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PREFACE

.

Thispaper identifies and discusses consideraEiohs
in.facilitatiKg the installation of competency. based edu-
cation (CBE) programs and for'ma'initaining-effeetive program
operation. The paper reflects infOrMation_prpsented in
other Oregon Competency Based Eddcation (OCBE) Prbgram .

dOcuMents. For example Paper, 1, Th4Minimpm Standards for
1Competency.Based.Education in-Oregon:,An OVerview, describes
the Oregon context for,OCBE program.activitiesi' Paper 2"
AlternativeModels of-Competency Based Education, presents
a working definition of icompeterIcy based education.
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INTRODUCTION
1

;.

The introduction and operatiA of any - innovation in

schooling is influecnced by considerations At directly re-

lated to characteristics of the innovation itself:: These

considerAlons are aspects of 'the scoolenvironment in which 0

an'innovation is introduced. They relate, for example, 'to.

procedures for staff orientation and training rellted to the
1.1

innovation, ts resource distribution,.feedba'a operations,

,and to carefully sequenCed'implementationof the innovation.

These considerations may be addressed through various

procedures to facilitate the smooth implementation of an-
,-

edpcational innovation. Combinations of such prodedures
s

may be conceptualized as'implementation strategies, or

systematic action plans that reflect an interplay among

the considerations.

Implementation strategies influence the form and the

fate of specific edudational'innovations Where such stre-

tegies are effective, new programs or changes are tried out

in a context that enhances their potential success. Where

implementationis poorly planned or ineffective, even the

most promisingAnovationsikourder.

0110

This paper discusses considerations related to strate-

gies for the implementation Of competency based education

(CBE) approaches. Where appropriate there is also discus-

sion of the possible differential effec"tiveness of various

strategies, at'different stages of installation, in operation-
,

ally, different CBE contexts, land by different change 'agents.

1

1.
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*Pr.
The paper is interided to be' provocative ?AU:let tOn

prescriptive; dts.syggestions are presented as alternatites

rather. than imperatives. The information presented derives

from several sources. Professional literature, highlights

strategies for major or compreh change. in education.

Such changes are represented, for example, by innovations.

deqignated as competency,based education and competency based
.1 A

,

teacher ,education, perfOrmancelased education, diff.eientia-
.

'ted staffing, team teaching, and outcomes-based instruction.

Additional-literatuie reflected in Ithis.paper examines-smaller

scale change. Such change is Yepresentedifot example, by,.
. i .

the incorporation 61 any4concept,attltudet skill, or tool in
. ,

A.
.,

education.'by a unit that-has dot incorporaied it previously',

Various unpub34shea.sources prpvide further infilrmatio The `

0
paper Also, refleCts,the experiences of indiVdduals'engaged in

introducing, installing, integrating, and maintaining the

operation of, planned change in eilucation..
/

`1
. '

-....

- ,

Competency Based 'Education: A Definition

The definition of competency based education.employed in

this paper is presented in-N.ternative Models.of Competency

,Aased'Education" (SChalock,-- 1970).

.

[CoMpetency based education is]....a process that
facilitates with a known degree of effectiveness
the acquisition of asked outcomes in:learpers

incliiding the ability to perform tasks related
to sucdess in job or life roles .documents the
achievement of these outcdmes/.and'links gradUa-
tion retvirements to specific performance levels
onva particular' set of outcomes (pp. 42-43).,
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The defir4tion details three categories cif CBE ch.yrac--

teristic s: defining, enabling,

oar

dnique characteristics....

4

Defining*Ctratacteristics

It is proposed ,bry Schalock that the essential elethehts

of a compdettncy based education program inCltide:

o -A 'listing of outcomes desired from.instruc t#on,

including outcomes that reflect thd ability t o

function effectively in lite'iOles:

o The identification of a minftumset of the

' outcomes as thoseineeding to be demonstrated

Pas.a -basis for graduation;

-o I6structidnal programs.that.enable studentCto,

achieve -the various outcomes desired from

schooling;

o The means by which. to evaluate oitcome achieve-

ment, and certify that outcomethaVe in fact
1

been acdpidved, including:

e

--measures of outcome achievement that follow

directly froth the statement df desired out-

comes;

--standards' that indicatEe clearly the level

of peiformance (criterion)' the! must be met

on each outcome measure for outcome achieve-
.

ment to be judged satisfactory.'

o Procedures that enable studenls to individualize

2\.4arning programs'and:assessment proiesses;
,

t
e

.11

b
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- '- ' 1 7 s.: : . ' . t,. .
. ..

.

q Procedures-th4. enable :students to'rece4Ve...in-,e" 0 . .i. '' 4
. i .... I.

'learning outcomes are achieved;,.

,

. .

.artdi., .;, ,' .,v-.. . .. ..
7-.4 '

''

o Protedlires!that:assure the continuous adapta

. tiop and improvement of instructional pograres:
-

t-. : - ,,

on the basis of student
*

perform4ce In relation
,

.

to the .learning outcomes desired froth the pro-
. .

414

gram. .

These seven defining characteristics,- "it ls suggested, are

critical tc) competenik Awed education programs..

Enabling Character ;tics
Now

SdhalOck.sUggests
4 that at, leaA. threeen1b14ng.featuees.

,are'reiquirerfor a competency based'Prograrrto

ally:

-

1

a

. A means for id§ntifying and agreement

/

on the eduCational outcomes sought by.i-district,

and'a means Eor insuring that trey reflect:

o social condi ons, both present :end antrict-
3

pated; and .- 4
4

o what is known about human development and/

.. ..? ,-.learning. .....---.
,d

X

2. A means for- managing or administering-the pr0'-

which insures.

-ttle funCtional Linkage of program planning,

operating and budgeting procedures;

o an inforMation,management system that sup-
,

ports datl.dependent decisonmaking; and
41,
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o the appropriate pr eparatiOnA placement and
. . .

.

utilization,of personnel:

. 3. A means for arriving at 'program related decisionq

that makes 'explicit for each major category

. ofjdec'ision t9, be made:

o the structure-or.-"mec nis

the decision is to be made (e.g.', in-

diyidual teacher. or team of-teachers, 'a

departmental or grade leVel cimmiqee,
/

school-Kide committee; a school-community

council);

the groups to be presented in the-
. .
;0' decisionmaking prAcess;.

.. o the procedures to be followeb in arriving
,. .. %

%
at a decisidn and

o the, data. to, be ,considers, in arriving at

a decision.

Uniq irCharadteristics
.

Finally, SchaIock suggests that there are o e
4

.
aspects of the defining and enabling chaeacteristics-that

. . .

:'ha0e,been identified that are unique to the fdea q
.00'

. .

4 competency based` education. 'These are: ..".

A ,

, o The irrtistence theta minimum set of the 'outcomes'
I

desired'from -sChooling be defined in terms -of the

ability of students'to function effectively in

life roles when tkty complete school;

o Thelequirement that aminimum set of these
P 0

.

7
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outcomes (competencies) be demonstrated as a'

basis for graduation from school; and

The req irement that performance in relation

to' this minimum set of outcomes be summarized

and displayed as part of fhe certification

process.

CBE .Implementation: A Continuum
4

The period.of competency'based education implementation

may be conceptualized as a continuum that begins with acti-

vities designed to orient potential users to CBE, and to

provide them with, information necessary to make sound judg-

meots about he meritsOf the innovation. Subsequent activi-.

ties relate 'the "adOption" of CBE, 4r the decision to try
4

CBE out i schools and classrooms, and extend to procedures

designee o'plan specific program characteristics, and to

econcile the programand prevailing structures of the

adopting units. Activities detilped to.monitor, 'evaluate,

and maintain the effectiveness of total CBE program imple-

mentation complete the continuum.

In presenting a framework for analyzing the levels,of

installing a given innovation, Hall and Ills coworkers (1975)

observe that it is commonly overlooked "that innovation adop-
,

tion is a process rather than a decision-point '-- a process'

that each innovation user experiences individually" (p. 52).

McLaughlin (1975), in a discussiOn of classroom organ-
.

ization change projects, notes that the implementation of

such projects-requires usexs to work out their,own styles

6



and'techniques within a br.oad philosOphicalsframewoN.'.

. Project goals and methods are beirformula-ted by dtershs

hey. attain skills appropriate 'to thelinnovation:

It may be useful0for some Olannirpg. purposes to view

the CBE implementation continuum as composed of two general

phases: pre-adoption .361 post-adOption,., Hall and Jones

(1976)', in a comprehensive discussion of competency based

.teachef education programs, emphasize the iippartance of

carefully planned, systematic pre-adoption activities.

-4 plan of action for.actually getting the CBE
program adapted must be,designed along with the
conceptual development of the program...the use

4, of the term adoption does-not mean thit an-ddLpr
cational institut °a is adopting someone else's
CBE program, reth r4.4 the term tefers%to the
assimiration of th /CBE programAeing.developed
by the'tdoptirls ins itution. Ideally this CBE
prOgram includes "adapted" componeqts from other
programs as well as development of unique com-
ponents. .11%aprdlese of the origin of the com-

' ponent innovations, the job IT Still to get the
"box" into effective and widespread use within
the institlitionApp.-236-2371.

Bassi and Watson (197 -4) studied certain 'variables per-'

ceived to "get the box into effective and widespread use,"

and to keep it there. They conceptualize the time at which

installation_ is complete and effective, and the innovation~

is a well integrated part of the curriculum, as representing

"institutionalization" of the'innovatioi. Institutionalize-

tion, then, is seen by them as the promise at the end of

the.installatiOn oontinuum. Systematically planned and

applied implementation strategies should help ensure that

this'gold-bright vision does not, yellow-through inattention.--

76 '`



4. IMPLEMENTATION STRATEGY COpSIDERA ONS

Generating Supprt "
Ball and Jonei (1976) Observe that changes may be

attempted or introduced in a School system "from the outside

with loud banging on the doors..." or "f.rom the inside" with

peruasiVe inforMation and "steadylogid" (p: 250). The.

'reality and durability of change imposed from outside is nbt

Promising. ,Sul changes tend to be shot-lived, and ts
.

reflect the, rhetoric but not the reality of'the innovation.

A perceived element of choice or potenial adaptability

llophthe suggested change to user needs and preferences is of

great value in creating a spirit of willingness-and Support.

For example/ vencilanges that are mandated by a state'or

local educati n agency, or, encouraged through federal'incenL

wive program#,, stand a better.chance,of dceptance if they

are not presentedCo potential participants as unalterable.

Rogers (1969.) stf.esses. that:

...change's andinnovations which are decided upon...
. are likely to-be implemented in practice, because'
they air.e self- chosen. It has- been a -familiar coke
plaint thatnew idets in teaching,.in cumiculum,
in methods, are literally "a dime a dozen," but%thzt
they tend to be resiste0 by teachers and adminie
trators. But wheh inditiduardVave chosen to try''
some of these new ideas, the outcorne-ii-Fite dif=
ferent (p. 312).

When discUssing the importance of user choice and tbrogra

adaOtabilify,- Fullan (1975) recommends that:

...in situations where the innovation'is already
selected or yin be selected by a' small group of
users fokpolitical reasons (i.e., in situations
44ere the adoption decisiOn excludes user parti-,
cipatioor eventual users ihould_be heavily involved'

8

4



I

ti

in the planning fdr imp
adoption but pre-uie ac
on the nature ofthe in
implementatior1%strate9
important fob creating'
innovation as wel as f
to use it' (p.

Orientation to Program

Program orientation

. support for educational ctlange. Orientation activities, pre-

ementation stage (i.e., post-
ivities) in order to decide
Ovation and the appropriate,
s. This is particularly-
he 'capacityvto use' the /".
increasing the 'commitment

Q

S an important means of generating"

pare potential participants in and recipients of a new program

to bake more inforthed decisions regarding the pfoposed

vation. The audience for orientation activities w,ithin a

,distridt may. Anclude.teachers, administrators, support pee-
dir

sonnel, pupils, parents and other members of, the community.

Orientation information may be provided through newsletters,5
,newspapers, radio, television, meetings and conferences,

audiovisual presentations, and demonstrations -- all designed
0

to promote awareness and understanding of CBE-type programs-

(Colyer, 1976).

Pincus (1$4) identifies the informin9,and cooperative

r planning functions. included in orientation activities as

major contributors to the eventual fate of innovation eff011r

Examining instanc e's of innovation barriers. h e'cites-lidian:

An 4inportant causal factor seems toe e-a lack of
comMtinication between sponsbrs'of iAnovatiop and
the ultimate users -- students, parents'and teachers
-- which tends to work against significant chalige
at the user level (p. 126). 7

The potential dividends of carefully planned an8 sequenced-
.

involvement in CBE orientation activities awe uggested"by

..14oditsch:

9

4
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There are all sorts' ,of audiences that must be -A,

apprised of and involved.with-the institutional-
ization of CBE. But if you want the teachers
and School administrators work er you, ex-
plore its ConsequenOes with th first. Involve
all of`the,appropriate audience -- parents,
.studerrtsiltc. --.as soon as yo seek to design'.
and implement, but familiarize hool staffs first.
'CBE theyes reach to 'the wry roots of edudation-

A, alprofissionalism, and educators like to trace
those roots themselves before others do it,
.(.1oalfscht Personal,Communication,'1976).

44 ti,

Six basic -tchniques for bringing an innovation in

education to ;he attention oflotactitioners have been identi

,fied by Guba* (1'9671: telling, shoWing,helping,

training and intervening. Guba distinguishestetween help
,90

ing and isnavehing on'the basis,61 how and why the change",

1,16

Agent, or innovator.,4irst becomes involved. Dlrect i,volve

ment of the chtAge' agent'on the potential adopter's terms is
.

thaiacterized as helping. iriv6ivement-oh the change agent's

terms is characterdzed'as ihterVening. fhe six techniques

are not discrete,, and may be combined to promote favorable ,

coAsiddiation df the innovation.
e 4

L'asser and Elam (194),,in a discussion of varmis
.

oriehtation activities' conducted prior to-th+ field testing
. ....

