker seem to be widely accepted and
quoted. These guidelines were formulated based on (a) the concept of in-
service education, (b) the current growth needs of teachers, supervisors,
and administrators (c) the psychology of change, (d) recent research in
the field of ikservice education, and (e) the experiences of schools and -
school systems with in-service education activities and programs The
following are the guidelines set forth by Parker."

. Guideline 1. People work as individuals and as. members of groups on
problems that are significant to them. ,

Guideline 11. The same peopl% who work vn problems formulate goals
and plan how they will work. i

Guideline 111. Mziny opportunities are. deyeloped for people to relate
themselves to each other. [

Gudcline IV. Continuous attention is given to individual and tu group
problem solving processes, -~

T e T
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Guideline V. Atmosphere is created that is conducive to building mutual
respect, support, permissiveness, and creativeness.

Guideline VI. Multiple and rich resources are made available and are used.

Guideline VI1I. The simplest pussible means are developed to move through
decisions to actions. ;

Guideline VIII. Constant encouragement is present to teSt and fo try ideas
and plans in real situations.

Guideline 1X. Appraisal is made an int.egral part of in-service activities. =

Guideline X. Continuous.attention is given to, the interrelationship of dif-
ferent groups. ’

Guideline X1,"The facts of individual differences amo‘ng‘members of each
group are accepted and utilized. /

¢
.

Guideline X1I. Activities are related to pertinent\aspects of the currefit

educational, cultural, political, and economic scene.

. In planning for this conference—Approaches to Mo
and the preparation of these proceedings, it is obvious that we need to
document and report the efforts in in-service seducation to point out their
successes as well as their failure, so that practitioners will not be left
groping and making the same mistakes made by others.

The articles that follow are based on the experiences of practitioners
in various disciplines and at various levels of the educational hierarchy.
Ulysses Byas' paper relates in-service as seen by a superintendent of,
schoo)s in Macon County, Alabama, whereas Saul Cooper’s is from a mental
health perspective. The models advanced by Robert Jacksun and C.
Dwayne Wilson utilize a systems approach. I think it would be safe to
say that the model proposed by Robert Rippey is what he likes to call
“transitional evaluation” which utilizes the knowledge of the psychology
of individual and institutional change as well as a knuwledge of systems,
sub systems and the relationship of roles within various organizations. . .

We are not proposing that any one of these models or processes to
dt'e,veloping these models will be a solution to your particular in-service
needs, however, we do hope that these materials reduce the possibility
of repeating mistakes made by us and previous practitioners. PEQ will
conduct careful documentation of in-service activities taking place in
various districts that we service and report to the districts so that they
may be able to share Them with you and others interested in in-service.

Whether we are developing plans for in-service in existing school sys-
tems or for new cities and,'or school systems, we need to “build in and
encourage staff development so it is a natural, continuous, intégral part
of the system” (Fantini and Young, 1970).
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NEW AND PRACTICAL - APPROACHES TO
IN-SERVICE EDUCATION AS I EMENTED IN THE
MACON COUNTY, ALABAMA LIC SCHOOLS ~

, . %

Mr Byas is Superintendent of Schools for Macon County, Tushegee, Alabama

A

-

ULY5SES Byas

« TV's what you see in the world-of memr
That'makes you what you are;
The good, the bad, the glad and the sad
Are scattergd near artd far.
. If evil and bickering, cheating and sin
, Are all that your eyes can find,
T Then you are as bad as‘the fellow men,
- For eysl ts taking your mind.
If ymok for the good in your fellow men,
And help them to ri above
The pettiness there that mars the way,
. And show them the beauty of love,
You'll learn to look through®he outer shell
And search for the heaghgf gold,
And seeking the good in the world of men
Will help you, vour o'wn to mold.

These are the words from the pen of Helen G. Nunn in a verse entitled,
“It all Depends on You.” ¢

To be invited again to the campus of this great university, to have the
opportunity again to engage in_an idea exchange for the Program for
Educational Opportunity, to renew personal contact with a former school
superintendent and your illustrious program director, Dr Moody, Sr.,
16 again receive such a warm welcome and a gracious introduction are all
( lo me) pearls of great wealth.

"Now I noticed that included in the packet of information which I re-
ceived was a sheet entitled, “Consultant Information’ Sheet." Where it
listed, “Your tdpic,” *someone typed in keynote speaker Being as I am,
a wee bit of a modest genius, I have figured out that I am to talk from the
theme, “Approaches to Developing Models for Brofessional Growth.” I
say to you, at the outset, liké the words in the poem, “It all &epends on
you.”

Let me share with you what I think must be one of the most agusing
but accurate dictionary definitions of a term. “Professional” lsa?efmed
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in the Webster’s Seventh New Collegiate Dictionary as “participa.ting
gain or lnelnhood in an activity or field bf endeavur uften engaged ip by
amateurs.” As a schoul administrator practicing in the, Southeastern part
of our country, I know g have a. whole lot of amateurs—all of which can
administer the school system bétter than I. Tu realize the fullness of the
gain, educational practitioners must participate in such a mariner that
conunumg growth dccurs. -~
For fear that you may ,not understand the essence of m) approach tu
dxscussmg, this theme, “Approaches tuv Developing Mudels fur Professional
. Growth let me pose some questxons which I think aye basic. I contend,
asa professwnal educator, that one's approaches?tiepedd a great deal upon
the onc and is colured and determined by huw he apswers some important
questions. ; ’
Inclusive among them are the followmg /l . . .
1. Should our society provide universal Ed/rlcatlon for a& from early
childh#dd through high school and. maybe higher.o How do you
answer? Yes or No? . (\ co .
2. Should the schoo] be concerned with meeting the needs of individual
pupils so enrolled. How do you answer” Yes or No? .

3 Should the organizatiom. staffing patterns, attendance zoning, general
operatxun cyrriculum and the use of financiat resvurces be deployed
in such a n?anner\as to be exemplary models of a true democracy.
How do you answer? Yes or No?,

47 Do you really believe a(] pupnls can learn and that 1t is abnormal
whenr they do not learn at'a wholesome rate How do you answér?
Y es or No? 0

Like the beginning words of the poem, It 15, tvhat )ou see in thes world
of men that makes you what \qu are

If your answer to any onc+of the questions lis%d aboye is no, then I'm
. afraid that communication entropy has set in, and that it wil probably
be impussible fur me to explain ur to communicate with you, further 1n this
presentation. Fur I believe that the understanding. the basic understanding,
of these penetrating questions must be agreed to as we move toward a
discussion of appruaches ahd models which may be helpful in professional
growth. If your answet to the above questions were yes, then our com-
munication link is firmly established For T know we both believe that,

as professional educators. we must understand and develup operatlonau
programs based on well reasuned philusuphial concepts or assumptions
grpwing out of problems ur needs of individuals We need. always. to under-
stand and to have clear in vur minds, sound theoretical considerations as
a bass of vur actiofs Any approach to developing a}nodel for professional
growth must be inclusive of this This 1s what I refer*to ag, getting our
. forward thinking in order su that. later, when the questions fly. the answers
7 areready You see. st 1s what you see 1n the world of men that makes you

[}

what you are. .
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I'd like to spend the remainder of the time sharing with you our develop-
ments in Macon County, Alabama, of several programs based for the most
part upon our affirmative. answers to the four previous questions, our
philosophical and theoretical bases, and based in part upon vur modification
of the generally accepted philosophy in this country that our schools exist
to meet the needs of pupils.

That's a statement of which I think we can get general agreement,
schools exist to meet the needs of students, however, in practice, it never
quite cornes that way. In practice it comes out to mean that we exist to
meet the needs of pupils as we define needs. Whenever the student or a
group of students would show needs, not included in our definition. he
would have to shape up. or be shipped out. I contend that the day is gone
for this kind of operation and that this practlce can no longer be followed.
We certainly must do a lot of rethinking in terms of the individuals in
problem situations. The #Xtent to which we can identify groups of students
with similar needs and develop programs in which they can immediately
see the utility will ‘teally be the true measure of our professionalism. If
we have to tell students that the program is good for them, I think we've
already lost them. Any appfoach to the developing of models for profes-
sional growth must be inclusive of this kind of consideration.

You may want to begin philosophical thedrizing by looking at the
cognitive field of theory of learning, particularly as it relates to the psy-
chological life spaces of individuals. I don’t want to go into that.in detail
for you are more knowledgeable of that than I, but this could very well
serve as a take off point In Macon County, educators concerned with
developing models for professional growth must understand what's bugging
students as they perceive it. For you see, it's what vou see in the world of
men that makes yoi what you are