. 11---,,_ A of comprehensive, exportable instructional programs,, db-
./ . .

'setve that:'

.

.:.it-is.desirable for adffitnstrators to conduct
,program'orientaion sessions for classrobm teach-
rs and to allow teachers
sionmakin§ regarding pOgra adop ioh or field

4
' 0

1

The.au,thors define' such programs as having the following
.4 characteristics \ Oplicit"ly stated .outcomes, classroom-,-

validated materials .and ptoCedureS for promoting those out-
comes-, Litcomes-referenced assessment, and materials phd
procedures for providing.supplementaty instruction.

I,. -

10

1
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testing. Teach'e'rs who are Consulted regarding
program, use are ge ally.7. supportive when new,
programs' are intro ed... A' teacher Whose opinion1

, is typcglly sought egarding program adoption .

may more *frequently try tos.make a newly installed
prog,ram. "work" `eAn w,heehekerri she did not reNcom-
mend .adoptidn of .that pariculartyprogram. Further;
teachers 'who Are' donaulted prier tiz district or
school commitment =program are ;aware of- any
'conditions. o,f 'program u,se data collection
requirement's' for programs° Odor 'development) , -and,
ace mo.relikely,,fo cOns4entiously satisfy those
cohditians duririg'field to tins. (p. 2.)

- s.

'In aildition 1o.:the1 importanc'e of orientation 'ac'tivit'ies

', fOr staff ,and Students *considering 'the intfOuction' of CBE,.
... I

. . .
-; . "' C .

fiaff '(197) notes a-need ftr special _.attention to ongoing, -
. ,, .

....
. .

-.I , ,
-oxien.tati2)n for, rie.W%staft'a.,n Students. -.She observes that. , , . i'll

%. =. ' ..
. /

ctinsiderabLy mOre time --aild aftention.[hes been% found 'neces-
sary f6r ] orientation in .C135'Tro9iam,g than 4n more traditibiiali

`'., .

1

.4*

$.

peogr ams7- (p., 12) . ; ;, .
... .

4,Utop-ic and pCagmat'ko: models Oei,hange.adv.ocacy, are de-.
. ,

. t , , t , . .,,,, .''', .-,scribed. by Gallaher. 41,965) . 'The. titopic 'model' assumes''that
re' a '' t,

1

N4,
#

'chang\e is best fa ilitated by.'Planning fo', people .rather th'an
planning ,with,-them The pragmatic model .defines the change

A-
advoFate's role as One ofcreating 'a Cliniate onduciVe to

.

abceptance. dallaher Istimmirizes*the- desirability' of, the, *,
latter approiech: .

. .e
I believe it' is be t because it- is based on Cop-
plete (and 'detailed nowle,dge of the target system

'is.... a lar e ,body of research to. support
the basic assumption underlying the pragmatic
-model, that is that people will more readily ac-
cept innovations-that-triel -can understand and .

. perceive' astelevant, ail secondly, that they
Ilaye had e hand planning (pp. 41 -42) .

,

G "allaher suggests that within the pragmatic model,
change adAcates are more likely to be succgssful if' potential/

c

,11
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-adoptecs perceive them as prestigious. However, even tenta-
.

4
tiveiy

'',

datermimin4.whi6h individuals or groups.are1,ik.ely. to
--. .,-.

. )

have,prestig1 , or the'Capability to influence otters in a
. .

.

given educational, setting, may be a difficult, and dubious

.task.

Such determinations are n)evertheless implicitly- hypo-

thesized when change adVocates are selected or when'advocacy
,

k

functions
.,are'aisbmed. W. hen. progra.m support.by specifics

individuals. can be planned in the design of systematic
4

instaliation strategies, those strategies then can be

tested, and confirmed or revised.

EVI6ENCE OF SUPPORT

Evidence of support and interest can be Critical in

I

motivating potentialtparticipants to consider and to try out

\a new instructional grogram or system (Ansaldo, 1976;,Taylbr,.

976; _Lasser and Elam, 1974). Administrators; peers, and

authorities within the profession are among the imividuals
., \

-

from Ohom such testimony maybe desirable.'

(a) Administrator Approval

A ROITert 11965). emphasizes "the crucial role of 'School'

administrators in causing a -school to be more or
, .

less innovativei.." (p. 61). Summarizi4g research
1ar findings supportive of adminstrator -involloment,,--

Rogers cites Demeter:

Building prindipals are key figures in the
process. Where they'are both aware of and
sympathetic to an inndvation,.it ttidS to
prosper. Where they are ignorant of its
existence, or apathetit if not hostile, it
tends to remain outside the bloodstream of

12
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the school (Rogers/ 1965, p. 61).

As4milar 'View regarding the importance' of active
Y-

spperintende ql involv'iment is expressed by House

a491.6)ri'

'The supe7r,intendent [and his top staff) play
a key role in introdUcing innovations into

.their dietricts...The superintendent acts as
'a carrier, a catalyst, and a gatekeeper for,
new ideas...(p. 338).

'
KaPfer, et al. (1970) describe" the introduction-and.

implementation of "a life-fnternahip instructional
:

Program". in a southwestern urban school. Many char-

acteristics of the program are similar to`those of

.cOmpeten4V based .edlation programs; They dis-

cuss the active role of the principal in demon-
,

strating support for the'new program.and,in

coordinating and monitoring its implementation.

I
Contrary to current worries dy some edu-*
cators that the principal is doomed to
replacement by a business manager, the
.rpl'e changes that have occurred'...have
made the principal's role as educational
manager and instructional leader much
ffire critical than ever to the successful
.operation 'of the school (p:-22) .N

Thectitical role of school principals in the ef-
.

fective Operation of the League of Cooperating

41.

Schools is'emphaiized by Goodlad ,0.967):

It ',is the school principal who is the
link between-the League/as an entity
and the participating school...he car-
ries word of-ortgoing League activities-

, to his school and vice versa, he pro-
videsleadershlip to his faculty in re-'

%ard to League actfvitles and he con-
Veys League-centered business to fellow
`principals and educatois in the total

4i
13
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Idistrict. C eirlY, ithe investment in
the schdol rincipal is a substantial
one. In essence, as they go, so goes
the League -- and so goes the change
process (p. 2).

4
McLaughlin ('1975), in a report of a study of change

agents conducted by the Rand Corporation, notes that:

° The receptivity of the institutional .

-setting toga proposed innovation varied
greatly among the projects we examined --;

. from active support to indifference to
hostility:..In particular, the attitudes
and interest of central administrators
in effect provide a "signal" to project
participants' as to hovi seriously they .

should take project goals and how hard
they should work to achieve them (p. 3):,

In considering some possible consequences pf super-

intendent interve tion in ihtroducing an innovation

..in education,
//

les (1965) articulates four posslble

rlles that m ght be 'assumed by the superintendent': :.

content initiator, process initiator, mediator, and

squasher,. As contept initiator, the superintenderit

asserts pos tive support for a given innovation. As
/

process initiator, the'sdPerintendent sets plans in
..

motion -- tablisheng a structure that Will facili-

tate examination and coop ive
t,planning

related

to the inno ation.
, ..

As medi4tor, the superintendent promotes the
44 r

44

active involvement of Potentiai participants. in

the.planning prroceas, but'ip less active Per-

sonally in such planning activities. As tquasher,

the superintendent impedes tIe introductiOn of an
-t

innovation by intecating skepticism or some other

4.
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nagative4reaction to the potential chahge.

These four roles do not .lend themselves

to mechanical assumptAn#by anadministrator,'
-

nor is each * role necessaily'av7ilable to all

'administrators. Some maybe inconsistent with

a given ndividual or organizational

In additiOn, the sub-tAsks or sub-changes

that may be conceptualized within the scope

of'a given change in education may suggest

the desirability of sequenced, differental-

assumption of administrator advocacy approaches.

For4example,the superintendent might assume

the role of content initiator to,' introduoe the

concept.of CBE and to promote congenial staff

perceptions of the in1ovatiop. At subsequent
i

stages of program planhin4,/however, the-super-

intendent might assume they role of mediator, or

facilitator.

The degree to which the administrator's

overall effectiveness might be compromise

through the active advocacy of CBE is another

factor in the implement.ation:strategy equation.

The superintendent 'serves many audiences, some

with apparently conflicting demands. Because

the function of the top district administrator

often serves balancing purposes, many superin-

tendents may view the process initiator tale

4t)
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arimpracticable. Gallailer (1965) /references

Spindler in this regard:
("1 /

[The administrator's] job is in large
part thst'of maintaining a w rking
equilibrium of attest antagOnistical-
ly cooperatiVe fordego Thi is one
of the reasons why school a ministra.-,
-tars are rarely outspoken p otagonists
. of a consistent and vilOrously profiled
point of view (p. 50).

As with other installation considerations,

decisions regardi.ng. the manner-in, which admin-
t ,

istrative support of CBS should be communicates

-.. require attention to a complex interplay of.

district-specific variables. In Wilson's

words (1965), the superintendent "needs to

be a good guesser" (p. 84).

-(b) Peer Approval

The'approval of peer elites as a deter-

minant of innovation is cited by'Pincus (1974)

in .regard to influencing administrator percep-.

tion of a giveriinnovation..

When key figures in the bureaucracy
and their colleagues in other educa-
tiorial bureaucracies can agree about
the acceptability of the innovation
[the circumstance 'is favorable to .

innovation] (p. 20). ,

Rogers (1969), in a digcussion of intensive

workshop experiences for teachers, indicates

that-the single most important deterMinanliof

individual registrption ds the observatiori of

significant changes in acquaintances who were

21
de
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A

previous workshop participants-. ROgers adds

thatea0.y in the introduction of; the group

experience he had no expectations of reaching

e'ry teacher or faculty member 'directly:.

It is quite sufficient that any parti-
cipant will.have peers with whom he or
she can -share experiences growing out,
'of the intensive workshop. Since many
of the teachers' supetiors will also
have/had-suclf growing bxperiences,
the faculty member will be going back
into _a school environment,which-will
be essentially responsive to any
changes in his behavior, attitudes,
purposes, and relationships. (p. 312).

House (1976) observes that "the people'super-.

4

intendots find most credible as sources of

information about innovation are other superin-

tendents" (p.. 338), and Taylor (1976) emphasizes

the persuasiveness .Of positive teacher support in
I

generating attitudes of acceptance among fellow

teachers..

6
. (c) Authority Approval'

The'endorsemen6 of all innovation in' education

117 authorities within the profession m y help to

create a climate of acceptance among potential

adopters. In discussing the successf 1 wide scale

.implementation of several innovation within the

past ten years, Pincus notes that
.e

ch program

was "widely publicized and praised IDj professional

education groups..." (p. 123).

Ansaldo (1976) observes that an important

17
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. -.

eloped curriculum material's has traditionallyt, ,._.., witlaproi -4 '.e.

,

,..0.--. been the direct orlindirlfct endorsement of esta40:0004 .4410

criterion for the'adoption o4 commercially' dev-.

blished authorities or recognized expterts-. For

example, textgtok adoption committees have gerierally

been interested in information regarding the contri-

buting authors and Consultants, to textbook series.

She .also notes that, in regard. to Comprehensive,

classroom validated instructional programs devel-

oped through the coordinated efforts of research

arid developint teams, potential school users

often seek information about the "experts" who

have served as consultants or reviewers during

development.

BROAD STAFF INVOLVEMENT IN ORIENTATION AND PLANNING
...

Orientation and planning acti*Lities pralliminary to the
e .

'
.

introduction of the life internship curriculum described by

Kapfer (1970) involve the active participation of school

staff, parents, and other community members. Colye0s (197C)

discussion of CBE, pideYam implementatibn at OklahOma City-
,

University emphasizes the sense of ownership that 4eveimop044-

from broad representation in orientation and planning.

One of our strategies at OCU for involving faculty,
students,,administrators, and alumni on the grass-
roots level of planning the coMpetendy based degree
program was to involve members in each of these
groups in five seminars which had the task,Of
stating competency outcomes for the university':...
Each [Seminar] gener ted an enormous amount of
concern over educe on...[and] a reinvestment in
the best way to teach. The reSult..;was to cause

2 0
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persons to want to participate more fully and to
want to` do p more professional job. (Colyer,
Personal Communication,1976).

.
Regarding. open participation in district planning ac-

tivities, Colyer suggestS that meetings intitially directed'

toward identification 40`seneeil educational goals provide
..

entree to the examination of CBE as a useful.ilehicle for
.

goal attainment. t.^
BO

School level meetings for teachers, students,
parents, and administratorsdarn] highly -

'-'useful in getting input from these groups on
what they expect a good education system to
4liver. Once outcomes...have been named,
you tare] in a good positionto suggest ways'
that,CBE can help deliver these optcomes and
expecptions.. After the program is underway, it
(is] Useful 'to continue [regularly scheduled]
meetings...to update,faculty, parents, and other
interested,meTbers of the community on whatis
taking place in the new CBE piogram, and Again
elicit their feedback and linput. [These] meet-

N... 'ings contribute to the strengthening of A open
structuretone of the elements.:dof] an.effec-
tive CBE program (COlyer, personal communication,
1976).

Ba'ssi and Watson, (1974) stress the importance of active

staff pncning and involvement ion contributing to the insti-

tulionaliz atIon of innovati ons. -'Their interviews with a )

broad tepresentatiOn of Title III project staff suggest that

. these-functionaries regard such involvement as critical to*.
,-

4.

. :...effectirt a positive' attitude toward change
,and'a....(commitmdntl...to the resburces needed
nd planning necessary for carrying edewproject
objectives (Li. 10). 1, . ,

, A. .

, a 1 , -i, . wil'

The experience of the Toledo diobesailacHool system- in
:.,

,

'
-.

forMulating and:installing a. competency ,based. education model'
-. ..

. , .

is desctibed by Lawrence.(1175) ,Aktaff4-community, and Sub-
4 '-'

.

.
-=--

-4.4. pot matter specialises participated in and oontri6utSd
.

to
. . , .