. We had a group of pupils in our school system in which we identified
some unique needs This group of students were teenagers, school age "
parents or expectant parents Just a few years ago, we. like most systems,
upon learning that a student was pregnant, of ‘course. ashed her to with-
draw from school. In some instances she was expelled During recent years
it has been the correct and humanitarian thing to let this mir] know that
after a cértain number of months she could return to school. but the school
made no effort of meeting her unique or changed needs We asked ourselves
several questions about the needs of this class of student The first question
we asked wag whether or not these girls would, if mvtn a real opportunity,
remain in school through graduation. would this class of student really
learn to accept responsibility and to work hard toward the goal of high
school graduation if some of the barriers which they identified could be
removed by the school system® Of course our answer to this multifaced
question was in the afirmative We, therefore, ubtained some money, built
a modern. airconditioned building un the campus of our largest high school,
obtained a research grant from a branch of the Federal Government and
were able to <ay to these school age muthers and expectant mothers, “Come
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to school, bring your baby with you.” When they saw the planned program
and the modern building, they knew we were not playing. They saw im-
mediately the potential utility in such a program They knew immediately
that we meant it. They checked the babies into the Preparation for Parent-
hood Center. The babies are professionally cared for during the-day at no
cost to the mother, while they, the teenager mothers, go about their regular ,
i high school classes. "
Now we the system, faced the identical problem which was plaguing
these young parents, that is, who would keep their babies if they decided
to re-enter high school That problem was solved. Those of us who worked
very hard to germinate and see this idea grow into an operational program
—through what we saw in the world of these female students, at least,
in part, was what made us what we are and assured a measure of profes-
sional growth.
Another class of students were those whom we identified as “drop-out  »
prone.” These were difficult by anyone’s definition. They were irregular
in attendance, failing courses, and worse than that, showed no outward
coneern about the failures, they were truant, they encountered an ab-
normally large incidence uf behavioral problems at the school, the suspen-
sion rates were higher than the school’s avérage, many were from the
households of low-income and the whole ‘array of problems associated with
students failing, and students being suspended from school We asked
ourselves the question, after studying Maslow’s hierarchy of needs and
after looking at some of Hertzberg's motivators and dissatisfiers, and
after looking at Douglas McGregory's Theory X and Theory Y, and, after
looking at Dewey's problematic situations and examining barriers that
stood between people and goals, and in general, doing some philosophic
theorizing. can these students come to realize some measure of utility in
_ school?
.. Initially we tried to examine the households of these difficult students,
and with the problems of trying to identify things which adults did in
these households in comparison to things which adults did in households
of students who did not get into difficulty. We concluded. with a great deal
of accuracy, that there are some affirmative things which the parents of
these drop-out prone students could do to significantly change their at-
tendance and behavior patterns in school. We found that adults in the
household of difficult students, if they were any good at all, were spending
something akin to 10 percent of their time working on regular jobs, and
moonhghting on two or three other jobs merely to supply a rather low
degree of adequacy in the psychological need area and maybe a little bit in
the safety needs area. g
We reasoned that if we could initiate a program which could literally
start where the students were and then build upon that, movement toward
an obfective could be realized We therefore. obtained a grant as one of
the nineteen (19) US Office of Education Drop-Out Prevention Programs
in this country We employed twenty-four (24) parents of these difficult
students—of the entire number, twenty (20) had regular employment,
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three (3) were on welfare and one (1) on Social Security. They had an
average ificome of about $45.00 per week. We said to these parents. *'We
want you to come to work, full time, for us. If you do, we'll pay you
$100.00 a week.” Of course, some thought we were kidding—$100.00 a
week Once they got over the shock of this job offer and realized that we
were not kidding, they wanted to know whether or not they could do the
job We assured them in spite of the fact that they themselves had an
average number of years of schooling at 6.5, that they could indeed do the .
job We gave preference, in employment, to the parent who had a difficult
student in the household but who also had the largest number of school
age and pre-school age kids in that household.

L. “Your first job.” we said to them, “will be to keep the kids in your
own household regular and punctual in attendance ™ We set up the
mechanism to monitor and check this out. “If you don’t do this. then
you are not doing your job.” ) ,

2.You must engage actively in PTA and other school sponsored activi-
ties” We set up the. mechanism to monitor and check this out. “If you
don’t do this, you are not doing your job.”

3. “You ought to be in position to help your kids with their school work,

“ 50 we are going to require you to enroll in. and attend, our system's spon-
sored Adult Basic Education Classes which meets twice per week.” We set
up the mechanism to chech and monitor this and said to them. "'If vou don't /
do this. you're not doing your job..’ ‘

4. Each of the twenty-four (24) parents were given an itinerary of
eight to ten households in which there were drop-out prone students and
we said to them, “It's your job to ride herd on these parents, and help
them to keep their kids in school also ” We did not attempt to give them
any sophisticated training techniques on how you build rapport with
people. for some of us have long learned that many people who are
economucally poor. “got™ a level of sophistication in terms of rapport with
people that most of us—so called middle Li]kogne people—wll never have.

5 Each parent worker was required to bringlat least two people on their
case load to PTA meetings and other group meetings. Monitoring and
checkhing systems were devised and installed to assure that these standards
were met, Prior to employment with this program they were working
regularly on jobs paying much less than the $100 0Q per week which we
offered They immediately saw tlitmselves able to financially meet more of
the physiological and safety needs. That was their utility—they knew the
program was designed for them Needless to say. the drop-out rate at the
target high school dropped the first year from 13 8 percent to less than
three percent' Many persons and especially the US Office of Fducation
were amazed''

We did nothing about the curriculum. the teacher-pupil ratio. mstruc-
tional supplies. etc So you see, as we lovk toward developing approaches
to models_ it’s really what you see in the world of men that makes you what
you are. that you must really believe that universal free education for
all should be provided. that the schoul shuuld be concerned with meetiny
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the felt needs of individual pupils enrolled. that the use of human and

. financial resources ought to reflect a model democracy. that you really
believe all pupils can learn, and that it is abnormal when they do not learn
at a wholesome rate. I cite these examples here tu shuw that there are ways
through which we, as educators, may accelerate vur own professional growth
by how we help others to solve problems which they face.

J We therefore, felt a sense of obligation of identifying barriers which
stood between the person and the goal. We studied, very carefully, Maslow’s
hierarchy of needs in vur effurt tu determine things which occupied people’s
time, We looked briefly at Hertzberg's motivators and dissatisfiers, we
gave attention to psychological life space of individuals and we asked
ourselves some basic questions about these pupils using McGregory’s
Theory X and Theory Y as a starting point. The professional edticator,
who answered the four basic questions in the affirmative will use his knowl-
edge and training to develop viable programs which rest on sound philo-
sophical and theoretical gruunds. The extent to which he is successful will,
I am sure, determine his professional growth

Utilizing the same sort of philusophic theorizing and making 4 similar
analysis, we have developed a proposal, and are optimistic that it may be
funded, to do things of a different kind for our first grade students in
the area of reading readiness Let me say here that the American public
school system has dune an ovutstanding job with thoge students who come
to us with the quest and who can adjust their lives to Schuol regulativns and
procedures as they have traditionally existed. I call these students Track I
students. Now there are a growing number uf hids who may be classified

. as Track II students They come to us, shall we say,“quest-less” or close
to it even at the first grade level It stands logical tu believe that for the

» two classes of students sume different hind of things must be done with
them, at least imtially What we generally assume is that the same medicine
which has served the Track I student will be good enough fur the students
in Track 11 We therefore take out the same kind of medicine. manipulate
the doseage by either strengtheming the cuncentration or diluting it Our
assumption has been and is, what cured the vne of the common culd 1\
goud enough fur the vther who has pneumounia M}y contention is that we
need medicine of a different kind for these Jasses of students We must
look. at least in pur beginning approaches. to helping students of Track I1
who are bordening un questlessness for sume of the solutivns in the, affective
domain. This is extrenrely difficult. for 1t's difficult using our traditional
instruments of measurement to dotument hard results

Nevertheless, we are going to make an attempt at this o our ESAA /
Proposal is funded for next school year Our idea, for sometime. has been
that these students who come 10 us as first graders with disqriminating
cars sharp enough to discern the sound of a sharp from a flat ur an A from
a B. who have been able to screen vut exttaneous sounds and noises to
the point that they can follow a melody vn a piano keybuvard. who have

talked about quarters. halves and eighths in relations to wholes, who have
O \
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been able to follow these little dots and notes on the line and staff are
probably better readers, -

In summary, it is our belief that systematic instruction in piano may
significantly improve the critical listening and reading achievement level
of students It may even help with increasing achievement in arithmetic
We also know that most middle income parents make sure their kids get
early training in piano. If you asked the utility in it and to supply
documentation I really would bé hard But, but we firmly believe 1n our
“mind’s eye” that there is utility. apd a great deal, in kids developing this
kind of discrimination at a very early age. We believe that economically
poor kids. many in Track II in our school system. who if given a thirty
minute per week semi-private piano lesson with some pianus at the school
so that they can practice during free periods, will invariably, turn out
to be better readers.

Some are concerned that our research design is next to impossible to
identify and our evaluation instruments are not as sophisticated as they
ought to be. This does not worry us too much, for we hnow the things 1n
our mind’s eye. (some people call them hunches) may be as good as some
of our objective instruments in helping us to gain insight into this whole
matter of learning and the base upon which it should rest. We know that
as continuing examination and diagnosis is made of what one sees in the
psychological life spaces of individuals it may be essential that we give ,
primary consideration to the affective domain .

As we think about the professional growth of anyone, I know that it
can only come through service to others and that service is determined
by what we see in the world of men, for my internalization -of this will
really make me what I am. T hope that as we open this session. here at the
universiy, a session on approaches to developing models for our own
$rofessional growth. that we will know that this can only be done if we
include others, those we serve as the base

Finally, professional growth through helping others meet their needs
is tied directly to how we ferceive all classes of persons on any number of
continuums. e g from idiot to genius. poor tu rich, ignorance to well in-
formed. minorities to majority. no formal schooling to terminal degree.
and the number goes on and on Generallv. vur positive vedtors toward
people. both the upper and lower limits, are located sumewhere between
the two extremes Those classes of persons whose location on any con-
/tinuum between our upper and lower limits. really our ~comnunication
level. will for us have positive vectors, These are really the people which
- we will work very hard to help improve” Those peuple, and students are
people too. who are below or above these ¥imits are the ones which the
school has insisted that they shape up or be shipped out

Our problem, then. as we clost this discourse on “Approaches to Develop-
ing Models for Professional Growth.” is how to decrease the lower hmits
and increase the upper limits of vur ability to communicate pusitively \\lﬂkj
all kinds of people un all kind« of continuums This kind of conference may
very well be a start toward this most needed direction

o ’
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, AN IN-SERVICE MODEL. BUILT' ON
g MENTAL HEALTH CONCEPTS

: \

. Saur CoopEr . R

Mr Cooper 1s Director of the Washtenaw Community Mental Health Center in
Ann Arbor, Michigan.

I spent most of my career in psychology working in the field of mental
health and the bulk of that time working with school people and much of
what I want to present will be in two pieces. One has to do with diagnosis
and looking at social systems and the other has to do with some inter-
vention models. I will give you some background material in hopes that
we can get into it in depth this afternoon.