. N. 19*



orientation and planning activities. The curriculum guide-

lines and pupil learning goals that resulted from this coop-

erative dffort were treated as planning documents'by teachers.

The specific classroom cu.rriculum plan... allowed
the teacher to take-the objectives, activities,
and resources iR the guide and adapt them to the
specifid'requirement6 of the intended instruc-
tion'...the systematic gearing up for curriculum
change allowed the teacher to determine the
appropriateness of eistrictwide objectives,- ac-
tivities andnevaluation (p. 4).

ACCOMMODATING DIFFERENTIA INFORMATION'NEEDS'

e

sorr

In planning and providing CBE program orientation acti-'

vities, is.desirable to 'tentatively determine the

different information needs of various relevant audiences

(Taylor, 1976),.. In making such a determination, information

regarding the present functions or roles of varibus

:individuals is important. the projected impact -

of CBE on those .roles and functions is impertant in

defining both initial ipfdtmation needs and those likely
4

to emerge at successive stages of, program impaementation.

In summarizing the effects of introducing a'structured,

outcome-based reading prog'ram into a.kindergarten curriculum

which previously offered no reading instruction, Lasser and
41

Elam (1974)
,
note that it is' not only the kindergarten

.N
teachers-

who will have need-to-know requirementsv

Teachers who will receive pupils for instruction
the year after the 'pupils have4articipated in
a new program'snejld also be oriented _to thpx
program. For example, it a school is dntrodte-
ing a new kindergarten reading ,program, use of
that program has implications for the subsequent,
first-grade instruction of pupils. Firstigrade'
teochers.whose cutriCula,would be affected by
the prograth should, ae-thi very least, be

20



familiarized with itsi ructional features
and learning outcomes. This enables the
teachers t6 plan a opriate adjustments
in their first-grade reading and related
communication skills instruction -A\adjust-
mentS that accommodate each pupil's teading
skills (p."2).

The authors also discuss some dividends of community

orientation, and the types of-information that have proven

valuable to such groups.

Community, members are a particularly timely
target group, as they share increasing fe-
sponsibility with educators for curricular A
planning and decisionmaking...Community
groups benefit from information and di§cus-
sion regarding important characteristics of
effective instruction. Examples of class-
room activities...tiCat may seem appealing
but do not appear to efficiently pro=ite
pupil learning might also be discussed. [The
criteria emerging from sich discussions] pro-

, vide a meaningful bassig for both program se-
lection, and classroom observation activities
.'#.S.uch information facilitates ound curri-
cular decisionmaking,and increa es the probw-
bility -that apprqkiate criteria will be
applied 4o several aspects of program evalua-
tion. In addition, better informed' community
members can contribute instructional and atti-
tudinal support during the critical-period.of
plbgram installation (1974, pp. 3:4).

Guba (1968) suggests that some information needs may be

determined by the assumptions one- makes concerning the nature

of the intended audience.

The potential adopter may be viewed,(a) as
a rational entity who can be convinced on
,tig-61717-of,hard:data-and loTiFir37iument
of the utility of proposed innovation; (b),

as an untrainedentity w43o Con be taught to
pexforN777Writioh.to the innovation; (c)
as a psythOlogical entity who can be per-
suaded; (dr-lIs an, economic entity who can be
conTensatedsor deprived; (e) as a political
entity wfio can be influenced; ..(f) as a.meT-

'ber of a bureaucratic system who can be

a
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'111.41..c 1104
compelled; (g) as a member of a 4rofession

who can. be ,professionally obligated (p. 293).

Though the approaches suggested by Guba are not given A

oper.1,tional definition, assumptions regarding the nature of

'' the adopter reed not be based on hypothesized underlying

states, norneed they place potential adoptexs into rigid,10.

mutually exclusive categories. ,Gubaks categories may serve

as.organizers and as a check against some general types of

information that might be prov .ided during progrSm orienta-

tion:

Another approach to analyzing and accommodating dif-

ferential information needs has been suggested by Hall and

his colleagues (l97 ). They-propose,leirel-of-use categories

ranging-from no knowledge of the innovation to sophisticated

understanding and use of it. The level-of-use framework

,1 developed by-Hall is presented in Appendix A.

Viewing CBE, implementation as a developmental phenomen-
.

on,'and recognizing that information needs may differ not

r.

only amoAg functional groups but also within a given group,

increases the potential complexity of orientation activities

exponentially. At the same time, careful attention to dif-

ferent information requirements can be a powerful tool in
- K-

sustaining planbing and development of oxientatiori activities.

A framework such'is Hall's permits systematic examination of

the p'revailing Ungertainty related to program orientation

71'

functions. The framework also suggests program evaluati,
techniques, including examination of various orientation

e

1
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'activities as antecedeniKatiables that may "faai'Utpte.-..

use of'an innovation while Minimizing the trauma of change",

{Hall, 1976, p. 56).

-;Progrgm
.

Information
. i _

A The planning and provision of CBE progiam information
. ..,

.

requires a,thOrough understanding of the innovation on the

part of the chae agents.

-
There is no question that amqadoption agent must
'know what he istalking about. Preferably,.he
must have experienced the innovation in the
trenches as an adopter, Lacking this he must,"ftftw
learn vicariously from the experience of others.
There is no substitute for knowledge, howver.
One cannot bluff his way.through an adoption .

interaction with users; to do so is to court
disaster. 4Hall & Jones, 1974, p. 262).

,puring initial CBE orientation( various audiences can

benefit from basic irtiformation covering the4PrOram effec-

tiveness, training requirements, resource requirements, and

when, appropriate, the history and projected future of devel-

opment.

PROGRAM DEFINITION AND OBJECTIVES

Information on any proposed innovation in education

should, be communicated to reAevantaudiences clearly and unamr

joigpusly. Even when support for change in education is

apparently wide gread, its implementation may be unsuccessful:

because audiences do not clearly understand objeCtives or

methods attendam to the innovation (Pincus, 19'72). Gross:

and his colleagues observed implementation efforts that were

underta)en by teachers in good faith and with serioudness of
A

23
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.. .' 4e,

purp9se,.and- identified- qlle obstacles' to these' attempts.

One barrier that the leachers' efforts to
%*.,'

_ . -

,implement the-innovationllitbu"ghoUt the six-month
.

period was their lack'of clarity abort the new
role model. aur observations of teacher -s indi-

. cated.thatbmost of them did not have .a ar
4

. .Atlage of the role performance expected o them.
1. 0ur' fdirmal interviews... revealed th the teachess

nevet-had a.clear understanding of innovation
-(1971, .p.'196).,

c . InforOatioo- fot potettial users regaiOillOhogram def-
.: .:,.., .

inition-Ahould edftess-specific.characteriatics49fthe
. p

,

...
.

i',..i

innovation. When misihterpretation Cf.misunderstanding may
. .

\De anticialeAl-, characteristic's that are rot implied by the

innovation or.required by the change agent,should be addressed

Competency based. education may be variously ,defined

r.

diffe'rent adopting agencies, eaCh,de inition sis-
.

tent With a general, simplified set ofICBEcharacteristics.

The wide xange'of potential phenotypic variations in CBE

applications is implied by Hersh, Malian, and Weltok (1976),

in a discussion of content considerations related to coati:4,7

tend based teacher education.

CBTE is not a Program (and', as such is not tran6-
ferahle from place to place). (It is not az--,
modeliogr-am, or even the prog6aM). _Rather,
BETE is a'process, a strategy for raising a var-

iety

.-

of hypotheses abolit teacher training and a
means for testing those.hypotheses:.." (p. 100)..

Woditsch (1976) emphasizes thelue of introducing and
. -

defining CBE in a manneeNthat encourages adaptation and embel-

'lish'ment by potential particiaants. He suggests treating CBE

:as "a wise and sympathetic colleague to what is sound in

current practice,", -rather than as a radical departure from audio
,

_
. , ,.,

44P'
1

)
,
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practice. Woditsch

CBE's emphasis on explicitness [as] not so'
revolutionary as' reconstrucEionist. 7t is

'unique in that it amplifies and strengthens
what has grown weak in educational practice.
It does not propose unprecendented,:new edU-
cltional objectives or techniques. If it.did,
it would be "like" countless other approaches
to ,educational reform a d innovation. Conse-
quently, it shoul,d.not e-prefiqured as a
new "contestant" for ed cational doMinance
...CBE is..tbetter seen as a way of marshal-

largely obvious'techniques (objective-
setting, assessment, feedback, _etc%) in
order to keep the central issues central, '-
and educators at Aork on them (PerSonal com-
municaion; 1976)':-*

The specific CBE characteristics adopted by-members of

a given education unit may usefully be cdnsidered idiosyn-

cratic embellishments,on the general CBS theme. When certain

program specifics are defined in advance by ,or for the adop-

, tingagency, they can be clearly bommuniCeted to program

participants, thereby lessening the risk that implementation

will founder because of misunderstanding or misinterpretation

of those program features.

The "dilemma of explicitness" regarding the introduction

of an innovation in education has been discu ed by Fullan

(1975). This dilemma is suggested by earlier discussions in

this document -- for example, on the one hind, it appears

desirable to treat implementation as an adaptive process in

(

s.

which program goals and procedures are determined coopera-

tively by developers, and users; on the of r hand, it appears

desirable to explicate program characteristics for potential

.

users, to facilitate implementation and evaluation of the

innovation. %Fullan suggests the following guidelines for

3 3
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dealing with this dilemma (which 1 ckhowle4dges.can never

be fully resolved):

or Developers or othef Sponsors of innovations' should
not be the only ones responsible for specifying
the-implementation characteristic of the innova-
tion, nor should theke charactetistics be fuzlly
specified a priori...;

o (Despite the guideline noted above, developers an
other sponsors of innovations would provide, cons id-
enable clarity if they attempted some detailed
specification of the innovation;

o. Users of ,an inhomtion Tigill develop some effective
specification ofuTelpasait bn their more detailed
knowledge of the situation, but we have to distin,
guish between non -use or superficial use, arid ef-
fective adaptatiohs;

o ((:'ollowing the guidelines noted immediately aboVe,).
some idea of the range of standardized structural
and behavioral specification is necessary if the
innovation .is to 'be implemented in ways consistent
with its basic principles., In light of the pre-
vious points the process of Implementation would
involve interaction betWeen develOpers and users
with the intent of deliberately and continuously

4 specifying the innovation (pp. 70-71).

PROGRAM _EFFECTIVENESS
)

To the extent that CBE -- as defined by potential users --

has specific characteristics ?s- intent with operating

programs, available data on piogram effectiveness should be
.

useful in making 'decisions about program adoption. For

example, performance data 'on previous program operations may

provide information on the degree to which'stated outcomes

were attained in a range of school settings. Such data may

assist potential users in making tentative judgments -regarding

the effectiveness of the bread CBE planning and manaement.

)'
system characteristics under consideration. Unless the

specific instructional outcomes and the specific instructional

strategies,and materials used in an earlier program tre also

26
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eduCation unit, however, the potential user is nbt assisted

in making projeCtions about the effectiVeness of different

instructional approaches that may be introduced to promote

unique local 'objectives.

In Summarizing the CBE implementation experiences of

the Toledo Public Schools and the Toledo Diocesan Schools,

A Utz and co- workers (1974) emphasize the-value of pupil

performance data in p-romOing new implementatioA efforts

as well as refining odgaing efforts. :_Such data, they feel;'

facilitate judgments regarding the
t
elevance of stated

4

outcomes, and the effeCtiVeness ofS specific, replicable

instructional. interventions (materials or procedures) in

promoting those outcomes.

Empirixal pupil performance data resulting from the

widescale use of extant instructional materialb, peciducts

-or rep.licable procedures to promote CBE program outcomet

should facilitate sound selection decisions. Niedermeel'

. and lloh2lef (1974) discuss program infordation which can

be valuable to-school Aecisionmakers when considering the

use of commercially available instructional programs.

'Primary `criteria for determining the effectiveness
of an- instructional program'afa data resulting
,from assessment of the program's stated outcomes.
These data should qaearly'indicate the contributidn
of the instructional program in p-rsomst4ng the out-

. cOmes (i. -e., baseline data and control groups).
They shoyld be straightforward and_interpretable,
so that a statistician is not required to evaluate
their, credibility (pp. 6-7).

In addition ta pupil performance information, anecdotal

data and user reactions are impoitant sources of information

.-t
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for Potential adopters. The ,reactions of previous users to

CBE applications, along with information regarding the

specific, characteristics of those applications, should-

facilitate more infoimed decisions regarding,CBE adoption or

adaptation.

When such user information is quantified, or is bal-

an%d for representativeness, potential adopters car better

estimate the predictability of a,particular user response.

Niedermeyer and Mohcrief (1974) note the too common 'ten-

dency of` publishers to:

...rely on a few carefully chosen testimonials
to substantiate the credibility of a' prograM.
While such testimonials are invariably positive,.
they may not be representative of the majority
of wars. Quantitative data should e presented
when reporting the fsatisfacti sers have
wit in a program] (1974> p. 6) ..

Data on a program's cost effectiveness should-also as-
.

sist potential users in making enlightened adoption deci=

AgiOns. Schalock's (1976) documentation of Competency Based

Teacher Education implementa.tion at the Oregon College of

Education provides useful information regaridng cost.effec=1

tiveness, and serves as a model for collecting, analyzing, and

reporting data for internal program evaluation and for com-

munication to the broad education community.

TRAINING REQUIREMENTS

Potential users of CBE may need training to develop

appropriate understanding or skills.; in such cases, they may

find information regarding training requirements helpful

/ (Utz, et al., 1974). That information might address such

28
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questiOns.as the following:

o What staff 'members will receive training?

o What staff members (if any) will have

responsibility for conducting trainidg?

-o What materials and eqUipme/nt will be required?

J

o How. much t 1 be required?

o When ( .g.A before school, alter school, during

release,time) Will training be conducted?

,o Over how long'a period of program installation

will training extend?

o What existing teacher skills will training assume?

o What teacher skills will straining be designed to

. promote?

o .In addition to staff. time, whattraining-costs can

be projected?

o What mechanisms are provided for 'teacher par-
,

tidipation in the formulation of'training plans?

RESOURCE REQUIREMENTS

1

Program tffformation might also address,resource require-

menti that accompany the installation of an innovation in edu-

cation (O'Hire, et al., 1972). Informatilon regarding resource

requirements might Answer such questions as the following:

o What does the propiAed program require in'terW

of human and material resources?

What does"the program require interms of a

configuvetion or allocation of resources differ-
/

ent from what currently exists. in the adopting

.

unit?_
-29
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o Does the program provide Opportunity,and mechanisms

for }wing previously untapped available resources?

Observation ofExternal ProgrAms

Program orientation activities ,can frequently be supple-,

merited by providing potential participants an opportunity to

observe the operation of the proposed innovation at-existing

sites (Taylor, 1976, McLaughlin; 197), Baird and Belt (1973)

cite the operation of ongoing CBTE programs as a significant

resource for new CBE program planning and staff orientation

activities.

Visits to seletted schools in four states provided dis-

trict personnel with information and experience helpful in

formulating and refining specifications for the experimental

Life Internship Curticulum in' the Clark County-, Nevida, School
_

District(Kapfer, et al., 1970). After the new curriculum

had been-installed in te district's experimental school,

that school functioned as'a demonstration site'for inter-
0.

ested'educators from She broad education community aswell

as those within the district.
it

The orwizAtion and monitoring of five program .

demonstration sites is described by O'Hare, Lasser, and Bossing

(1972). The sites, called'Information Reiou ce Centers, pio-

vide a means, (a) of informing-the eduxation-community.about

. a new research -based 'instructional program that has been ex-

.
r- tensively field tested, and (b) for developing generalizable

installation procedures for research-based instructional

30
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;products.

In addil'Ort-to guidelines for demonstration site or-

- ganization, the authors present empirical data regarding

the vantages and costs of demonstration site operation.

Let usqs considerlirst'the "benefits" 3f the sites.
They did function well in further' informing 'the
educational community about the program. The par- dF
ticipating districts and the broader school and
higher eduction communitVes all fouftd the demon-
stration sites useful...The data generated in
connection with establishing and'operating.the
9.1tei provide the basiq for developing...Instal-
lation proCedures that will make it possible to
accomplish "vi'sitihg" functions for research-based
prbducts while avoiding the costs of treating the 4

functions as separately costed projects. The for-
mat procedures used....were carefully designed to
be generalizable._ Using these prototype materials
it is now feasible _to deyelop a component for an
instructional prdigram that will permit each local
education agency to establish its own [demonstration
center] (O'Hare, et al.,.1972, pp.,33-34).

SIMULATIONS AT CONVENTIONS/CONFERENCES

ionVentionsand conferenCes sponsored by professional

associations provide con4rence,attendants an opportunity to4
observe and participate in program,On procedure simulations

4
and workshops. To the extent that-such simulations/or

/
workshops address CBE-relevant procedures (e.g., providing

instruction directed.toward specific outcomes, inferring

competencies from demonstrated penformance, providing appro-

priate instructional activities, etc.) potential users may

observe or even ,try out,pi''ocedures that are under consider-

ation before trying them in their own districts. They.alio
*

have the opportunity to discuss aspects of program operatior0

with' individuals who have experienced or implemented them-in

school settings.

31-32
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Short-term installations that permit individual
we

T. ar

teachers to trY1out various aspeots of CBE in-an experi-

mental context are recommended by Taylor (1976). The tent-

ative nature of experimentation often contributes to the

ultimate success 4 the innovation. 'That is, participans

MAy be more inclined to gile the innovation a fair trial if

they perceive it as experimental, and feel that they will

have\a voice in subsequent decisions regarding its adoption

or adaptation.

Generating Support: A Retrospective View

Techniques discussed in preceding sections .relate to

the broad issue of.generating program support. *Tbed,iscus-

sion has addeessed potential problems as well as payoffs 4,g

j
attendin g various' su pp ort generation tecandiques. Although

such a discussion is not intended to be directive, it should, A
V

suggest possible direction --\optiqgs for facilitaAlbing the

installation of competency bas d edAation.

-The weaving of'specific techniques into an ?derail

design for CBE ins allatioo_ is of--necessity a creative and
k /

self-conscidus activity: To attempt to priapare installation
( '

fabric for off-the-rack consumption is.jo deny the consumer

the fun as well as-the fit of self-tailoiing.
alb

s

'To the extent that the techniques.describda in this
ow

paper Depresent tested options, they deserve consideration'

by agencies or'individu%ls contemplating the introduction

- 'of a,change in education. To the extent that they were

3T
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demonitrAted effective in introdycing innovations iimilar,

V

to thoSe being considered loctlly, generalizations may be

partidularly apt.

s
sonalizationis the Lvery criticarAquiremenXin making

Any in allation generalization wdik. It is the process of

taking usefulinforMationibout what has happened many times
#,

to many peopIVor sometimes to some people, or mviely.....and

adding informaton abOU; what is about your circumstance,
40

your place, your' people. It is what Herb Gardner means by

'havin4 "the good eye" (1962j, and,. What James Wilsoi (1965) ...
_

.
.

. 14
,

means by being d "good guesser.'-' ",,A-is:knowing Whit makei

you, institutionally and indiVidUally, special.

le 4

,The preceding discussion of techniques for 'generating
. .

, ..
. .

. . .

y program;support reflecti such a relOect for user'personali-

41 .

arza 'on. Subsequent sections of ttits paper,tk ch deal with'P
solAilizatIon,and scope O progkik plementation

attempt to Maintain that ispi*t:

1
Resource Utilization

The effective use of ateflable.resources is:particularly- .

crit hl ddring a period of -major change in'schooling An

perceived- needappropriatebalance'botwee , a
.

and the avail-
.

ability ot resources to meet. hat need promektes staff commit-
,

'ment and falCilitates personal contribdtion togithe organization. 6

discussion of resource utilization Miles (l965) ObselVes',

that in "healthy" organizations
.

The fit between people's own, dispositions and the .role
0 ' demands of the system is ,good. Beyond this, people feel

4111.
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reasonably 'self-actualized' ; they not only 'feel'
lgood' ill- their jobs,. but they. have a genuine sense
of learning, growing,.. and developkirig as persops_ in
the process of making their organUlktionale contri-
btitivn (p. 19) .

Ih the, ollowing discussion, considerations of human and
material xesource utilizatioh are addressed. Attention to
suchitniideratiois should prove useful in formulating a CBE

implementaliion plan.

Hopman Resourde Uft_lization

THE SOCIAL ORGANIZER

A "social -organizer" (Houser 19 -(also known as

"program manager" (Hall, 1976), "chang agent" (Rogers, 196-2ra
or lent'iuipxeneux" (House, 1974) J.0 consideredby some to be,

essentialfto impelmentihg major change.. the.social organizer
, t

4

If
, .

assumes or' shares, responsibility\ fOriadvocatizig and madagiO4,
. R ,,

if:,
.

the "introduction of ohange. , a' .
,.- - - .

within the s-chbol district oryntiation, fa *Uperi4n.deht; 0
program director, suppprt' staff merciber, curriculum direCtor,

principal Or teacher mai 'function as a social organizer. .

Apaaentification of-someone to fill ,this role should be

,

'V

guided consideration of th Veirbonality character-
, 1

A b

istics as well, as the ability) and ex rienbe=of those aimiiable
,

1

for the position (House, 1976) ".

High on the list of desirable general skills fdr social
organizers is the range'of their authority,and_ rteaponnbility

*
within t influencehe p they wish to . Social organizers

ilitIr

. ."
111 4 6ooncerngd h promoting CECE implementaticm will, of ,

rt

bourse, find- a cillrehensive knoldledte .of competency
111,



based education advantageous in providng support-to Both'

policy makers and practitioners. For example, they may .*

neeeo conceptualize operational models of CBE, and to discuss'

the hiStory, the rationale, and'the possible consequences of

nting CBE-type' programs: They should be prepared to

provide CB.E- related information to all decisionmakers, and

to.answer major conceptual questions. It would'be desirable

. to possess a.faMiliarity-With CBE position papers, -major ,

poliCy Ilecisions related to CBE,
.

d the development of CBE

Implementationitans. Frequent1 social organizers will make
3

inquiries outside the immediate o anization to secure adequate

answers or resources; thus the ability to establish liaison

with aVailable_resource agencies is also desirable.
4

It is sometimes considered appropriate to introduce

Qxganizers'from o6side the organization in leadership roles

'as well,as in, support roles (Goodlad, 1967, 1968): Professional

consultants, specialists from other agencies such as intermedi-.

ate education districts or s tate departments of education anda

publishers' representatives may help facilitate CBE install,;-
-\

tion. Because the time allocated to such Outside agents is

generally. limited, itis important that they interact directly

:with the administrators and staff members who will initiate

-implementation efforts. As school personnel gain expertise
4

in GBE, they ganIformulate specific models and procedures to

meet local needs.

OuiSide agents can provide training in conceptual

d %velopment, and 'can facilitate the, implementation ofitBE.

They can help establish liaisonwith other districts

36
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attempting similar activities. Gradually districts will
w ,

.

° fly more heavily on their own Skills and those of neighboring

districts,

Evidence from numerous studies reveal tha't most

individuals consider outside agents. lest credLble or helpful'

than their professional peers or internal agents (Rogers, 1962);

6 :This suggests that outside agents may be most valuable during

the early stages of deirlopment, and t their utility will
\ a

diminish as local expertise and experience increase 4Rogems,

1962;.Goodlad, 1967). McLaughlin 6.97!) 'notes that .where

outside agents were-contidered useful 4n' classroom orgaleza-
' 4 ,

ttion projedbe, their involvement was direct, and concrete, and

included working with teachers in their classrooms and in
o

"hands -on" 'workshops. Abitract. theprizing and interpersonal'

distancing, then, bot end tcpodecrease the likelihood that the

,or

outside agent will be''effectia im..eftloulating program implemen-
-

- "4
tation.

,

The credibility of an outside ag)knt depe ds in part* upon-'

the political,environment and the nature ,o any previous

relationships.batween that agent and the local school or

'
.

district'being
?
served.* ,Roggrs (1962) suggests that over a

dot 4.

periip of tit*, outside hange agents Can becowe highly

4 resOcted atd.gain significant influence. 4 also
4

suggests that outside agents iwho are gierceived as peers

rather than as ,disseminators are korelkikely to influence
41110-_

adoption of a process, product or idea.

Social organizers who are4Owl able and sensitive to

dynamics of change can anticipate problems that users are

3.:



likeay to experience. Hall (1976) calls this anticipation

activity manipulation. He suggeSts that

manipulation strategies used by internal agents fire
more likely to be of a type that will ensure.develop-
ment of ongoing-relationships among users that...
can ?elMonitore] on'a day-to-day basis. The external
agent is more likely to manipulate users as resources
to one another (p. 262).

In summary, effective socieorganiArs.shoulebe

knowledgable regarding the desired innovation able to coordi-

nate available resouxcestoifacilitate program exploration.,

decisi&reiking, and training, andaSle to identify and

arrange,for.the use of extra-organization resources, when

appropriate. In addition,°social organizers, like others

seeking to influence and support other people., need to be
.

liked bythe "social " beings they are attempting to :organize.".

Additional human-. resource 'considerations importaht in

implementing CBE are discussed in the following subseqtions.

ADVOCACY AGROUPS

"The successful implementation of an innovation ultimately

depends on whether an internal advocacy group is formed around.

it" (House, 1976, p. 338). An advocacy group is usually a

.small group that forms spontaneously to keep an innovation alive.

Taylor (1976) provides an example of such a group: Active

supporters at Rainier Beach High School in Seattle viewed their_

, rIormande-based instructional piogram as valuable both to the

school and to themselves. The!, fought hard for resources and
41, 1.'

public support. Taylor suggests that the innovation suiV ived

primarily because of the, grouP's_persiStent effort, even during

hard times.
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HoUde_(1976) concurs with Taylori "The advocacy group

proidesthe real work energy pn which the innovation lives"

(p. 338). House also suggests that a strong advocacy group

isimportant during times'.of challenge and economic difficulty.

0"
When an innovation is strongly supported, needed resources can

usually be found.

Taylor indicates that the performance-based instruction

advocacy group at Rainier Beach were able to secure outside

funds; gairiolOcal publicity, disseminate and share materials

with schobls in the, United States, Canada, And Europe, and

publith-articles in national education publications. Members

of the advocacy groupreceived incentives through promotion,

publid recognition, release time for program development

work and opportunities to share their work'at national

conferences. puth advocacy' group incentives may work. to

enhance or to retard the acceptance and implementatioirof an

innovation in schooling. For example, House,(1976) notes

that:

'If the advocacy group is successful in competing/
for resources, others in the district are naturally

. opposed. To the extent that the advocates absorb
money and promotions. there i.s Tess available for
everyone else% s A counter group almost always foriss,
comprised of those who are excluded from the innova-
tion' (p. 339).

1
Members of thd'counter group -may concentrate on weak or

. potentially threatening aspects of CBE, finding it consistent

with their irterests tr, resist its implementation. Pincus'

(1972) suggestion that the schools will tend to resist

innoJations,which may disrupt existing burqaucratic structures

.
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also suggests a potential source of opposition'to CBE.
ti

Hall and Jones (1976), when discussing competency based

teacher education suggest the following:-

,Whell beginning an experimental CBE pkogram, be sure
to begin with a staff of interestedand willing
people...Be warned,'however, that small dedicated
groups can be a hazard to the growth and spread of
the program in your situation if they are not open-
to new people (p;v250).

)

Open communication and freedom of participation in advocacy.
*44..

groupsis important to the smooth implementation of-CBE, or of

any innovation in schooling.