Let me back up and we will look at how an institution such as the

~ school comes into existence, or how any institution comes into existence.
This is my own model*and feel free to pull it apart and examine it critically.
In any community there are an infinite number of unmet needs. Out of
that pool of unmet needs, certain ones are legitimized. Legitimizing an
unmet need doesn’t necessarily mean that anything gets done about it,
.but it's the first necessary step if anything's going to get done. Now legi-
timizers are varied groups of people in communities. In New England,
there’s a phenomenon called “townies.” In many communities in New.
England, townies are legitimizers. Being a townie hasn't to do with much '
of anything except longevity of your family in a particular community.
Historically, a townie may well have had power, influence, and money.
In contemporary society, a townie may be an alcoholic on welfare. In any
case, townies are frequently legitimizers. Legitimizers can vary from com-
munity to community, but they ‘re people who very often are not in formal,
authorized power pusitions. They re not public officials, they 're not elected
officials. They tend tu be informal. But the legitimizing process is clear
If it 1sn't accomplished, you're not going to get to the next step and that's
the sanction. :
_ Sanctioning is a more formal process, more frequently in the form of
- a aty council ur county commissioners or a school board, that organiza-
tional structure which has the authority to put the formal stamp of ap-

. proval and. by so duing, get some funding for the program. Now if you've

gone through the steps it’s very clear that of a very large pool of unmet
needs unly some get legitimized and, of that poul, only some get sanctioned
So as you're going in this direction, the numbers drop markedly.

Now, if sanction has occurred, an institution comes into being. Theo-
tetically, the institution’s role is to deal with that particular designated
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unmet need, whatever it happens to be. If the uhmet need has been defined
as children who need to be educated then suppusedly this institution called
school should exist to deal with that unmet need. However. the minute you -
put an institution into being, certain other things happen almust imme-
diately One is an almost universal discase process called self-preservation of
the personnel It occurs with every institution. The issue is not can, you
eliminate self-preservation but rather the degree tu which self-preservation
makes it almost impossible to deal with the original unmet need. Mental
health centers. school systems. police department. courts, they all have
very similar phenomenon generally defined as self-preservation of the per-
sonnel. Now in order to meet the self-preservative requirements of the
personnel a whele set of behaviors gets set up and justified. Now the trick
about the justification. and the important point for you as educators, is
that it frequently gets put in terms of being consistent with dealing with
the unmet need. Why do junior high school kids of a generation ago, and
maybe I still suspect today in some places. have to march by twos in the
corridor between classes? The educator will tell you because that's the
way o train for discipline and discipline is a necessary part uf the educa-
tional process. it's good for kids. In my field. there’s a lovely book by
psychologist called Bill Ryan called Blamc the Victim and the essence of
the phenomenon of Blame the Victim very much exists in the educational
process. It’s blame the student Look for self-preservative data and you'll
find it frequently expressed in terms of “It’s good for the customers.” It's
very elabarate in its rationalization. Now it’s been my experience in duing
some studies on institutions that if you're lucky and you have a good
institution. it probably isn't spending more than 25 percent of its time
on self-preservative behavior. On the face of it. that may seem like a great
deal of time but I know of some institutions that spend 75 percent of their
time on self-preservative behavior Nlun't know what your batting average
is but one of the things T would urge you to do is look at your own in-
stitution and kind of step back a minute and reflect on the variety of rules,
regulatioins, and policies that are designed and ask sourselves honestly
to what extent you can honestly relate them tu the unmet need and to
what extent they actually relate to the institutional requirements and self-
preservation for staff

In my field I'll give you a very classic example We have two magic
numbers in my field. 9 to & Mental health centers have for years opened
at 9 in the morning and shut down at 5 at night, despite the fact that all .
the customers coming to mental health centers can be infinitely better
served at any ather set of times than 9 to 5. And we found very elaborate
1ationalizatians why that was good for the customer« And you can do
exactly the same thing in the field of education. .

Now, if the institution does any kind of job. it turns out a product.
The existence of the product should be the demonstration of the fact that
the unmet need has been fulfilled This is your validation. if you will The
final validation is consumer or society. If. in fact. the product is a success-
ful lproduct. if. in fact. an unmet need has been set. then the product sheuld
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be more useful, more productive, more satisfactory tu cunsumer suciety.
Now that's the chain of events, except that there are sonie very special
problems with this model for human services and fur education. If this
were an econumic model, there are certain built-in limits, certain built-in
supports that are important.

Let me give you an example of an econgmic model. T go to the city of
Minneapolis and it appears to me as I observe the city of Minneapolis
that there is a marked need for garbage cans. I talk to some people in
the health department and they tell me, yes, there really is a need for
garbage cans so I g0 to the bank and the bank gives me money to set up
a garbage can factory. I then set up a garbage can factory. But because
I'm kind of a strange duck, I decide to turn vut square, semi-porous garbage
cans. So that's my product, square, semi-porous garbage cans. Now there’s
a high probability in an economic model that if T turn out square, semi-
porous garbage cans, that their usefulnes (o consumer suciety Is going to
be highly limited. And e\entuall) my institution is going to be out of
busmess People won't buy square, semi-porous garbage cans, at least not
very often. Now. if, on the other hand, I'm an educator, kcan turn dut all
the square, semi-porous garbage cans I want to and I have a variety of
ways of making them ialid for me and or the institution, regardless of
what, society says to me.

We have procedures. One very useful procedure is the process of re-
labeling. In effect. we say to people, “That's not really a square, semi-
porous garbage can, you only think it is.” Now the relabeling consists of
a whole bunch of things. It consists of things like specific language dis-
ability. it consists of things like atypical child (which comes out in my
field more than yours), it consists of things like drgpout. hardcore family,
name your own, pick your labels The intent of the label when it's applied
by the institution to the product is a way of saying, “Look, society. the
fact that that square, semi-porous garbage can exist isn't my fault. It really
isn't a square semi-porous garbage can at all As a matter of fact, it really
wasn't the unmet need I was dealing with in the first place That's some-
body else's problem " So then we've got to have a program for dropouts
And the school system says. well that's not my responslblht) because I'm
not dealing with dropoufs. Now this process of relabeling is vne of the
serious problems that will occur not only in the segregation issues that
we've heen talking about but in any kind of prozramming where a child is
atvpical 1n relation to a large group or subgroup Because one of the most
frequent things a system does it to relabel it The relabeling process. by
its defiinition, gets you off the houk. That is. & system can now say, that’s
not my concern, that's somebody else’s concern

I want to go to some other things, but remember the model for the
development of an institution needs to be looked at and when you look
at a school system, recognize the process that vecurs in the development of
a school system and where the defects are, that is the danger points are
here. around the ~elf-preservative issue, they 're here. aruund the relabeling
process Now ghe consumer society part of it, I'm going to come back to
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in another context. I think you’ll notice, too, that many of the things
I'm descnbmg can be put into Sxe context of what the other two presenters
have already talked about. We're coming un from a slightly different frame.
I hope rather than confuse you it just gives you another set of ways of
looking 4t things.

Npw, let me share a, couple of other things with yéu. I have been
interested parucularl) in" the issue of power that was discussed earlier
this morning and power in relation tu decision making and looking at
institutions in that context, educational institutions as well as others. One
aspect of this is to look at communication patterns. How dues information
flow in the system? Let’s set up a school system. Now, the larger an in-
stitution is. the more layers you're going to find in it. These are organi-
zational layers. The more layers in the system, the more likely you will
find what's essentially a uni-directional communicativn pattern. The uni-
directional communication pattern is generally of written form, that is
the most Muent’\ehicle a large system communicates in. the form of
the written memo. A tolleague of mine even did a study of what memo pads
logk likeg d some of the implications that it has for the nature of the
personahtles of the people whu send them, all the way frum the engraved
memo pad with the seal of the school system on it down to pieces of yellow
paper, you knog. torn off the yellow pad kind of thing. T don’t want to
make a lot of ghat but the frequency of the written communication as it
goes down the \ine has several important implications in terms of com-
munication. Number one is, if you are an administrator or if you are on
any kind of supervisory level, you cannut assume at all that the intent of
your written memg is accuratel) perceived as it moves through the system.
. We have an awfdl lot of research data that indicates that when you haye

‘a uni-directional communication system and a lot of Jayers. a "certain con-
_ notation gets attached to the memo as it moves through the system. Okay?
Now it’s very important to understand the nature of the connotation.
Something as specifi¢ and as concrete and as real as a memo from the
superintendent of schools that says, “Starting next week I don't want any-
‘body coming to the admlmctratmn building and parking on the grass
behind the bulldmg Now that seems like a fairly clear cut statement that
duesn’t seen to carry many confusionsabout it. This was true. this 1ctually
happened. As this memo filtered down into the schools. the connotation
down. here was. the superintendent got svahing wet last week when it was
raining because he couldn’t find a place to park his car when he came_to
work and what he's really saying i<, “Leave me one <pace and 1 don't
much care where you park and where you don't park " Now that's a bit
bizarre but the connotations which get attached to written memos are
terribly important to keep’in mind and don’t for a minute assume that
stnding the memo in any way gives information or direction for decision
making. Now. more important than that is. the important connotation
depends very much on who ivseen by any layver as sizmificant I I'm at this
" layer in the organization. I'm not particularly concerned perhaps with

what the memo means for this individual Lecause this is the person that
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I perceive to have the power, so that you get a selectiun process going all
the way down the line. If I'm at this layer, there may be six people up here.
I may not be concerned with any of the remaining five, I'm concerned
with that person because I perceive that.person tuv have power and in-
fluence over my day-to-day activities. So, in addition to connotation
generally; you're talking connotations specifically and what (that memo
means to the specifie individual above yuu. The cunsequence of this process,
that is the uni-directional communication, is that the buundaries between
the layers get thicker. Instead of a unified system delivering a service,
what you end up with are subunits within a system, each delivering that
service which satisfies the importdnt other immediately above them. It's
a very frequent thing that can happen tu educational systems. Now if .you
stand back and look at it, the end product is a fairly pvor educational sys-
tem. Where a principal may well be concerned not .with what's happening
to the quality of education in his building but with how his particular
assistant superintendent judges the worth of that principal. And if you
have that process going up and down the system it tends to produce a’
thickening of the boundaries and essentially a nonintegrated system,
integrated not in racial ethnic terms, integrated in organizational terms.