*
Advocacy groups can serve many functiondgand can exist..

in many forms.' Pellegrin (1975) describes a small 'ad hoc

group of administrators-and specialists that formed during an

early planning phase of program implementation, remgined

intact, and developed the basic precepts of a major project
V

in differentlated staffing. Taylor (1976) .describes another

advocaCy group which formed only as a result of district, level

initiative to stimulate interest.

Goodlad (1975) dis sses the League of Cootposating

Schools, an organization which assumes many functions of an

.advocacy group, but at a higher administrative level. In

Goodlad's model4'for change, the individual school is the

change agent, and the school principal is the Teiponsible

.leader. The League provides a forum within which principals
. -

of cooperating schools can share ideas and, solve probleme.
AO' 1

It takes effort to establish an environment within which

persons feel confident enough to take risk and,to initiate

changes. Goodlad (1967) references Guba in this ipgara:

se,
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4Generally speaking, the bureaucratic structure of
existing agendies-will not allow 'for the factors
of high risk - taking, sanctioned freedom'to fail,
and delayed gratification which will be required
tlkattack meaningfully the conceptual, personnel and
organizational impediments to .effective planned
chwe in education" (p.

The League .offers di riots one means of establishiAg and

maintaining an envikbnment conduciVe to change.

Schooli considering the adoption of a CBE-related

innovation need' some means oftealihg,with the social anti

organizational factors identified by Guba. They must

able to combinet..,ani utilite internal and external resources

to facilitate CBE exploration, planning and implementation.

This may require modifications in present Organizational-
,

operations (e.., new staff position;, new or changed,

authority/responsibility structures, ndU reward systems)

and new or changed institutional relationships (e.§., the

League A Cooperating Schools, the consortia of schools,

universities and community representatives)!

.

Discussion of school services and procedUres that may be

-important. to support CBE cementation is presented in the\

following subsectiohs.rograin planners have foun41the

services provided through training activities, program support

:staff and resource or material centers to be critical in pro-
.

moting the implementation of innovations in schooling. Those

services characterized by human resource support are digcussed

first.

41
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,Support Services

Colyer (1976) suggests it is important to give teacheis

4 "hand held: when beginning o imiolement CBE--; Adequate

supporting human resources she suggests, could provide the
\--

1

"lifeline" that makes change possible.

TRAINING AND FOLLOWUP

Intensive in-service training appears to be a critical

ingredient of effective program implementation. Such training

frequently prOvidet teachers and other participants with

dedbnstration models, "hands-on" practice, !And psychological

suppdrt and reinforc;bment (Fullan, '1975). It has been

suggested that using a variety of training approaches increases

responsiveness to the needs of participating individuals and

to the requirements of the progiam (Taylor, 1976).

McLaughlin (1975) indicates that "one -shot" training or

training provided only at the beginning of 'a new project or

program is generally ineffective.

Although such training designs hive the virtue
_-of efficiency and lower cost, they ignore the
critical tact that project implementors cannot
know shat it is they need to know until project
operations are well underway...there is just ay
much that a would-be implementor can be taught
or can understand until problems have arisen in
the course of project ils*ementation and
solutions must be devised. Similiay, itis
`difficult to anticipate in advance exactly what,
implementor needs might be at different points
in project implementation. Training..programs
that attempt to be comprehensive and cover all
contingencies st the outset are bound to miss

4 their mark and'also to be less than meaningful
to project participants (R..7).

Weikart and Bandt (1976) express similar obserVitions,

based on the attempted training related to implementation of.a

. Piagetian Follow Through model:

42
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'To our embarrassment, we must admit that our.
assumptions about training five years ago were
that (1) one could describe a "model" in

.- largely verbal terms, with perhaps a few charts
and diagrams; and that (2) thisJiimple verbal
description, presented before -a gathering of
teachers in a preserVice workshop, should
persuade them to modify radically their-

. teaching behavior-in the coming year....
We learned the hard way that these expecta-
tions,were absurd...not surprisingly, our
training began to be focused* increasingly
on concrete teaching strategies that put
into practice our theoretical corfteptions,
and on concrete examples provided by class-

settings,'either at the center or on
film or. videotape (Rp. 129-130) .

Many opportunities are being tapped for provision of

CBE-related personnel. development. Well established
-;-

competency based teacher edUcatidn programs'(mandated in

at least 20 stat s) are being implemented to various degrees

in golleges and universities nationwide. Many of these

programs can help provide appropriate preservice experiences

useful to teachers who will be practicing in a CBE context.

Preservice training in CBTE programs rep sents one point on

may'be.conceptualized as .a CBE training continva.

Some school districts also 'cooperate with teacher training
Vacc

institutions to provide in-school training experiences. Trainees

are sometimes given employment as aides'or intern teachers

while completing their university preparation. Goodlad (1970)

supports such extension of preservice training to school

settings:

TeacHOr-training-programs must get off the college
campuliks into schools serving as. teacher-education
centers: On entry into such programs, future teachers,
must become members of teacher teams in collaborating ,

schools,,and receive ascending stipends as they progress
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. .

from minimal responsibility as aides to maximal
responsibility as resident teachers (p.' 425).

'A subsequent point on the.CBE training continuum is

represented by provision of training for practicing teachers

and administrators. -While persons implementingCBE will present

a broad array of training need, it is desirable that any-in-ser- _

vice program be based on continuing assessment of specific, ...

current faculty needs. The types of training required in the

early stages of implementation can be quite different from that

required as implementation progresses..

In identifying major ,barriers to the implementation of

an innovation, Grois et al. (1971)found that many serious

problems arose very' early because teachers lacked needed

skills and knOwiedge: Practitioners need familiarity with new
/

materials alv methods, and they need an opportunity to consider-
AP

and work on implementation plans before attempting to implement

a majd cIsnge, The timeline and scope of implementation should

be consistent with that knowledge and experience. Gross found

that in 4quately prepared teachers often entered into an

imple tlon effort with positive attitudes, but quickly, lost

their motivation as the frustration mounted.

Many structured modelwfoi aspects of CBE-related in-servicer
.40

training are available. One workshop is described by Cason

(1974):
4

The workshop is an attempt to providelleachdrs,
administrators and teacher aidep with Ilk opportunity
to become familiar with the concept and processes
of individualized instruction. Unlike many earlier
efforts, this workshop models all the characteris-
tics of a good individualized program. The
facilitator functions as a teacher in the classroom.

-

5
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He defines the goals and objectives, adjusts the
-obiect ves_for,individual differences, provides
alterne ye learning-strategies for each pArti-
cipant, rganizes the environment, interacts with
the lea ers so that they achieve the objectives,
evaluates rogress toward the objectives, and helps
participan s decide on the next appropriate instruc-
tionalsteps (p. 41). *

The ftnctions outlined by Olson describe some probable

characteristics of many CBE programs, and may be appropriate for

consideration in,planriing in-service training programs.

Olson specifies diagnostic activity as one important

aspect of the individualized instruction workshop. Partici-

pant have an opportunity-to conduct an informal self-diagnosis,

and the select
%

the objectives that best meet their individual -

needs. Learners do not have.to study something they already

know or for which they do not feel ready. %Since the workshop

stis flexible, the learner and facilitator frequently work -out

new objectives based on the learner's individual needs.

Attaining these Bbjectives often requires locating additional

resources, or visiting an operational progr

school.

in a nearby

An important component of the wOrkshop,and of staff

development effort, is evaluation. Within the workshop,

evaluation occurs during the small-group discu0Fions that

follow completion of each learning packagit" In the course

/. of these .sessions, learners Share their cosperns, ideas,

and products with others-who have worked on the same-objectives.
.

This type of evaluation is intended to be formative in,nature.

It provides-excellent feedback to the facilitator, to help

in detexmining the effectilieness of the instruction provide&

52



and to identify areas in which, supplementary instruction

may be.desirable.

Utii (1974) suggests that 'the necessary teac...40.r.tn-

servicing process should require teachers to build their dwn

curriculum,modules, thus creating a psychological investment

for teacher implementation" (p. 8). Olson (1974) addresses,

this concern by asking,workshop participants to prepare

outcome statements,,learning packages, or evaluation items

germane to their classrooms. Upon returning to the classroom,

participants use theseMaterials with students and prepare

a critique before geturning to the next session. During ehat,

sess ,they share their work and critique with the facili-

tator, and then develop a final modified version.

Wi/(1974) observes that teacher involvement in training,

is promoted additionally by some form of reward for in-service

participation (p. 8). Olson, (1974)' identifies release time,

in- service credit, public recognition, and free materials as

rewards which encourage participation"in tile individualized

instruction workshop. Such incentive considerations in'planning

program implementation are discussed in more detail in a

subsequent subsection of this paper.

As teachers And administrators begin to-implement CBE,
/-

they may benefit from an, opportunity to ,learn required skills

in an environment that models effective CBE program character-

istics.. For example, teachers might work. toward stated or

negotiated objectives at their own rate, using resources-best

suited to their personal learning styles.

46
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Observing the elements.of a total CBEllaystem in operation

gives participants One basis of comparison as they begin..to.

implement a CBE program in their own schools.

Burns (1969) suggests that followl-up training (after an

iltnibvative program has been implemented) cOnbi4t of:

Frequent, but short, staff meetings. Only require
those to attend who are directly involved in the. , .-

agenda. FreqUent meetings insure' progress and provide
for aliphases of the project' to come uhder observa-.

,tion. This prevents mitorproblems fro R grdwing
Pinto major problems and also insures that all' 6

.problens receive immediate attention (p. 422).

/Huff (1975J notes that new 'arrivalsol'those joining the-

program after it has,been initiated, may feel left out and

be left out, unless. follow-up 'training is provided on a
--.,

-

,., regular basis. -
.

...--

,% A
_ ,

The dokpleg,training needs related to CBE are best met"
.

v.,

by presevice and L
in-se4lsp9. o e training supported by the schools

themselves if quality CBE.programs are to be successfully4

implemented. Goodlad (1970) notes that:

Training should be provided-on c an time and.tt company
expense. Public schooling is, one of thi-rirgest enter-,
,prises in the countrythat does not provide for systema-
tic updating of skills of its-Aamployees-and foreayment.
of the costs involved (p. 425)'. .

Training programs are needed for specialists in" CBE-

program development and staff renewal. It his4been suggested

that comprehensille program developmentmould,hen4fitaaeatly
1C**

if personnel trained in the complexitieiof9CBE implementation

were widely available throughout Me educatoidn'al-community

(Taylor, 1976). At least one such program to:train general'
s-

5-41
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change, facilita tors is under development atIthe.Inftalia
,S

1 University School of EducatiOn, Division of InstUctiona/._

.
. .' Systems Technology (thola, 1973)..

1 e

'Materials Resource Support
4

.42

RESOURCE MATERIALS CENTERS

4.

.

The more- aware a person functi404g as social organizer,
. .

fdib
w

- ,

is 'Of available resources,-the more helpft141 that person can
. ,

-7--'be to teat.hqrs and admikietrators, Gross et al.,.(101),
:«r

Charters.and Pellegrin(973), and Crowttier,(1972), all.
.

cite the/ unavailability or inadeguady' of regUired Algeria's,
/ ..- 0 ,

. .
." . 3

_eguiptent and resou rces at a'imajorerriet to the implemen7 .

Cation of an,innovation.

'" You need.td haVe use of outside resources. You need-o
.

- to know hoF to tap-codsultapts'from'institutions where thingse f w .

. . *

i have Already been done. Faculty need to 16,b aware of materials
.

.

i

that,already exist" (Hall and Jones,,p. 264)-.
./-

.

., /
,--.

' Once identified, it is desirable that resources relevant, *.°
.

to ihe innovation be made easily accessible to teadhets and
. --.

,4-. 0.

.

.

.., ./other 15tended staff. For example, related to CUBE, a state 1 44,

office of education might develop a comprehensive index to'all. ,,

.

: ',,. -0 relevant CEE,r4lated materials', references, and, even cOnsultagts or. ,. . ,
. ,

practitiOners. That indek could be publish'd and disseminated

to,distrand schOols for their use id sele.
4

4 r
hropri;-.

41-
ate,materials.and identifying other-relqyant resources. Inter

/--/.
v

m644gte_and-Iargerdiskticts 4.ght.develot media support for
-...

. .
.

staff straining and for instructional use., It is particuarlyA

4

dbsiiable'that teachers ,and other school personnel have access
A

:',9to those CBEresourceis that have been fpund-useful

ago A
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I0.
classrooms. Some schools maintain an "in-house' collection

of-bOoks,and tape* related-to new programs Arid procedures, fair
-

teacher use (Taylor,. 1976) . Such resources can b0 e, made

accessible through an irnformal ched(out system.

Some districts maintain a curriculum library in which they

display in ctional,Aterials currently available from

publishers and other schools or districts. Such a currictilum

library is alsoa convenient place /from which to disseminate

materials developed by teachers and other staff within the

:district. °

pr- lou

A district resource room or curriculum library might

also display available collecteds of goals, objectives, and

evaluatiori items. If it is impractical to display complete

'collections; it might be posiible to provide s rvices that

facilitate retrieving items, from extant coll for

_,-

PROGRAM SUPPORT 'STAFF NEEDS .
,)

Personal communication is a basic element of educational J""
. ,

$

cliange. The implementation ofipompetency based education-type

001t,pebgrams frequentLy.require major d.change, an the costs' .

involved in ensuring adequate personal contact to promote that

40Ifchlige can be great. Schools may at4empt7r87mdnimize the ex-

pense by.disseminting written materials or resorting to

other, leSs personal types of communication. Although newsz'

letters, articles, books; and sample materials can help

communicate simple, routine information, personal contact is
,

considered critical in many situatipS
w

involving an element of

5o
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uriortainity -- for example, in problem s olving, planning or

negotiating sessions. The adequacy of personal; dir'ect support-
.,

. . .

provided by program staff at afl levels (i.e., state, county,
N.

diStriqLand school) can have a major effect on the rate-,

scope and success_of CBE implementation. Unless adequate support

provisions are made, much of theburden of,attempting to plan

and Implement CBE programs
*
fall ontsachers alone.