Now there are,certain kinds of things that systems design to avoid this,
the essence of them being, in the most simple furm, institutivnalized feed-
back loops which can cross at least une layer of the system. You must have
institutionalized feedback loops that can cut across ohe layet of the
system. The ideal system is one where you can cut ‘across more .than one,
layer of the system. The dilemma with what leuks like a somewhat open
communication system is that it's very difficult then to work in a pre-
dictable fashion. In an open communication system, it"must be necessary
for people in the layers to mahe themselves available for the communica-
tion. And time pressures, work pressures, sumetimes make it impossible
for that to happen. You want at least a one-loop feed back.

Now, one other variable that relates tu the communication process. All
of you as educators 1 think are well aware of the fact that in elementary
buildings, for example, the secretary who sits in the principal’s office has

infinitely more power than the principal has about most day-to-day deci-/

sion making. That should be no surprise to you Let's analyze why that is
the case and I think there’s a principle here to understand. Most com-
munication has to have a middleman, has to have some carrier, some
vehicle for communication, since in a system teachers are generally in
enclosed spaces and don't have very much face-to-face contact. There's
gut tu be sumebudy whu links teachers and prindipals and students and
parents. And in elementary buildings especially it's the secretary who's
the link between all the various layers of the system. Now to the extent
that that secretary is your communicating hink she is more important in
the cunnotative meaning of the messages than practically anylody ¢lse
in the system And if the puncipal and the secretary are having a to-dv
about something or other, she can "kill” him by how she communicates his
information to other people and he may not even know what's happening
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to him. It's clear, even if you look at the physical plant of an elementary
building and just watch the flow of traffic, you'll see that the traffic flows
around that secretary —parent, children, teacher, adnifpistrator. It’s a very,
very powerful position. I would urge you as adminigtators to spend in-
finitely mure time hiring your secretaries than you do hlnn;, your teachers. -
I think they have much moure tu do with what's guing to happen to your
system. It sounds g bit far-off frum issues around problems of integration
but believe me, it’:bery much to the point, because they can “kill” you,
and they do very regularly, if yuu don’t wourk vut this communication net-
work with them and the connotative meaning attached to’ it
Looking at the way a program tends to- develop, T showed you how a
+ need turnsinto an institution but let me give it to you in a slightly different
frame It seems to me that you can look at program development as essen-
, tially being a five-step process I think’ this is another way maybe to fill in
or add to what Bob was saying this morning. You begin with a need or
a problem Let me do another une because I think this probably is a more
accurate perception If you were cuming from outerspace and yuu looked
at program development in human services vr in education what you'r,
likely to find is that we tend to begin the middle. We begin with some kin&
“of a progtam component That's an educational team, a school system, a
mental health center. We start with a prugram component. Now that
program component, by its behavior, by its value frame, by its training,
“ by its prejudices and biases, sets up a series of prucedures which favor the
selecting of certain populations more than other pupulations. And this is
even true in public educagon, which on the face of it would seem to have
no choice about selection. But there are a variety of behaviors. and T don't
¢ mean at the simplistic level of putting a school in a ghettu neighborhvod
so it only gets ghetto kids. Much mure subtle things than that, in which
there are a variety of behaviors set up which tend to influence who gets
selected from this pool. Nuw, having started in the middle and selectively
3 leapt to the beginning, we go through validation. Validation in most human
services consists of a very elaborate ability to count noses. We have 15,000
kids in our school system and we graduate 400 kids a year. This is a kind
of vehicle for counting noses which thert gets interpreted as validation of "
. good outcome It's a very strapge and primitive process. What makes it
rather surprising to me is tht educators duing it long enough sometinies
really begin to believe it. THat is. sumehow they assume the ability to count —
does, in fact, validate. outcome. Indidentally, sume systems spend years in
very suphisticated w/L'mting They design suphisticated counting, they can
count kids cumm;,, left and right, down and up, but it's all counting ? u‘
matter what you do with {{, you're simply counting nuses Tt has nothing e
to with valiflation of uut&e Su in most program development. people
start in the middle. leap to the beginning and then come out here and 5
count like blazes.
Well, if you're talking about sensible program development, there're
obviously two missing steps, and there is ¢ niuch more intelligent process .
\()u begin here One has to look at that total complex of populations that
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you have tu deal with vut here, whether you call these probléms or unmet
needs, whatever you'd like tv call them. It doesn't matter, yuu can use any
language you like. There's another missing step. One that for educators
and human service professionals is a very nasty one. We tend to duck it
like mad. It’s idevlogy. Causation. W¢ make tremendous assumptions about
the linkage between a child who has not had any education and what is
necessary to educate him. There’s a leap from here to here. There's some
research. If you really look carefully at the research, you can pay your
money and take your chuice, because it gues off in lots of different direc-
tfons. But there’s an ideological leap, we gu from here to here. It seems
to me that as professivnals there’s a respunsibility tu at least make some
explicit assumptions about what's causing the deficit, so that there's a
meaningful relativnship between what you do here and what you've gut
out here. That is rarely done. I don’t mind if you're not willing to make
them publicly, well, okay, you don't want to get shot down publicly, but
for your own professivnal sense and your system yovu vught to be able
privately to make some idevlogical statements I think these kids or this
situation is a function of something. Because I think it's a function of
something I will do thus-and-su. Su there’s a lugical connectiun between
Step 1 and Step 3. Now, unfoftunately, it works backwards. Once you've
got your prugram cumpunent, and you've selected hids, you infer whatever
the heck it is you're already doing. And it's a self-fulfilling prophesy.
Now that's the danger of the public educational and private educativnal
system, becausgt-beymes a self-fulfilling prophesy and then you're stuck
with your prophesy becaunse then when the hid,dvesn’t cume vut the way
you like, you're forced to relabel him and say he doesn’t count, he’s not
really one of the real vnes. And that leaves you with a clean slate, you're
“still okay. That’s the insidiousness of the process.

One other step that's missing. Location. Where a program is delivered
has as much to do with its success as any of these first steps. When I talk
about location, I dun’t mean simply the physical plant, but I'm alsu talking
about the plant in relation to other kinds of usage patterns vf a community.
Where a school ensts, especially in recent times, is much more a function
of where can I get a®piece of land cheap than where vught it to be put.
Where a school exists may well be a function of where it was built forty
years age and that has nothing to do with where it ought to be today.
The economics uf pubheb education are rather heavy un us in terms of Joca-*
tion. Much of our property, much uof our site location, much of vur delivery
system is tied to decsions that were made thirty, forty, and fifty years
ago and we're stuck with having to deliver a program, most of, the time in
the wrong location. And you can’t overlouk that, you can't slight it, you
have to take it into very serious account You may nut be able to do much
about it as an individual administrator but you ought to face up to it and
at least louk at the imphications of it and see if you ean dov sumething off-
setting them. That's a sérious problem in the delivery of”any kind of a

. human service system, education no exception.
I want to look at the system in terms of role analysis and 1 think this

¢
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" *Jook at and define significant attributed roles. There are many of them but
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will it in with some other things you've heard today so far. It seems tol d |
me that you can diagnose any system in terms of four role is}yes. One is

the ascribed role of the institutién by statute, by autftority, by law. Every
institution. lras an ascribed rele. Now, there is a a very important and a |,
significant relationship between a statute’s statement as to the ascribed -
role and the guidelines that are interpreted for implementation. And what's
terribly important for you to recognize,,and if you've been into thi.s_ﬁ)
business any length of”time you know it, over and again it sepessrise—tes
design guidelines which by their very nature obviate the statute that started
them Sg set up a stRute to deal with an issue and then somebody
develﬂﬁ}h?zmde}inesko offset the sfatute. Statute cpmes from legislature.
State Department of Education develops guidelines. When you get through,
you've got nothing. One offsets the other. 3% you need to look, when you ,
talk abqut the ascribed. role. not only at the original intent by whoever
.set the law by{ how the guidelines are written. We haye in this stafe now
I'think an interesting situation around compulsory education where in .
fact there’s a tremendons discrepancy between the statute and its intent

and the guidelines, where they don't really come together terribly well.

The next role issue or role dimension is the attributed role and the
attributed role speaks to relevant constituencies. The perception of con-
stituencies about what that system is supposed to be doing. Parents. And
parents can be-broken down into subgroups. Just pick a constituency like
model citiés, parents, as opposed to up-on-the-hill parents* socio-economic
groupings,_racial groupings, ethnic groupings. You've also got the at-
tributed role by those people who have sanctioned the.system—the school
boards, groups like that. I'm not going to spell these all out. You need to

I think they're finite and T don't mean this in a research way, that you
haveyto spend ten years trying to define all the attributed foles, but looking
at the attributed roles is important in diagnesing the system.

The next level is the assumed role and this speaks to the role that the
personnel of the institution or agency think they re supposed to be doing
in a school system What do administrators think the system is supposed
to be ’doin;z> The assumed role of the personﬂel—what do they think thew
should be doing? ) ) .