4

....The Oregon Department 'off Education. (Hall; 1976) has

deNieloped a list of school personnel competencies which school

districts specified as nedessary for implementing the instruc-

tional portions of Oregon's Minimum- Standards for Public .

Schools. The list is Oregon- specific and its, elements do

not all correspond directly or solely to the elements of CBE

presented in the presInt doclbent. It does, however, provide

the Pregon Department of Education, colleges, universities,

dist ricts and schools in Oregon an opportunity to

4 assess current staff competencies, staff dtalopment oppor-
.

tvitied', and research and", development plans. The list also

/// provides a framework for determining whether school organize-
.

tional characteristi600are compatible with the personnel

competencies suggested by the Minimum Standards.

- Specialized persohneKcanire employed to proide support

and assistance in. the assumption of tasks such as outcome identifi-

cation-, needs assessment, program evaluation and information''
o

management ,(Pelkegrin, 1975)., Depending on the size and

nature of the district or school, these and other functions

be supported by visting personnel. It; is, of course,

important not to supeiimpase CBE-type functions on the

I
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-existing adminiOtrative and instructional"functions but

rather, through accommodation and-adaptation by staff, td

design apkimplement a program that repA4sents a set of 4

consistent, complementary functions: . .

Freeing teachers from ce'rin regular classroom reopen-
.

sibilities gives them an opportunity to develop the necessary

.
skills and knowledge to evaluate and to participate-in CBE

, ......../
,

. .

planning and implementation. They not only learn froM such

ft/

involvement, but they also have a chanCe td influence prograilL

adoption and development, and they have the opportunity to

gain a sense df commitment to, and ownership of, any new

prograz thatImay be installed. Many CBE functions can be

planned, impleMented and facilitated by teachers who are

given adequate training, release time and incentives.

INCENTIVES

Many schools have a highly restrictive reward strufture,
a

ar,1 offer few opportunities fof professional'a6ancement.

Tenure and salary-often depend priArily on years of exper-

iemie. Teachers seeking such advancement often must leave

the classroom in order to secure higher salary, status and

recognition. Rewards available to those who remain in the

classroom are quite laited.

The personal costs involved in implementing CBE -type

programs, where they devia- significantly from pre ailing

instructional programs, are often high for all concerned, A great

deal, of time and energy are required to identify, pi+, and

assume -the necessary new skills and roles. Unless implemen-
t)

It J
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% .

tation is carefully planned to indltde q's provision of

incentives, resistance to CBE may be high.'

Intrinsic and extrinsic' rewards. may be considered in an

implementation plan. Houie, (1974) observes that:

In examining high school reward structures, though
not 'those directly relatbd to" innovation, Spock
(1974) found that the "extrinsic' rewards 'varied.
Intrinsic rewards -- pride of workmanship, positive
social interaction with peeri, and abiltileto influ-
enct school policy -- are relatively more important
in the overall reward structure. Whether the greater
importance of 'intrinsic work and peer-related .rewaids
is becadse of the preferences of,peachers,or beCause
,of tbe absence of variation in ,extrinsic ¶ew'ards
could not be determined.. It is 'clear, llowever, that
intrinsic rewards are important and that the more
material extrinsic rewards are scarce (p. 74).

Carpenter-Huffman et al. (1974), in discussing social

and behavibral barriers to' and facilitatori of changetin

c

r

'performance contradting"progr'ams, note hat:

4 On the school side, the real incentives for trying
4. to hake the programs work were the professional,

advantage of being associated with a successful
highly visible program and the professional
dedication of educators tryihg to find new
solutions ;to the pro lems they factd (p. 166).

Miles (1965),dis sses t4e invisibility of-teacher role

i

performance to peers or superiors,' concluding that professionals

are relatively detached-fronev estikates of performance:

He points out, Mbwever, that mach satisfaction derives from

intrinsic pfoperties of the role. CBE may provide an

opportunity for greSter performance visib.ility via goal

'definition and program evaluation, thus affording a sound

basis for providing extrinsic .rewards for,qUality work.

Membership; in an advocacy group prOvides an opportunity

for both intrinsic and extrinsic rewards. For many, the,

52
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44.

satisfaction of being a part of such an effort compensates.for

certain frustrations and for the time involved. In addition,
wart

group. members can provide more infOrtal rewards, and can

place members in effective position to bargain for'formal

rewards. For example; gaining recognition for effective

contributiond in a CBE advsocacy group can lead to "promotidn"

to positions of additional responsibility-and financial-rewards..

such as a unit leader or aepartment chaguson, or to nomination
,

to contract for work on summer or other extra-time, extra -pay

projects.

Concrete rewards for group in olvenent have been described.

Kapfer et al. (1970) discuss some:
I
Rhe strategy during the first year of'the project
was to utilize Title 11I funds for hiringssubsti-.
tUte teachers for the purpose of freeing teachers
for progra!m development. The administrators worked
clOsely with teachers _who sere freed. for such
activities. The plan...was to train the teachers
in writing Individualized Learning Packaged (p. 19).

Alen production was assessed, the process of-using, sub7

stitutes.was determined to be inefficient. During the second

year they chose to

contract with teachers on a extra7time, extral-pay basis
for program development. kll.teachers were inforted
of the opportunity that would be available, during the
summer to contract for specific program development
(p. 20).

V.

They also used the university:

Teachers were also 'given the option_ of toking some ox
a1lRf their pay in form 'of university credit through
a workshop which the principal and project specialist
conducted during the summer(g. '20) .

r
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In additi lo individaul rewards, A is worthwhile to

consider the need for program- oriented, gioup rewards Me

incentives. It appears that schools seldom reward program-

level or cooperative development. In thii 'regard, Yarger

'et al. (1975) observe tbt:

/ ...possessiIeneas of ideas of programmatic efforts
as well as-a sense of isolation are natural out- "4 ,

growths. Educational reapectabilitx is typically
associated with the product, dnd the recognition
an individual garners for his/her professional
effort`. Rarely are croups of people rewarded for
developing a superior program. Infact, whem.a
superior program emerges, one or twd individuals
are usually singled out for reward and recognir
tion, thus creating unpleasant responsei from
others-who contributed to the effort' (p: 13). r-

I is ibrtant to be aware,oftthe relatiodship between

the personal cost involved in imalementing CBE (e.g., time

energy, requred to develop new skil ),$) and the wont of resin

tance that may result. -Becau4a reward system can compensate

for personal costs, resistance may decrease and pr4gress

toward effective. implemen4tion may increase. Therefore, d

school's or district's'capablity to identify, provide and

control adequate incentives should be of prime consideration

in 'determining the scope and rate of an implementation plan.

FEEDBACK
1

The p rovision of mechanisms for 'communication and,

feedback are also very important in preparing an imple-

mentation plan. This section presents a discussion of feed-

back related to the information needs' of individuals affected
0

by/CBE=type programs.

Cl

4
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Some goals of feedback systets often include --

o kroving program implettntation processes k.

,o Improving program implementation management.
-.,.

.

,

Is Improving program outcomes, or program effectiveness.

Developing an information feedbadrsystem involves

o Identifying the information needs of potential partici-
pants. .

4
o Identifying individuals who should provide and ecieve

I .0

..the information.

o Identifying methods of'colliecting and providing the
information.

A very importan guiding principle applicable to both .

%ithe planning and- opera 'on of an information feepback system
-

ig emphasized by Hall and Jones (1976):.

. Keep your plans open and on top o
r-

f the table. ,Provide
contindetng opportunities lor input and degisionmaking
participation by staff...(p. 250)x.

.

It is appropriate to add the desirabili'ty'of openness

with the' feedback to participatIkg aommunity'groUPs, parent

gToups, professional *ups, and Ihnding alancies. Colyer

(1976) describes a means of Providing feedback to community
I

participants:

When one includes Qembers oethe community..:in a
meeting and solicits their suggestionst..on ways
they tight contribute to the program, it is elpfdl
to have these items written down by the perso
making the suggestion (which gives them confide ce.
that their contribution-is not going to be lost).
A written- synthesis can then be) printed and

/* distributed tothose..:invo/ved....(p: 6).

Hall et al.(1976) describe a feedback technique used in

developing a competencyebased teacher education (CBTE) program:

We knew of a small staff cadre in one institu tion that
is working on assumptions, competencies, and a prototype

P
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management system 'for a new CBTE program. Two
department`ohairmen and an associate dean are
among the other participating staff. Each time
a task-is accomplished such as the identification
of a set of assumptions, a written version of the
action, in proposal form, is sent to the total
..faculty and to student and school representatives.'
The information is set on ditto sheets for feedback.
(The ditto format connotes something less final than ,

M'ineographed or other more polished printing.). . Those.
who wish to proiride input to the committee 46 so.
Those who don't, can't say they. were never given the
opportunity (p. 251).

,Discussing organizational health and the need for adequa'te'

communication processes, Miles (1965) sugOests that it is,

essentialioto'have nrelatively distortion-free communication

.'vertically,' 'horizontally,' and across the Y undary of the

system to an from the surrounding environment" (p. 187 -
- OF

Communication feedback mechaniSmi must provide accurate and

prompt information about tensions and difficulties within

school or program. And people must be -able to secure and4

to provide information\ith minimal personal effort.

Appropriate t of feedback information in decision-

making can increase CBE program effectP.reness. Information can

be collected on a wide variety of topics (e.g., learning

outcome achievement, resource utilizatibn, implementation8
strategy effectiveness, cost effectiveness). Seldom can a'.

school or district collect, process, and disseminate all
4
( useful information. Participants in the

if school System must, therefore, set priorities for information

gathering. These priorities help define the system for .

collecting and ditreminating information. As `information

gathering and processing systems .are initiated and refined,

they, may be expanded td.accommodate increasing categories of

information.
4 6i
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N
Schdols and iericts may coopekate in planningitomplemen-

tary information-gathe trategies, and in sharing the

results\ of subsequent infomation gatherin4, where appropriate.

\

Information-based Decisionroaking. CBE practitioners need

continuous feedback to make effective program-related decisions.
, , 4 . .

Information-based decisionmaking requires that information ;

needs be' defined and that information be gathered, analyzed

and reported in a form that facilitatesobjectivity. Valves

naturally and appropriately influence the ways in which

information needs are defined and information processing occurs._

Decisionmakers can benefit from an effort to maintain aware-

ness of potential values influences ix the decisionmaking proce'ss.

Hall and bones (19'76) speak to the combinition of the relatively

objective and the subjective in decisionmaking:

As expezt evaluators point out, the actual ac.
of decisionmaking includes a valiitbelief compo-
nent as well as the summarized, relatively objective
reporting of the evaluation data. It is at the
point of taking decisions that the mo't rational
answer is not necessarily the best. However,.the
decisionmaker who has evaluation data will be able
to make a more calculated decision and probably
be more confident in his decisions- than if the w

decision had been completed based on *gut feelings"
(p. 273).

Hal,' et (1976) note that feedback can facilitate

an actively adaptive implementation environlisent:

Deciding ,on which variables are most in need of
evaluations, who will make whit decisions, what
feedback mechanisms are needed, and who w44,1 handle'
evaluation activities should be settled before
program development, starts- Then, though

1
successive approximations and adapaltions to events,
andldata, the evaluation (and implementation)

.4/

,"
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activities should be regularly adjusted (Hall
et al., 1976, p. 273).

Definitions of competency based education type prOgtans_

suggest the impOrtance of an instructional management model

that facilitates information based decisions regarding

instruction. The same model may be applied to the management

of the CBE implementation process itself.

A Framework of Information-Based Decisionmaking.

Hall et al.,- (1975) and Hall and Jones (1976) suggest two

frameworks within whiCh decisionmaking grbcesses can be organ-

ized (see Appendices A and B). One framework (HpI1 and Jones,,

1976) incorporates .two basic dimensions. The first dimension

addresges,three levels of program implementation: planning,

implementing and maintaining. The other dimension addresses

four decision areas: outcomes, resources, strategies, and
Oki

costs.

In Appendix B, sample questions are presented within each

'cell of the framework. The remainder of this section focuses
1

on" each of the four d c on areas as 'it relates to 'identifying

Infortation %needs, and collecting and,dissmeminating

information.

Feedback'Related to Outcomes. Utz (1974) suggests that

feedback related to outcomes "will be...most important in

effecting change, because furnishes data pertaining to

the relevance of objectives and effectiveness of instruc-

tional strategies" (p.

1 J 58



.

A major purpose of feedback should be to provide a basis for

'modifying outcomes-referenced strategies. In *this context,

it ii appropriate to-apply feedback both tp instructional

outcomes and to implementation outcomes.

Woditsdh (1975) raises 'a caution:

Veil, seldom are objectives set on grounds other tnan
tradition Or-some first-approximation response tto
the market place. Once set, the goals appear no more.

-amenable to change than those.of traditional curricula.
Rarely are conscious efforts made to adjust program-
objectives in accord=with program experience (p. 13).

Implementation goals and student learning outcOmeinhould

be assessed regularly throughout the implementatiOn process.

If results and expectations are i I sistent, modification

#,may be necessary. Decisionmakers must deal with three major'

pfiZnomena that impinge-on-the decisionmaking process:

availability of hard context values, and Woditsch's

researched observation that there is no tendency to change -

outmes statements as a result bf experience.

When attempting-to mplements/ a competency based teacher411.

edubatipn program, Dickson et al. (1972) obserVed that a major

ProbleM related to student feedback:.

While we believe that data sfieuld be supplied in
abundance concerning_theig skill attainment, etc.,
feedback to our students has been'delayed because of
the cumbersome evaluatiod procedures we have been
using.: Inadequate feedback' has Fads° resulted]
because most 'professda's tested only once or twice'
during a.course (p. S) .

.

Sound decisdpns depend on reliable, timely outcome

information. Inadequate feedback hinders decisionmaking

by both students-and professional staff.