Then there's the actual behavior of the people in the system. Now. what's .
the point of all this® If there was such,a thing as an ideal institution, theo-
retically, these would all be identical. If we could have, if there was such -
a thing as an ideal public school system, the ascribed role, the attributed =&
role, the assumed role, and the actual role would be ideptical. They would
be synonomous. They would all be performing in consonance. What the - _
statute says, what the people wanted, what the personnel thought, and
their behavior would all be consistent. Now there is no such thing as an
ideal institution. TRerefore, from a diagnostic point of view 1t becomes
important if you want to produce change, try to understand where the
greatest dissopance is. Where's the greatest gap? It may well be, for
\e.\*ample. that the ascribed role and the attributed role are together but
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there is a tremendous discrepancy Detween what the persunnel think they
. should be duing and what they actually dyin practice. You might see this,
for. example, in a high school. Thene may well be great agreement here
between the assumed and the actual but tremendous discrepancy between
the assumed and attributed. There. are all kigds of discrepancy pussibilities a
within here an¥ if youu're guing to tonsider producing change for a sy stem,
it sometimes is useful, in fact, for me 'most of the time useful, to try to
take a look at the discrepancies between and among these, because that, -
for mey infers the kind of igtervention that's necessary. What tepds to
happen for most of us is that we intervene down here at the actual level. .
I'm afraid that the reason we intervene duwn there is that that's the most
actessible place to intervene and the most visible place to intervene. Even
if npthing h@ppéns, we can point to the intervention. It's easy to get at.
But the point of theeinterventivn should appropriately define the level.
In my business, as it is beginning to develop in your business, is this whole
concept of advocacy as an intervention technique..Well, if you look at
advocacy in behavior, 95 percent of advocacy is going on down at this
- level, the actual level. T have o objection to it as a case by case interven- -
tion but f you discover that case after case after case df intervention is
of a similar nature, it may well pay you to take a look at little further
up the system and discover that the reason you're spending all your time
down here in case-by-case, and the system keeps grindigg out cases, is that
- the appropriate level of intervention is up here. There hasXo be a statutory
change. Or you've got to do something about public attitude, o teacher
attitude. So that in looking at interventions, whether it's throfigh advocacy
or any other procedure, keep in mind the possible discrepancies between
€ systems. ’
" My, biases are that effective learning process or effective problem
solving in systems has a great deal to do with the affective domain and
my experience about public schools is that that's the least acceptable
R currency for doing business. And from my point of view, that discrepancy
* is the worst of all, that is, that we're dealing with a system that has kids.
adults parents, teacher’s, administrators, all of whom are affectjvely in-
volved and yet affect isn't allowed as currenc)‘for dosm business. .
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‘A SYSTEMS APPROACH TO PROFESSIONAL
\ GRQWTH AND DEVELGPMENT

C. DwayNeE WiLsoN

Mr Wilson is an Instructor in the ’School of Social Work, Michigan State Univer-
sity, East Lansing, Michigan.
)
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. - Professional growth and d¢v ment in my opinion implies the promo-
tion of changes within the educativhal organization based upon the
existence of some felllunmet needs hopefully related to student learning

" outcomes.

The decisions which provide for operationalization of the methodology
to accomphsh change goals, requires diverse kinds of evaluative information
in order to facilitate the wide diversity of decisions which must be made.
One process which is defined as needs assessment provides educational
planners with information which aids in decision malung The general
steps in conducting a needs assessment are:

specification of learmng outcomes whith~contribute to the goals of
the school

measuring the’ extent to which present performance corresponds with
specified learning outcomes -

making judgements as to the_areas in which the present status is
satisfying and those in which improvement is needed

. setting of priorities for improvement

These steps can be followed in assessing ‘educational needs in many areas

as student performance in cognitive areas, human relations, inservice

- training, cocurricular programs, etc. In conducting a needs assessment on
a burlding level, step “a” might include}# determination of all the possible
_needs as determined b) parents, students, and staff. School personnel have
torically sought, in varying degrees, the involvement and support of
p#kents and superficially the reactive involvement of students in the educa-
tional process, but basically that involvement has been primarily related
to_social events and activities somewhat on the periphery of the basic
educational process. The step “a” involvement of these critical stake-
holders (parents, students, educators) would in my opinion require struc-
tural changes in. the system to facilitate new forms of interaction between
educational system stakeholders with the objective of equalization of power
relative to decisian making which affects the educational climate in the

. ?
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Step “b™ would, through the equitable involvement of the stakeholder
groups, determine the real needs stajus in the local building. Step “c”
would allow for the stakehulder groups, parents, students, and staff, to use
mechanisms designed to prumote cunsensus arvund areas of unmet need.
, Step "d"” would provide for the stakeholder use of mechanisms tv promote
group concensus around priorities, i.e., what needs are most impottant

| to address.
; From this puint planning is to meet identified needs via the develupment
| of improvement oriented objectives. as well as strategies, tactics, and

evaluation of implementation of the action plans. Dgapiel lufﬂebeam has
written extensively(un evaluativn as a factor in the decision making pfocess
and is credited with the develupment of an evaluativn xyodel identified by
the acronym C.I.P.P. The purpose of this model is to proXide a systematic
information gathering devise to facilitate judgements abqut alternative
decisions. The major assumption underlying the C.I.P.P.
decisions require diverse kinds of informativn to facilitate
about alternative decisuns. The major assumption underlying th
model is that decnsifﬁs require diverse kinds of informativun_to facilitate
the wide diversity ot decisions which must be made. To serve these decision
. making functions effectively. e aluatnc mfurmatwn must be reliable, valid,

timely, and credible. -
In terms of the topic of this conference the C.I.P.P. model can be
efficiently utilized in terms of development of actual models of profes-
. sional growth and development via the provision of a systematic process
of information gathfring which allows for needs assessment and rational
decisions to be made based upon the conclusions of the assessment. The
C.1.P.P. model of evaluation has four companents. context, input, process,

and product.

CONTEXT EVALUATION is the most basic kind of evaluation. Its
purpose is to provide a rationale for determination of Ob]Ct,llVCS. Speci-
,\ﬁcally. it defines the relevant environment, describes the desired and actual

conditions pertaining to the environmenf, identifies unmet student needs
and unused oppurtunities, and diagnoses the prublems that prevent needs
from being met and opportunities from being used. The dnagnosas Rf/prob-
lems provides an essential basis for developing vbjectives whuse achieve-
ment will result in program improvement.

Sume examples uf questions that thuse involved in the assessment process
might ask of themselves are: \

~

» . “ '

1., What unmet student needs exist in the schuols? Is it possible to docu-
ment a discrepancy between the gouals of the schoul and sfudent pes-
formance?

2 What impgovement-driented vbjectives should be pursued in order tu
meet the identified needs?

* Danucl Stufﬂlhcam 1s pfesently with Western Michugan University, Kalamazoo.
Michigan * .
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3. What improvement-oriented objectives will receive the endorsement
-and support of the community?

4 Which of a set of important objectives are most feasible to achieve?
¢

INPUT EVALL/A TION is an analysis of one or more proposed alter-
Mative programs. Specifically, alternative designs are assessed concerning
staffing, time, and budget requirements. potential procedural barriers, the
consequences of not overcoming these barriers, and the possibilities and
costs of overcoming them, relevance of the design to program objectives,
and overall potential for the design to meet the objectives.

Some examples of questions that those involved in the assessment process
might dsk of themselves are: .

. I What are the potential strategie$ which lopcall) could be employed
to achieve the program objectives?
s 2. Which strategies are legal?
3 What strategies are already operating in similar situations Qg are .
being developed?
4 For each strategy considered, what procedures and time schedule
would be needed—use PERT (Program Evaluation Review ’}‘ech~ , \
nique), CPM (Critical Path Management) or equivalent&};rethed. |
What are the operating characteristics and effects of competffig strate-
gies?

wn

PROCESS EVALUATION prowdes periodic feedback to pgrsons re-
sponsible for implementing plans and procgdures once a designed -course
of action has been approved and 1mplement§von of the design has begun.
Process Evaluation has three main objectives. The first is to detect or
predict defects in the procedural design or its implementation during the
implementation stages, the second is to provide information for program
decjsions, and the" thnrd is to maintain a record of the procedure as it
occurs. ,

Some examples of questions that those iyxﬁlwd in the assessment process
, might ask themselves are: /
I Ts the project on schedule?

2 Should the staff or partici}aélts be retrained or reoriented prior to
completion of the presef Project cycle? (Cite data )

3 Are the methods, materials, and facilities being used adequately and
appropriately? (Cife data.)

4 What majdr procedural barriers need to be overcome during the
present project cycle?

PRODUCT EVALUATION in genetal includes devising operational
definitions of objectives, measuring criteria assuciated with the objectives,
comparing these measurements with predetermined absolute or relapive
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standards, and making rational interpretations of the outcumes using the
recorded Context, Input, and Process information.

Some examples of questions that those involved in the assessment process
might ask themselves are: . 7 .

1. Are the objectives being achieved? (Deal with each objective.)

2. What evidence is there that the program yocedures cause the success
in achieving objectives? ‘

3. To what extent were the varied needs of individual students met as
a result of the project?

) 1
4. What is the long range worth of the program's achievement in relation
/Lg the goals of the school?

CONCLUSION

’ . . .
¢ The issue of change in educational organizations and the preparation of
tl}_g human resources of those organizations to participate in that change,
must be addressed in a systqmatic and evaluative manner if we expect
any potential of success. Change activities must be directed toward the
primary purpose of schools, which in my opinion should be the production
of changes if student behaviur via generation of learning outcomes and
implementation of proceses to accomplish those changes.

The assessment procedures available to school personnel are as numerous
as there are serious at:ﬁ:ors who write in this area. There is no best or
preferred method but™whatever method is utilized its purpose and utility
should be measured in terms of its facilitation of information gathering
for rational decision making. The decision making process should as noted
earlier in this presentation be opened up to include what would in the eyes
of most educators be non-traditional decision makers in school systems. Th
equitable involvement of students and parents along with educators in thz
data gathering and assessment as well as the decision making aspect would
tend to give decisions a higher degree of authority than those which are
made by any single stakeholder. Those decisjons then should be the
foundation upon which professional growth and development programs
are structured. Those programs should provide structured,experiences for
all staff of the system with welcomed participation of t'h‘e,system policy
makers, parents, and students designed to pruduce constructive and facili-
tative behaviors in support of needed and desired changes. \
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A SYSTEMATIC APPROACH TO
STAFF DEVELOPMENT,

RoOBERT L. JACKSON

Dr Jackson is Coordinator of Educational Assessment and Evaluation Services
for the Washtenaw Intermediate School District, Ann Arbor, Michigan.

4

Staff’ Development, or In-Service Training, may be predicated upon
variables or exterfial to an operating system. That is, individuals employed
by the system may indicate that there is a need for some set of activities,
or persons outside.of the system may provide the spark that leads 4o staff
development. In any event, it would appear that staff develtzpment pro-

-

__grams can be grouped into these classes. ”

1. Innovative information dissemination 3
2. Regulatory information dissemination .
3. Skill diffusion

-

Innovative staff development programs are characterized primarily as
being an introduction to new approaches or techniques in conducting the
functions of -the system, while new laws, board policies and the like can ,
be viewed as regulatory information. Skill diffusion programs are directed
at the attainment of a new or better performance product for its partici-
pants It should be noted that combinations of these classes may, and often
do, occur. C ,

Regardless of ¢lass or combingtion of classes, there are some fundamental
procedures to be considered.