Otter feedback activities affecting CBE program imple-
.
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mentation include the review of instructional schedulingitand

pacing, information by supervisory perspnnel. Lasser and Elam

(1974) observe that "regular monitoring:of the'se aspects

fighedUling and pacing] of program operation provi4ws

.creased.teachei accountability, and' help focus teacher atten-.

tion on' the attainment of specific plrogram outcomes" (p. 8).

They suggest that "the emphasis of such review activities

(should be) on'identif;ing and correcting any problems or.

potential iroblems.hat might impede pupil progress toward

program goals" .(p. a).

Southwest Regional Laboratory staff studied the effects

of monitoring and reporting the reading achievement .of first -

grade pupils on'seyeral levels. After studying fifteen schoOls,

using four different levels of accountability and reporting,

'they'offer the following-comments:

Reporting required that teachers ,submit to their
_prindiOali a record of pupil achievetent scores on
each assessment exercise administered. A 45-item
criterion test based on the major objectives of
the- reading program was individually administered
at the end of the school year. A significant posin
tive relationship' (p. <.001) between level of
teacher reporting and pupil reading achievement
increased with each increase in level of teachet .

repottilig. In addition, program, completion ranged
from 60 percent for the lowest leVel og-reporting
to,75-percent at the highest level (p.

. Progress toward desired outcomes should be-continuously
,

'assessed and instruction modified accordingly:. Thus, with each

assessment the performance ideal may be more closely approxi-

. mated.

6

I
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Feedback Related to Resources. Major. categoriyes of resources

mad; be conceptuilized to' include personnel, mate °rials anar

(iJ11.....enti yes.

Miles (1065) suggests that a healigly orgdhization uses.
1.

personnel

nor idle.

person's

effectively so that they arreither bverworked

There must be a close.kelay.onship betweenthach 0

capacity tp accomplish a task and the dem44Z of

that person's particular role,r In tkis sedee, capacity

is very dependent On-the skills,otraini4g, materials, and
e:-

inceSilves related tb CBE implementation.
0

Once planning decisions are made, tt is necessary to'

obtain adequate feedback on the rate and effectiveness of

resource utilization during both.the implementation and

maintenance phtsei of CBE. There is some evidence in, the

jliterature that additional resources are freciudktly requir d

during the early stages of implementation. As time passes,

schools ,gradually find ways to adapt extant 'resources new

processes. Initially, schools may maintain dual systems

until more-appropriate systems evolve to an efficient level.

AO Feedback Related to
.

Strategies: New instructional mater-
,

continually being developed. Each.

the kinds of feedbAck that will

product. Some useful types o infor-

ills and procedures are

level4permust identify

effectively improve the

I

mation include the following:

o Students'
interest,

o Teachers'
etc.)

reactions
etc.)

reactions

(appeal, relevance, util4.ty,

(Utility, manageability relevance,
4
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soy,

*P,

o Athq-unt Of timeo:;)equired for.students.-E0 complete.a r
/

unit or aeclAnce of.instructign V' a .'"
4

o Areas of"confusion, errors, and information gaps, "4 )
4, Jor°*

o_/ Student perforniance 'data
6 (a.

As .mentioned earlier; ,teachers can develop. materi
I

i workshops ing, dee theth with the ir students, secure,-,
,

,student feedback, and.rturn.to the next work hop session
" -

....?
. .

.
.

td make
,

Appropriate modffications! Workshop ,Akcilitators
.

can` develop stap14

". control. 'Appendix

'of the Seattle Public Schools. Teachers; participating in an

Cheicklist's

C'includes

to help teachers ensure quality.
a

a checklist developed by, staff

1

-individualized instruction workifrOP u0e-that.list to evaluate
.

,
.

-. , . .
.

,

learning packages before Icing them with, stuaents.
,

. , , - , 4

Pdblishers,-region#1 edudational laboratories, state
f_

depattments of education and Scl3pol,districts that*epare.

materials for wide dissemination _genertl, require comprehen-
i . 1

, . -

. , ,:4e quality control procedures: Ma64111s are evaluated'with $'
.

-,

and to, usability, adapt lity, Costyffectiveness,and
1

I
, - ..,..

0.,.
effectiveness in meeting goa s. .Developers.need to secure

..
//w,

.

the kind of ieedback that'leids to construe iv# mOdificatioll: .

. ,

. often there are attempts to ensure that the final productewill
' 4

. 0
6be.effective in a wipe variety. of settings. ..

..
.

Learning, packages or Instructional modules' are frequently
. .

. .--
veloped-by teachers and curriculum specialists.' It is

important to colle**information about these)modules.as

development progresses. and Jones; (1976} describe ae
'

-process usedsin some CB; prograthp:

-
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Stude;ls are asked to make notes in the, margins.
an- ., the backs of pages as they p;oceed through

4.1t
,.. dule, highlighting pointkthey believe should
brought to the attention_ of e dule'develoPer.

To further systematize this pro s, h module feedback
form of the. type developed by Eng ehardt, Gouge, and'
iiall. (1972) can be filled out by students after

4 , completing a-module (p.,2791..

A sa inple module *feedback form is displayed in Appendix

Hall describes another feedback form that has been used:

a computer card inserted within reusable instructional materials'

such as films or" tapes (See Appendix E for a sample form).

Information from th'is.form provides feedback .to learning

resource center sluff' about the perceived effebtiveness and

appeal of the materials.
... 14.-
.All new materials should be evaluated for their quality

4) and effectiveness. Students, parents, teachers, `support
.

, .

staff, and Administrative staff can all provide information I\

4

_
,

'I

when appropriate feedback _systems are operable. Thalltfor-
,.. ..

. ..1

matioetovides a basis for,iiriprovling thelliterials, as well,
- 1

as annotating them for, new users.-
,

,

i ,

* ,.
F

,
.)

. Feedback 'Belated to Costs. Cost,is a critical factor .
.0, . .

.i sti
" 4.havng*implications folowthesuccess, or failure of cirges

,r
such as CBE frequently represents. Funding procetses and

traditioqA1 accounting and budgeting procedures make

detailed cost difficue to monitor.',.Frequently; costs are
-4!

A '
not itemized. In 'addition, a wide variety of costs must

be considered: e.g costs relating to personnel,

ties, materials, services, and equipment. Tse costs

4
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may be usefully monitored within progfam, activity and imple-

mentatien time frames. Tor each CBE program, adequate-feed-
.

back 'systems should enable schools to report the costs

activities such asdeveloping materials,training 'teachers or

:other program 'participants, pilot testing,.planning, diagnosingc

instructing end .i'valuating. 4
.

i .

Little formation is currently available on the cost

of CBE=type'programs. Initial indications

programs may bemore expensive than non

are that CBE

E programs. Woditsch

(1975) discusses costs related to learner-centered curricula:

The costs of learner-centered, curricuLa.in terms
o5 human resources is higher. This is a totally
predictable outcome, much- ratified by research.
Even in ins'eances where learner-centered
curricular costs roughly equal those, of comparable
traditional, programs, faculty, activity studies-

./.° disclose a greater commitment of personnel time
to the ('ram. 'A not unattractive corollary 4

frequently emergei inevidence that students,
too, give themselves moreintensively (p. 13).

V
Thtere are some exceptions to the cost trends. One .is

cited by Olson (1971) : !12:i complitAcy based program in business
A

edlcation ree.brted a net decrease of 16.7 percent in student-
,

semester-hourly instructional costs." Olson explai s that
I,

the program combined three' typed of change: , individual-

ized instruction and differentiated staffing. Although the

two1years of planning, developing, and training were expensive,

the new program provided enough flexibility in st9,dent schedul-

ing and staff use to permit additional subsequent modifications

0

Hall .and Jones (1976) reviet4 efforts to develop CBTE

at no more than baseline cost.

I
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programg,oin fl.tp state-Appposited institutions in Washington

state:.

Hite (1973) reports that 'it was a consensus that
the pr&tOtype,prograns were more costly tharr
the traditional programt. Hitehas clustered,
th'e'lncreased,dollar costs around three factors.
(1) the resources,- manpowe, and money. _needed

program development, (2F) the program r quire
ments for indivi lization of instruction, and
(3) the involvem nt of 'added personnel, such'as
sChiol facUlty: Hite found that each,pf.these
cost fa6 counted for over 50 percent of
the estim A 150 percent increase in costs over
the traditional programs for prototype Performance
Besed'Teacher Education (p.-283)'. r

,

'Hall and Jones SuggeSt, however, that costs Will decrease

followinget initial development andimplementrdtion phases.

444f t %
They Aave drawn their information from CBTE program costs.,

CBE programs' developed
4

t

different Ippenditure

date isdionot extensive,

'for K-12 schools may require quite

levels: Although th@ evidence to r

it is fair to assume that CBE' programs

will be more expensive than bye traditional progrip
. ,s

.-at.°1.east during their early development stages., There is

a-heed for carefully estimating, budgeting, monitoring, and

rdporting, development costs of'cIearly, specified CBE:programs
11.

or program elements.,'

Hall indJones '(1976) describe orie system that addres es

4

,'the' needy for a monitoring sistem:,

On particularly useful, system-that merits discuSsion
4

44-hat of Wallace ,andikitzke\41972), who Mave.itteipted
tilldevelop-a monitoringlirsystem'ftir lAtqe-scale-prOgram--
Vic:research and. development efforts that can'easily
be adapted to the needs of.p3E program managers, The
,cotposite system has eeen/riamed the''Oeneral;Accountinq
System or GAS,, and was developed.to-syifematically
m4itor and estimate the time, resources,and-dorla
cost of future R &D efforts. Using the en system
requires adjusting the budg%t rdporting arT:lirchasing
pr6cedures as well as enlisting the cooperation of the '-

personnel involved (p. 284) . .

,,
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In. planning; developing -aid implementing CBE programs,

costs to federal,_ state, and loCal educatiohal agencies may be

'projected and analyzed. gost.informatfbn may be useful, in

part, tn andivering questions o'r, confirming answers to questions
.

such ashe, following: /4
W. a

o What development. efforts should be undertaken?
lk

o What agency can 'best undertake a specific develop-
ment effort? .

o "What agency can 'provide serVIces that meet co:mill
needs blast effectiffely?

. -

The financial burden:IeS .developing CBE prOgrams
16
has fallen

trend is likelyheavily on (local education agend4es.. This

to ContidUe unless development efforts can be appropriately

shared by com mercial agencies' as well as by federal; state,

-"and_loc:A), agencies.
4 ?Y- A

Feedback' systeps- that reflec' COIntideations such as those

disctssed 'in this subsection shouid facilitAte informed decisions
,

,,
.

related to coTts'of planning, implenenting, and maintaini

, ' CBE-type pro*ams,

Scope :of Prog4am jmplerrentation

CBE -programs are being implemented in a Wide'
..

sang
,,

of
" setting,. As mith Other ,educatiOnal 'innovations, some may be

,
,

.

;teipted to encourage .CBt implementation':Ystemwide
-= the

. _ ..,
-, assumption being t_hat if CiE. or elements ii, CBE are 4better".:

than elements 01 the. present system, they "should adopted
,....

and implemented as soon asposbilile),' In determining ,the

..scope of an implementation Plpn, gchool personne.1 should
._

.

Consider the .complexity extent of ^the required changes,

,

, and the degree to' Wh ich' the, CBE 4emehts being considered are,,
. .

. ,

° 55

4



transferiable from one situation to. another. Determining the
-

Sbope of program implementation,requirei addressing questions

such as-the following:

o Wh'at is the appropriate rate of implementatioh?

. o How much of the instructional program or the total
curriculum should be affected?

o How many and which schools_or classes should be ina.
volved?

Rate-of Implementation

Amohg the faatOrs that Rogetrs.(1968) suggests would

affect rate of program implementation are: relative advan-

- tage, complexity, divisibiliyji and communicability. Rogers

alo suggests that an economist would say ;ate ofimplemen-L

tation depends pn the relative balance between costs and
04
rewards.

Relative advantage is described as thedegree to which

people perceive a change or ipnovation -- in this case CBE,

as an improveMent over tradition. Le5islators,. school admin7
#.

istrators, teachers, ptudents, parents and community members
_ -

may individually and oollecti ly have verViifferent

rspectives egarding,CBE's ad tages. This has im6ications
-0.

training and orientation, as well'as.for the amount of

time arldtted to other implementation activiti:ed-atianY.

particular site.
_,,

, Complexity is described as ameasure4pf hOw.diffiCult

a dhange or innovation, 4 this case CBE,,is'to- understand.
4

Complekity is a function, in part, of an opeiational CIE Modl.
.

,5asi'elements
o

o competen6ysbased educ4tion are.des'cribed in L.

67.
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an earlier section of this paper. These elements, and varying
t

program emphaSes consistent with the elementi,-.areldiscussed in

the Oregon Cbmpetency Based education Program paper, Alternative

Models -of Competency Based EdUcation.s

-Divisibility is described as the degree to which a change

or .innovation can bedimplemented,in separate, functional pg.kits.
4

CBE lends itself to divisibility. Schools can identify desired\

batcome; at the-district,program and course at one,

pqint in time, and identify or prepae-related measures-of

outcome attainment at another time 'Different schools can

even take different aiIroaches to CBE program development.

Communicability'is-described as the degree to which a

hangs or innovation can be explained and demonstrated(to

hers: The processes basic to competency based education

y fregbently be Perceived as )difficult to commaicate

s ccinctly and clearly. This may be a function, ih part,

of nsufficient conceptual clarity or consensus regarding
,

' the baiic elements at present. a
1110A d:

De'r of Pro ram Chan e
41

he characteristics of CBE makelpossible a wide ,range of
f

implementation options. A number' of variables,that 'help

determine whether CBEjwill be accepted involve the proposed'
,

rate andsde ree, cf change A few variables are cited by'

Gallaher p.9:65):

II
. . for instance *that is the eXtant of the taript

.

Systam's felt need for Change? Is the time
--factor right; .that is, is the system already

undergoing change, or iithJi-e a'target
is .

system apathy raced by_previbus innovative
, ...

.