The Program Goals

The initial step of this’ approach is to determine what outcomes are
desired. Often, in-service is a means to short range goals as well as long
+ range That is, teachers may be involved in new teaching strategies train-
ing as a process directed at the improvement of student performance.
Therefore, it is important élm\{in specifying the goals of in-service, con-
sideration of terminal goals, as \well as short range goals, be given.

*  Prioritizing Goals
Educational systems, public agencies and private sectors are ongoing
dynamic systems, and it is impor{ant to prioritize the goals. The situations
of crisis, stability or transit&bn may be factors that seem to determine sop / ,

goal priority However, it would seem wise to obtain data from as broad
a constituency as possible in making priority goal ‘decisions.
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. Indicators of Effectiveness

R

’
When information with respect to the top goal has been obtained, that
goal should be translated into measurable outcomes. The performance
indicated in this approach is to specify goals that are concerned with be-.

. havioral changes, through the use of performance objectives. Because per-

formance objectives indicate the following, they are incorporated in this

nlodel

i .“ ho (is expected to demonstrate a behavioral change).
2. Behavior that js desired.

3. Instructional variable (the situation the behavior is related to, ie.,
math, reading, transactional analysis). -

!

4, Measurement (the technique or instrument). ( \
5. Time or prerequisites needed to bring about the desired behavior.

6. Proficiency level expected (how well the learner is e\cpected to demon-
strate the skills).* -

* EPIC Diversified Systems Corporation—Tucson, Arizona

However, personal preference may not lead others to be interested in
such specificity. Regardless, criteria indicating what will demonstrate that
the desired events or outcomes are present should be identified.

Learner Needs

Many times staff development programs suffer the loss of participants,
either physically or psychologically because a portion of the participants
feel that the activity is below their Lnowledge or perhaps above their
knowledge. Through prescreening or examinations, haseline (data on the
skills of participants can be examined in relation to that level of profi- '
clency desired (as stated in the performance objectives). Such informagion
can contribute to the structuring of the training activities. Additiopally,
this prescreening, using the desired performance level as the criteria, identi-
fies learner needs. When actual performancé is below desired performance,
this is considered to be a learner need: o

Related Activity Process Objective

The subsequent activities related to eliminating learner needs should
be stated in specific terms. To that end it is recommended that process
objectives be used, for a process objective states:

1. The individual(s) or’groups responsible for nmplementmg and coh-
du}ting an activity.
2. The activity whose accomplishinent is considered as increasing the

probability of reaching a performance.
3. Time factors operating ip the completion of the activity. \

4. Documentation of the activity upon its completion.

v
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EXAMPLE: ,

The' staff development coordinator will conduct an interaction analysis
workshop, emphasizing teachers’ use of praise for all “great cities”
“teachers prior to September 15, 1974, as evidenced by a report of the
workshop results submitted to the Great Cities Project Director.

Up to and including this point the staff development has gone tﬁough
Phase I comprehensive planning. The goals to be accomplished at the end
of the in-service and the terminal goals of the in-service have been specified.
Measurable criteria have been identified, as have the learned needs and
the related activities. ~ . o

Next, consideration is given to a controlling mechanism, specification
of a feedback or monitoring system. Such systyfns are.designed to provide
information about what is occurring. Once the monitoring system has
been designed, the planned activities are implemented. '

The ‘next level of the model is the evaluation phase. At this point, .
decisions are made by the comparisons of what was desired with respect
to learner change.and what actually exists. These types of decisions are
performance decisions, Analysis regarding what activities actually occurred
compared to what was planned are considered process decisions. Combining
successful performances with actual progesses implemented provided per- §
formance progess decisions. The attempt here may be to identify activities
that appear to have some relationship to successful performance.

The completion of the evaluation product leads to the initiation of
Phase II. ) '

At this phase, programmatic and organization changes are made to allow
participants of the training session to implement the new or refined skills,
and-criteria to assess the outcome of these activities are again established,
The steps of the model are operationalized once again. .

Through these activities, decision-makers are thén able to dssess:

1. The success of the in-service training.

2. The success of the implementation of the skills and cuncepts presented

;" in the training program. \ - ,

- The topic of today’s conference has been approaches to staff, develop-
ment. However, I should like to state that staff development should not
be viewed as an adjunct activity. It is a necessary dinfension of an organi-
zation, if that organization is to avoid atrophy. Therefore, staff develop-
ment programs must be given the same type of managerial considerations
as any other programmatic operation. The steps I've outlined this morning
are, in fact, an adaptation of the scheme for management, developed by
the EPIC Corporation. . / «

. T}lis"approach does not offer immediate success in 'te/r'ms of realizing

) in-sefvice goals, however, it does provide information partitioned into

1+ cdmponents that maximize review, and analysis that enhances -the op-

¥

portunities for success. . .
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. SCHEME FOR STAFF DEVELOPMENT

|

ESTABLISHMENT OF
GOAL PRIORITIES
|
DEVELOPMENT OF
PERFORMANCE OBJECTIVES

N
I
IDENTIFICATION OF
LEARNER NEEDS

|
ESTABLISHMENT OF
ACTIVITY GOALS
DIRECTLY RELATED TO
IDENTIFIED LEARNER NEEDS
” I
DEVELOPMENT OF
PROCESS OBJECTWVES
7 1
SPECIFICATION OF
MONITORING- SYSTEMS
: T
PLANNED ~ IMPLEMENTATION OF
ACTUAL PLANNED PROCESSES
' —CONTINUOUS
MONITORING
1
EVALUATION PRODUCT
! 1. PERFORMANCE .
, 2. PROCESS

) l RECYCLE |

-

ATTAINMENT

* Aaaptation from the Scheme for Management.
Devclopcgi by EPIC Diversified S/ystcms Corp., Tucson, Arizona.
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¥
1ppey Is a Professor i the Department of Research in Health Education,
s of Medicine and Dental Medicine,, University of Connecticut, Farmington,
Connecticut. -

There are many fgrées which affect change in schools. Corwinin his
. study of the Nationa) Teacher Corps has developed a model for change

Py

which included the follgwing: ' .

-

I. POWER STRUCTURES .
: II. RESOURCES o :
. IIL TASK STRUCTURES o
IV. STATUS CHARACTERISTICS OF MEMBERS ~ .
V. OCCUPATIONAL ENVIRONMENT *%. .° .

3

»” i \J ! v
And of these, perhaps the most significant .and most ir;p/or'?n{is the

-

effect of change on the status struc e or system of roles plafed out by
students, parents, ‘eachers, amd afministrators and ghe threats tg these
roles which change presents. L e SN .
Although threats tq roles siay ptoduce resistance and conflict, it is still
possible to deal with thesethréats. Threats are only effegtive when we feel
powerless to cope with them. Once.we can cope, we are no Jonger alienated.
So the question becomes not, how can’l tentove threats to roles, but how
can I develop ingitutiohdl’ means of -giving people powér, to cope. The
answer to this question may lie in the direction of giving all persons .
affiliated with schools a stronger input ‘into the decision making process.
And the avenue for this increased input seems to me to be in the area
of evaluation” But not ‘just evaluation of outcomes, but evaluation of the
social forces acting in the school, especially s these forces react to change.
Change is difficult enough when a single institution tries to change jtself.
Tt becames even more difficult when several institutions try to collaborate.
I have been"involved in at least three tripartate efforts for institutional )
collaboration, among a school system, a community, and a university. All
A were stressed zadohtily by the forces of change. These were, the Woodlawn
Expeﬁmental*ciool Project, the University of Illinois Teacher, Corps,
Project, and the Crane High Schoal Satellite. Each of these prgieéts was,
in my estimations more successful than its predecessor because of the
increased attention given to the probléms of change. T will discuss the last
of the three because it is the most recent and best exemplifies wbz(l would
judge as an approptiate model for change: " g -
Crane High School is an old school on Chicago's West gde. Its Junior
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College was the predecessor of Malcom X Jr. College. The school has had
a history -of low achievement scores, high dropout rates, and extensive
student unrest. A number .of parents %¥n the community have worked
diligently to see that their cglildren get into uther high schools in the aity
if possible. Sume teachers request transYers each year into greener pastures.
But not aN. In fact, in spite of many obstacles, a core of dedicated teachers
at Crane have,remained there. Due to the proximity of Crane to the Uni-
versity of Illinois at Chicago Circle, some amicable relationships developed
over a period of few years. In 1972 these relationships began to develop
on a full scale, assisted by a grant from the United States Office of Educa-
tion {USOE) through the Indiana University Satellite Center. This grant
enabled the university to place a full time faculty member on the Crane
campus as ~a.project director, to offer classes for graduate credit to the
Crane faculty. These classes were devoted to the psychology of institutional
change, and to providing faculty consultant help in specific areas from
both the Circle campus and the University of Illinois at Urbana I taught
the classes to the Crane faculty. We met once per week for three Hours

Teachers also were able to consult with myself, the project director, and - »

other consultants at other times during the week. The program had strong
sttpport from the district superintendent and from the community. Repre
sentatives of the school system, the university, and the community made*
up an advisory buard which guided the project and also traveled to Ipdiana
University for stimulation and for direction of the-overall six-state Satellite
effort. .

The classes at Crane had three major objectives:

(1) To encourage and assist teachers in developing credentials which -
" would give the natural influentials in the school ‘legitimized recog-
nition in the power structure. °

(2) To place a large number of persons who would be trained as -

‘change agents’ into the heart of the school. t

(3} To develop sourid plans for change in a number of areas of need.

Thirty-five teachers completed the training program the first year. Ap-
proximately 35 more are currently enrolled. Several of the first year group
are now enrolled in graduate programs at the University of Illinois Others
are active leaders in the realization of their projects. These projects include
initiation of a developmental learning center, a nursery school for students
with children to be run as a part of a human development course in the
home economics program, the development of elective courses in English,
a\%ajor effort to attract more good students from th® feeder elementary
schodls, and improved Vvocational counseling. These and .other programs
were not dreamed of by the teachers initially. .

The first weeks of class were® difficult .ones, with the- teachers con-
veying feelings of mistrust and powerlessness more than anything else.
Yet as their concerns became hnown. and as we developed truist among
ourselves, it was possible to bring in” administrators and other school
personnel to alleviate anaieties and tv encouraie and to offer su]‘)pm;t Also.
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the teachers began to understand better that many of the limitations which
they perceived to be imposed by thef[gystem were actually limitations

imposed on themselves by themselyes. e we were able tu realize this,
then appropriate tools for reaching the goals they aspired to could be
developed. L

I would like to share with you today a workable model-{or faclhtatmrr
change which I have developed during my involvement with a number of
politically sensitive projects. The model for change involves at its center,
an jdea which I like to call “transactional evaluation.” Transactional
evaluation can break dowr isolatiun amoung group members and decrease
theit sense of powerlessness. Autonomy and isolation are two primary char-
acteristics of the teacher's work situation. The teacher may value his, her
autonomy highly. He may even be willing to strike fof it. Yet the autonomy
can be tied to isolation. However, the teacher, as_captain .of his' classroom, .
isolated spatially by.his four walls and temporarily by his busy schedule,
may still not be the master of his soul. For isolation, which is the price he
may have to pay for his autonomy, may shield him from the, inputs he
needs to plan well, dnd may wall in his outputs<e the e\tent _that he
cannet be influential in effectipg change. Although autonomy may be priced
for its own sake, the concomitant jsolation may lead to alienation and
Perhaps to a sense of powerlessness and despair. Thus the origin of such
phrases as “Thy won't let us do it,” “What’s the use?" and “It wotitd take
forever to get through the red tape,” “No one listens,” “No one cares.’

Is there any way out?

At different times in history, different answers to this question have
been popular. In those places and times where hunger was common, human
life cheap, and despair universal, the answer was “no.” Both man and his ¢
institutions were pe;:i;;j,as so weak and"mperfect that there was no
hope. Another second p@Sition assumed that institutions were alright but

. people were not. It was the task of the institution to make individuals fit

in. A third position held that the institution should adapt to indiyidual
demangs and needs. The individual was adequate and his problems were
primarily institutional. The fourth position is Wnsacuunal position.

. It considers both the individual and the institutions powerful and necéssary.

My identity is related to my institutions but my institutions must respund
to me if they are to lead te a life of quality. I must understand my in-

-stitutions, their demands on me and how they .affect me. I, in turn, ha\e

the responsxbihty to make demands on my systems. to engage in many
transactions with them in.order to make certain that my needs and the
needs of those I care about are, met. But how can this transaction between
individual and institution take place?

In am group or institution energy has to be spent in maintaining nego-
tiatiuns across the, transactional gap between individual and institution.

A dassical mgo‘{l of organizations consists of an institutional dimension
made up'of a set of rules, norms and sanctions. This institutivnal dimensiun
is placed in opposition to a set of individuals, personality characteristics
and needs.
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Institutional Role Norms and Expectations Rewards  Effectiveness

Transactions Goals

Individual Identity Persenality Characteristics +Needsr Efficiency

Organizations such as assembly lines turning out a constant product
(such as canned beans) to a stable market require little in the way of
transactional activity. Roles are clear and people wanting jobs apply and
accept them knowing full we at is expected from them and what they
can expect from the job. On the other hand, where demands from outside
and inside an institution lead to changmg roles and expectations, trans-
action is at a premium. i
~ Unfortunately, these transactlons do not take place automatically.
Katz & Kahn (1966) have identified orggmzatlonal subsystems which
facilitate these transactions. These subsystems occur in greater or lesser
degree in different organizations and are devoted to maintenance of the
work structure, obtaining instititional support, mediating betweer{ em-

ployee needs and institutional needs, and adaptation to the pressure’ of,

change. These institutional subsystems may or may net be prominent in
schools. Ofen these functions are performed out of dire need, informally,
in the teacher’s lounge over the noon hour. This informal performance “of
crucial functions is adequate when the demands on a school are small.
But when the heat is on; love is not enough. Without either the time or
the expertise, schools under intense demands for change often defewd them-
selves b)'becoming more rigid, by isolating themselves, by denying the
existence of problems, by rejecting the invading demand ur idea for change
or sometimes, by simply falling apart. In order to avoid overreaction to
change, it is necessary to build a climate for change. A favorable clifhate
for change is nurtured by starting change on a small scale, on an expen
mental basis. In addition to this, it is necessary that the functions of main-
tenarice and adaptation be performed adequately. Transactnonal evaluation
- becomes a necessary ingrédient. ’

This need for a particular kind of evaluation has been e\(emphﬁed
recently in ajstudy of the human impact of the Managua earthquake.
(Kates, Haas; Amaral, Olson, Ramos, and Olson, 1973). Although I hate
to picture a school in such dire stress as a city recentI) leveled by an
earthquake, J am sure we aYe able to find somewhere in our memories an
apt analogue. The reason for selecting this study is that there are few
sithations where a social system is placed under greater stress. In such
an extreme stress situation, normal human reactions become amplified.

The very first activity in the earthquake involved a kind of evaluation.
“Initial assessment of physical AND human effects. through “direct ob-
servation, contacting others, seekirg to contact others, seeking}to discover
wha} *has happened, who is hurt, and who is safe.” The second activity
involved immediate effurts to ensure individual survival. And the third
activity again involved a kind of evaluation—at least information gathe(~
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ing—effort to search for trapped and injured. Once information was

gathered, the study then pointed to efforts to establish communicativns and

to st\nulate the flow of information. Althvugh I have cited an extreme case,

‘this response to an earthquake begins ta look like what I refer to as
“transactiongl evaluation.”

Too oftefi, evaluation is looked at aga means of looking only at out-
comes. Too often evaluations themselve¥ have shown that great efforts
produce little in terms of outcomes. Too often evaluations are luokhed upon
as a way of attacking the schools rather than helping them. For example,
I have heard of a parent on a school accountability committee who was
quoted as saying, “Let’s find qut who's accountable—and then let's get
him.” I"'m not talking about pourly done, punitive. or inadequate evaluations
when I talk about transactional evaluation. Nor am I talking about well
designed and useful evaluations which are restricted svlely to summative

evaluation of outcomes. By transactional evaluation, I refer to a less com-
monly explored area of evaluation which looks at the effects which
changing demands oni prugrams have on the social system of the school.
Transactional ev@luauon presupposes and anticipates resistance to change
and trys to expose the anxieties of all persons affected by a change So that
these anxieties can be dealt with..Elaboration of basic concepts and case
. Studies may be found in Studies in Tranactional Evaluation, Rippey,
(1973). In brief, transacfional evaluation attempts tu uncover the appre-
hensions of persons ,gmoxed in institutional change, whether the change
" be earthquakes or computer terminals in classrooms. techniques can
be used at all levels from the classroom teacher to fhe]-SOp administrator.
It amounts to a kind of introspection. Whenever someone asks, “How 1is
this change affecting the feelings of the people either in or involved with
this school,” he' is interested 'in transactional evaluafion. ~

Such questions can be answered by means of transactional evalution
ifstruments (see Figure 1). The items for these instruments are provided
by both the proponents and opponents of the change. Interviews may also
be useful. Perhaps a key to a successful transactional evaluation is the
establishment of an evaluation committee which includes persons from
various roles and with varied degrees of commitments ‘(see Table 1).

For educational change to succeed, it must begin on a small scale in-
volving persons most cummitted to its success. Yet the persons most com-
mitted must continually remind themselves that not everyone shares their
commitment and that some are so threatened by change that they tould
easily be motivated to work against success. Therefore, the potential op-
ponents must be encouraged to identify themselves and to participate in
an evaluation of the anticipated and unanticipated outeomes uf the change
dynamics. The outcomes evaluated should include not only the goal
vriented student vutcomes of the change. but alsu the effects 31 the program
on the feelings of competence and worth of the members of institutions.
more specifically, the teachers. administrators. 5tudents and members of
the community served
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- FIGURE 1

. Transactionad Buvaluation ‘Instrument
3 ' .
A - strong agreement, a - agreement, d - disagreement, D - strong disagreement

. Statements *Roles Responses

v . A a d D

#1 ’ P/C

Stu

- Sch

- . Univ

#2 { B/C

-Stu .

Scr

. Ugiv

#3 & 1 el ,

Stu

Sch

Univ

oo

< .

‘e Teachers and Administators; Univ = University Personnel.

. i .

* Roles. P/C = Parents and,/or Community, Stu =. Students, Sch = School
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TRANSACTIONAL EVALUATION PUTS FORM: PU’§S stands for
Parents, University, Teachers, and Students.

1. Make large fzms to use with the group or groups.
2. Solicit statements of concern, interest or need—possibly in response
to role playing about tensions and apprehensions,

. Fill in the statements. Then have persons respond t6 the form. Then
count the tallys.

. Now discuss the issues. Decic}e. (a) what needs to be discussed and
who needs to do the talking; (b) what needs to be done, (c) where
does more information need fo be collected.

. Allow anyone who wants to submit a statement to the group for the
putpose of changing the minds of persons who assume different positions
“to do sa. These arguments will be circulated.

. Repeat the process as needed. | y

» .
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PROFESSIONAL GROWTH AND PROGRAM
- DEVELOPMENT —~ CHANGE RATIONALE

. -

1. What is the educational problem?
2, What are several approaches or steps toward the solution?
3. What forces are pushing for change?

4. What forces are resisting change?

5. What are the valid reasons for the opponents of c})ange?

6. How can the opponents be changed into proponejits?

7

. What would a small-scale, experimental plan logk like?

STEPS IN THE CHANGE /ROCESS :

1. Describe the possible solutions and study/All your options.

. 2. Collect all the most enthusiastic and Lompetent persons together to ,
plan for change. Make sure you hav adequate support and that you
plan openly.

3. Develop a small-scale experimenta}/plan. Role play your opposition.
a. By hypothetical proposals meptioned several times; ™
b. Byhgiving them a role (evaldation is a good one):
c.'By being geniunely interesped in their concerns and responding. .

4, Perform several transactionfl evaluations, obtaining feedback, and
acting on the resnlts. See the PUTS form as an example.

5. Appoint a monitoring ev uanon committee comprised of both pro-

\ ponents and opponents of the plan

MONITQRING AND EVALUATION

What do you need o ¢valuate? .

. What evidence pointy toward either accomplishment or disaster?

. Who will collect thi 1nformat10n ‘and from whom will it be collepted?
How will the data fbe mterpreted analyzed, and displayed?

..Who will receive the mformatlon thus produced and what use will be
made of it?

u-.uo.»m..a
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Appendix A

A SURVEY OF STATUTORY PROVISIONS
MANDATING MULTI-CULTURAL EDUCATION OR
TRAINING IN INTERPERSONAL AND
INTERGROUP RELATIONS

LavonTt E. BUFFINGTON .

Mr Buffington 1s a law student at The University of Michigan

~

The purpose of this project was to survey. the fifty states to determine -
what statutory provisions, if any, exist in each state :n the areas of multi-
» cultural or muti-ethnic education and human relations. .
. The research in respect to the project is divided into four statutory areas
for greater understanding and breadth. These areas are as follows. bilingual
programs, textbooks properly portraying minorities, multi-ethnmic and
multi-cultural concepts‘in students courses, and teacher training in multi-
cultural or human' relations . \ L.
‘ In order to cammunicate theé findings, T have prepared a chart. The
»accompanying chart lists the fifty states and District of Columbia along
the vertical axis while the statutory areas are listed along the horizontal
“axis X's are used opposite the states to designate the area in which
statutory provisions exist. /
“Bilingual equcation” is the largest area in which states have enacted
statuies Inf this area the states have set-up programs which allow a student
+  whose primary language is other than English to be insfructed in his
" primary language in order to successfully compete with English-speaking
pupils. ‘
Bilingual programs vary greatly from jurisdiction to jurisdiction but
“the average program covers aspects from the recognition of the need+for
such programs to legislative approptiations for the implementation of
such programs. The more comprehensive programs provide standards of
certification for the hiring of bilingual instructors. These standards are
in addition to thé competency requirements impased upon alt teachers.
The next area of research deals with the textbooks used by pupils in
elementary and secondary schools. Only six states statatorily require their
boards of education to select and purchase textbouks which properly
portray minorities (Spanish, Black, Indfan, ¢tc.) in contemporary light.
The schools of these states may only use or at least must consider. teyy
books which fairly represent the contribution and achievements of minori-
ties.
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The third area of fesearch deals mth the content of student courses.
This area refers only to a state statute which mandates ,that a class in
Black history or other ethnic group history be taught in thoschoql How-
ever, it is important to nafe that only two of eight states requiring a class
in ethnic history also requxre the use-of textbooks whxch prOperly portrayv
munonties and their contnbut:ons to hiltory. This and ofher legls{atxve -
consistencies in logic appear throughout the areas researched as they relate
to one another. ~

Teacher training in multi-cultural or human relations is the last and
smallest area. Less than 10 percent of the states have enacted statutes which
require school teachers to take courses in the area of human relations or
mult:-cultura\ education. Generally, these statutes require a teacher to

' 4?‘; trained in dealing with children of disadvantaged backgréunds, with
) earning deficienies, and with the psychologlcal and behavioral problems
of minority children. . RS

In my opinion this is one of the most lmportant areas in which a teacher
can receive training. Thus, it is extremely disheartening to learn only
four states recognize te vital and essential need for such teacher training

In conclusion only 48 percent of the states surveyed have enacted one
or more statutes in respect to multi-cultural education. However, there is

' a possibility that some states with no’statutory provisions may have ad-
ministrdtive rules which govern the area of multi-cultural education Never-
) theless, it remains a sad commentary on ‘the thinking and awareness of state
legislatures which have not seen the essentjal need for enactment of such

statutes. ' :

*
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Appendix B

SURVEY OF STATUTORY PROVISIONS GOVERNING
PROFESSIONAL GROWTH AND DEVELOPMENT

~*

v '

. RHODéﬂL d FIELDS

Mr Fields is a law student at The Universitys of Michigan

>

This summary is based upon a survey conducted to determine what
statutory provisions each of the 50 states and the District of Columbia
has to promote professional growth in its teachers. The survey was in-
tended to be comprehensive, however, it is possible that some statutes
were omitted by oversight or by novel statutory organization and headmg,
by a particular state.

Kansas is the only state that does not have at least one statute affecting
some aspect of professional growth. Article 14 of the Kansas Code which
provided for county teachers institutes is not currently in use.

There are at least eight states that have two or less professional growth
statutes. Among this group are Connecticut, Georgia, Montana, New
Hampshire, New York, Texas and Virginia. For the most part, the subjects
of these statutes are either conferences or teachers’ meetings. Georgia's
lone statute concerns itself with the use of sick leave for personal or profes-
sional reasons. .

These statutes are located under at least fourteen different headings
ranging from certification tu wurkshups. Seven states have provisivns under
the heading of superintendent or county superintendent. They set forth
the superintendent’s duty to call conferences. teachers' meetings and in-
stitutes. Four states have provisions under the heading of school day, week,

. or term. These statutes state that days dismissed for teachers’ meetings,
institutes, and workshops shall be counted as school days for determining
school weeks and months. Most of the other provisions are located under
headings which are more closely related to their subject matter. Because
the states have different index systems and empluy a variety of key words,
manjy similar statutes are located under different headings in varivus states.
For e\(ample twenty states have leave of’ absence provisions and eleven
have provisions for sabbatxgal leave. However, only two states, Alaska and
Pennsylvania, have statutes under both headings. In those two states the
dlstmctlon seems tp be based on whether the teacher gets paid while he
‘is on leave or not and for what purpose the leave is taken. In many of
those states that only have leave of absence provisions, it is difficult to
dlstmgulsh their leave from a sabbatical leave. Some of the same con-
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siderations apply in both processes. There is usually a minimal amourit &
service required on the part uf the applying teacher. The granting authority
considers what benefit the school district will derive from the leave, the
field of study of the teacher, and the plan for the teacher’s education durihg
the leave. The amount of compensation to be received if any, is statutorily
authorized. Sabbatical leaves, and leaves of absence are not interruptions
of the continuous service necessary to attain or retain tenure and are not
considered breaks in service for retirement purposes.

Of the states surveyed, sixteen have stattes for* institutes, eight have
statutes authorizing conferences #fight states ha\e teachers' meeting pro-
visions, seven states provide for{in-service trammg, and three states have
statutes authorizing workshops. e recurring theme in the bulk of these

statutes is that these various mechakijsms are ta be used to improve the

professional competence of the teach®s and fo improve the quality of
instruction offéred in the public schools) In the states having the above
provisions, at least five days per school térm are’set aside for the various

rofessional improyement gxercises.

Six or more statutes authorize teachers tp attend summer schools €ither
at sta@colleges and universities or at a locktion selected by the board of
education. Teachers are given the opportupfty to keep abreast of the most
recbnt developments in their respective flelds and to take other subjects
that will generally increase their efficier{cy. Most of the¢” summer schools
are free tg teachers. . .

Aside from the states that provide free sitmmer schools, there are nine
states which either give their teachers scholarships or exempt them from
paying tuition for courses taken in colleges and universities. Nevada and
Washington fall in the latter group. Most of the states provide aid in order
for their teachers to improve their general proficiency. However, in Con-
necticut scholarship aid is available for teachers going into certain fields
where shortages exist. Oregon awards scholarships to qualified teachers
desiring to obtain certification to ‘teach mentally retarded children. Ken-
tucky awards scholarships to teachers who are teaching science, ‘mathe-
matics, or a foreign language. .

Trends were rather difficult to discern on the basis of this survey. How-
ever, there were notable exceptions. Between 1967 and 1973 at least ten
states repealed legislation de:ﬁn with some aspect of professional growth
Eight states eliminated their inst{tite Statutes. Most, of the institute legis-
latﬁn-wﬂs originally adopted beweep 1908 and 1927. Some of these states
possibly still conduct institutes or similar programs either through ad
ministrative regulations or on the local board’s mmame The above devel
opment. supports the propusition that there is’'a definite movement away
from using the institute mechamsm as a vehicle for promoting professnonal
growth. Pennsylvania repealed legislation governing teachers’ meeting3
in 1970. North Dakota discarded teacher prepara’fory scholarships in 1969
Wyoming is currently in the process of phasing out lts/e{uher scholarships
program.
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There is also an identifiable emphasis on_ up-grading the prdfgssional_
quality of teachers. This seems to be vaguely related to the accuuntability
movement in this country. In some states teachers’ must .evidence proof
of professional growth. Failure to do so can result in dismissal. Dismissal
may occur while the teacher is serving in a probationary capacity or even
after he or she attains permanent status. In Nebraska, permanent teachers
in a fourth or fifth-tlass school district must give such evidence of profes-
sional growth as is approved by the school board every six years. Failure
to show normal improvement and evidence of prpfessional training and
growth is a graund for suspension, dismissal or refusal to re-employ teachers
in Nevada. In determining whether the professional performance of a
certified employee is inadequate, evaluation repor{s and written standards
of performance promulgated by boards of education are taken into con-
sideration,

In California, professional development and program improvement
centers were established to improve the classroom performance of public
school teachers. The State Board of Education selects the evaluation proce-

" dures used to measure the improvement of teacher competence of those

teachers partitipating in the program. There is no mention of dismissal
or refusal to re-employ as a result df upsatisfactory participation in this
program. -

Aruitoxt provided by Eic:

&




N , - |
. & 'SIOHSHIOM ] ] ‘- W A

NOLLJWIXd NOILINL v , ] ]

INGS

7I00HDS YAWWAS

m&mzmﬂwaﬁmom Js R

, LNAWIAOUWI YO : .
HLMGHD TVNOISSFIOdd " My M e < WK » <

ING THEM

ONILAAW SHAHOVAL % U . 3 VRNVIVIY:

ONINIVIL FDIAYIS-NI

-

NOILVOIAILYID 4

- dONJIsgV 40 STAVE I 4
SALALILSNI ¢ ..

STONTAFANOD pe . v : v . M . M ®oK

)

MMONLY USED STATUTORY HEAD

AND THE STATES US

%@Urr«\mmﬁxm b bl Hoow ”? Lot ” » %

'CO

Ny
¥
AY

A
Siv

Aruntext provided by eric [N