. .
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failures? -There is also the matter of eize.in the
system to be changed, and the associated organi-
zational complexity, that varies with size. The
latter bears importantly on communications effective-
ness, which is in turn related to the problem of\
determining the most viable uiit for effecting
change. It,might be that even when the entire
target system is-schelfuled for change, it can
be done best-by changing smaller, more manageable-
components one at a time (p. 44).

There are many ways in which to determine what portion

of an instruCtional program shou)1d be initially affected by

CBE implementation. One way is.to identify only curricular

programs or:conifnt areas whose staffs_ are eager to implement

CBE. After sufficient "experimentation" and field testing,

4additional interested staff may .join the project'. Another

approach is for begin with the largest component' or curriculum
'0

area of the program,( assuming that its activities will`

positively affect the activities of smaller program components,

or cu?riculum areas. A third approach is to begin with the
41

program component that promises to be easiest.4 For example,

it may be easier. to implement CBE in matheMatics classes than

in tociafistpdies classes, because of the adaptability of
- -

'mathematics content'and skills to precise measurement.,
1

Initial success in implementing CBE is important because it offers

administrators tHeopipoBiunity to lsarn "process" skills, and

provides staff the intrinsic reward of being associated with
. r

and being able to display a model for peers to obSerye..

It may be ippropria;eto intentionally and even openly

ignore'sqme problem 'area in CBE install ion when:developing

an initial approach to implema

, this trategy as 'selective

tationJ liersh (1976) rejOrs to

gligence.'
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How Many aft Which Schools to Involve

A state or federal agency,considering itplementationstra-

tegies fo CBE prograins may be interested in House's (1976)

observation that:

,Innovation in a region will be%introduced through
Ahe largest city...and will follow a Combination
of two routes. One route leads frouttown to
_nearest town over the transpoltation network.
The other leads from larger to smallertowns
-down the urban hierarchy (p. 337). .

The findings cited by House bear on the selection of

initial implementation sites. Special' consideration may

have to be given to very small or vtry remote districts.

In some schools and some districts change is valued,

and people have learned to expect it.. Such sites may

provide excellent opportunities -for success. Dis ons

among staff and community members may help clarify expecte-

tions'priar to adoption and implementation decisions. Colyer

(1976) suggests it is important to show teachers from the

outset that they have a voice in whether, as well as in how

far and,how.fast, the-implementation.of CBE will proceed..

In discussing the League of Cooperating Schools, Goodlad

(1965) acknowledges some school Selection problems:

Conditions surrounding entry of some sabools into
the League have hampered progress from thebeqin-
ning. _IA retrospect, we think that we left to the
districts too much of the initiative with respect
to the process of schooA selection. As a conse-
quence, the orien tion of principals and teachers
varied enormou . Some of 'the principals attending
our first meet g scarcely knew why they were there,
and many of th m floundered when it came to explain-
ing to their teachers what the,League Was-designed.
to do(p.

ta

I

r
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The knowledge of expectations combined with open dialogue

about detired changes in plans may promote a feeling of 414'

security:

I am suggesting that in formal organizations of a
service variety, such as educational systems are..1
those who are secure can sustain the threat of
examining alternatives, whereas, those whose
margin of security is low will resist c ging

my a tystem that has accommodated to them.
practical terms....I am posing the_hypothesis
that the'better teachers in a given school system
are more ,likely to accept innovations than are the
poorer gles....(Gallahec, 1965, p. 43).

In summary, several conditions appear desiral:V.e

to smooth and effective implementation of granges in

schooling s h as those generalt represented by CBE:

o Persons considering CBE implementation should
clearly understand, and preferably even
cooperate'in defining or describing, the scope
of the implementation task. Planned and moni-'
Aored increase in scope may be a pakt of the
implementation design.

o Involved staff should have planned assistance
in attaining the necessary skills and knowledge
to implement CBE.

o Involved staff should have resourcesand
materials necessary to support operation of
the CBE piogram they have designed.

o The organizational structure of imple-
menting site or agency should be compatible
with CBE procedures.

Resources utilization strategies should, of course, be

differentially designed, initiated and managed to create and

tustain these CBE supporting conditions in differrt settings,

with differenttprogram emphases.

71



IMPLEMENTATION CONSIDERATIONS FOR FEDERAL,

STATE AND LOCAL AGENCIES .

This document has pfesented'a range of considerat,ons

for implementing oenpetency based .education, with-its

major focus on the school district. Two areas of questien

remain: What implementation strategies at the federal

and state levels 'can. be employed to support the efforts, of
0
'local agencies? And how can these three levels be made to

interact with one another smoothly to support the implement--

ation of competency based education programs?

Federal Agencies

In discussing_ incentives for implement g innovations

in the public schools,' Pincus (1974) identi ied a number of

current conditions that might affect the capability of

'federal agencies to facilitate the impleffientation of changes

in schoolingsuch as competency based education. Following

-are excerpts from Pincus' discussion.

"R &D' organizations frequently do not provide
-

AaUfficient implementa.t4en-guidance in light of
the variety of school, situations where adoption
is tried" (p. 125).

-

A related difficulty is the tendelicy of federal
and state agencies to view their contributiOhA
as' seed money 316 be replaced by district funds
if the program is a success.

But school districts know that the typical cost
of such programs ($100-500 or more per student
Per year) is:beyond their ability tofi8ance
fprr the student body at large'and to use up
district funds orapp.iying the' innovation to
only a small numbek.of4students raises serious
ethical questions for a regulated public utility.

t
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The school districts do not perceive,the federal-.
government as demonstrating clear or consistent:
policies toward innovation.' There is no clear
lbng-term benefit or penalty to a district if
it adopts,or fails toadopt one set of innomp-

. tions in preference to another. This tends to ,

reduce the school's respect for federal policies
toward innova ion, and to breed a certain oyni- -

cism as to t merits of serious efforts at
innovation. theemore, since federal aid
tails to syste tically support hard alterna-
tives'and to sc mp easy ones, it in fact en-
courages a stra egy_of Grantsmanship.

The schools interpret'thek peculiarities of
federal aid policies-_as meaning that federal
aid is unreliable ,soft -money that will disappear
as suddenly as it arrived._ Therefore, school_
districts characteristically refuse to use
federal money as thebasis for any substantial
long-term changes in=ivays of doing businesIs
(p. 127).

.

Many options nevertheless exist fik meaningful federal
At

level support of CBEimpretentation. These options may

be grouped according to the following citegories: Generat-
. *

ing Support forCBE,-Incenti4s, Scope of Implementation,

Research and Developuentnd Feedbick.

Generating Support

Evidence of or commi=tment. to long-ter federaL-levei

support for CBE may t* helpful in creating anotV sppainng

aiclimates favorable-to adoption and implementation. Such

commitment may be demonstrated, inart, through-legisla-

tive action. The ederal sponsorst4p of programmatic
. -

research and development activities calk provide encourage-

ment and generate infor:ltion and materials helpful to CBE
I .

iMplemerlters. The support by national' gencies of- such'acti
c vities as conferences, workshops, demon tration center0,
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0
'and-training programs, can- provide opportunities for tipe

sharing of CBE-related information and' experiences.
b.

Additional supports systematically provided d or 'shared

at the national level may encourage the'ihtioduction,

study and refinement of CBE dh a wide scale. .

Resource Utilization.
,

.,-

-+
if

. .

Resources made4 available through action at .the, national

level can be used to support the implementation of CBE. A.
. .

federal-agency, professional organization or legislative,

committee can serve a CBE change agent. Federally sup -

ported demonstration sites may provide state and local

agencies an opportunity to observe CBE programs operating.

tin a variety of formats and'settings, Cl.osely monitored
. t

studies will provide,additional'inforr&Obn in such areas-

/aS' CBE.implementation strategies, organizational changes

supportive of CBE,/ program,effectiveness and cost effective-
4 . . -

ness.- Such stUdies might Oklusttate alternative CBE program

emphases,tand'povide state and local'personnel-an uppootun-
.

ity to partidtpate in developinglke necessary skills' and

procedures for introducing and maintaining aCBE program.
, .

0

The importance of practical program demonstiatiop is high-
_

lighted in the following discussion by Scanlon (1973).

ti

For ,any 'innoVation-to have real impact, broad-
scale implementation in'a variety.of student
populatiOns is a necessity. We have estab-:

t
lished a Nationwide, NetwOrk of School Pis-
tricts 'n order to demonstrate to- the educa-
tional community that individualization i§ _a
viable and practicalAsftategy for teaching
youngsters to be independent and self-directed

-. ,-,
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learii4s. The assumption behind the es ab-
lishment of the Network is. that demonstgatioh'

. is an effective way to diffuse new-educational
programs to the greatest number of scha64

_ and students -- in the shortest amount 1b fwtime.

Thuefar, 80 elementary schools iri 43 tates
haVe join ,d the Network, and many)etat educa-
tion departments have;indicated significant
interestAn the project. The goal to build
a network of 100 school districts, at least 2
in each of the 50 states. Although . cannot
financially support the Network schoo s, we are
helping schools locate possible sour es of
funding so that they can participate,,jin to is
effort,to bring individualized learning into
the clasiroom.

In a ition toPerving as demonstration sites
for Orriculum innovation and cagantiation, .

Network #choolsalsb serve as training centers
for teachers and administrators interested in
bringing "indillidualiAd.learning programs to /--

=their school districts. Training materiaLs.
and procedures have been devised and are
available to Network schools. Also, a staff
of 'developmental specialists regularly visits
the schools and'aSsists schoof staff in identi-
lying and solving problems relative "toy the
implementation of,Individualized.programs

The opportuni .p try out CBE programs on a short-
901

term, low-risk b asis -may encourage ,participation by 'schools ,

and personnel that generally resist jonoVations. Such
411

N."trial uns%might involve the use of validated, eicportoble

"...instructional programs and/or local develoOdtent projects

"funded via mini-grants.

Incentives .

--._

Traditional educati nal regard.structures10 to'be
. . 0 . , .. ,

'restrictive. Incentives provided at thenati Al level may
. . A :

stimulate etatog an district level agencies to Pbplement CBE.
_ .

, 4

.
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Some have already been'suggested. 'Two are identified

by Rebell (1975): .

.
- .

..

As an alternative implementation approach; con-
sfderatidh might be given to a voluntary induce&

0

'meat model, whiCh would provide,tpecial grants or,
other funding to'schools which choose to adopt
CBE approaches. Consumer- oriented regislation .

,ov _mighe.slso be enacted whichwoqad. grant studepta .,
tending or''.apPiying to' colleges (or even

.

dtcondqry.scpcipls).a right to 'demand detailed ..
information On institutional goW.s and approaches
or to enten into contracts through, which'Chools
-could be held aCcouritaiplefor providing specified.
processes and learning situations (pp. 8-9).

.

. .

Sope of.Implementation

When Individually-loreperibed Inst- tuction III01) was

.crisseminited natioheily, the, necessity. af,Detraiping school
.

administrators wattidentified among the most apparent needs

(Scanon, 1973); Many ddministratoq'-and teacher needs,
f
t ..

'similar
t .

.

. -velated tO.CB may well be similar to those related to.IPI.
!

. ,

.

y .. v

,Practitionereat all levels will need not only the compe-.
.i -

fencies requited to plan,. manage and implement CBE frogfams,. . / '
V

. i
Abut also skills relating to the following funtions: oat-

.' NOP
t ... . .

.

came Specincation, assessment, need Jdentificationt program

development, p rogram eval6ation and information management

,9

(Hall{-1976).

Research andDevelopment

iederally sp sored research And developint,elfcrt?

can strengthen to base fo r CBE;Implementaten. -F6r example,
- ,

Systematically' developed respurces,and products can be Used
I

.in effectively commUnicatirogprogram-information and ptoffoting

1
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teacher skills related to CBE; Through such materials,

local agencies ,peeking information on alterrktive approachefs

bo CBE and their effectiveness may obtain} the documentation

they desire.

CBE relevant training materials and.programs can be 1

developed and validated by regional educational laboratories
--

and. centers. To the extent that, exportable *training irlateria§i
dr-

are' directed: to the required state,, district and school level

personnel skills,. the implethentation process should be facili-

tated.
.sw

ITainAg school distrigt personnel to a t and
institutionalize nnovations requires s t matic
strategies. anA products. These strategies lie,
outside the typical publisher consultants, teener
guides, and'the university setting;. As an inte-
gral part of the.disseminatioh strategy, the #0"'

trlining (or more accurately,Cretraining) needs
ar often of three basic levels: school district
.Central office personnel, school administrators,
and feathers (Scanlon, l973,,p.:9).

.

Nationally, sponsored development and dissemination of

),
CBElesourges and materials ,can be effective: Schools. may

find it useeul.to have well defined alteraatiA7es for --

o Identifying outcomes fi

o MeaSuring outcome achievement
N

Struc ur n -claum

o novi.ding instruct
. , 4

\

o Linking strategies to outcomes

o Maintaining management systems consistent with
the above .

"Reibqrces avaiisb4 that address CBE-rel needs are'
.A

..

t \

O
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deisrfbed in the CBE Sourcebook developed by the OCBE

Program:andavailable frOm the Northwest Regional Educa-

tional ikaboratory.

'Feedback

a

When federal agencies become involved with research and

development, product dissemination, prologram orientation, and

re urce support for such innovations as CBE, they generally

develop feedback systems to obtain information on 'feasibility;

effectiveness and cost efficiehcy:
.

This feedback which is continuous in nature,
provides?' data on the efectiveness of product
utilization, curriculumimplementation,:,and
school management problems. this assists 110
the redesign andkrevision of products and

anprocedures (Sclon, 1973,,p. 14). A "pi
Ok

When large sums of money and effort are expended on the

devel"opmeat of ,CBE materials and procedures, qualify control
# at -

procedures help to malip'tain the integrity of the prodticts.

Oality control procedures also help monitor the process,,of

program implementation.

In the past, many well- publicized educational 4.
innovations,..gter attracting widespread interest,
failed when 441emented outside theix initial
settingI. A major cause" of this R06r record of
implementation has been absence of detailed.
systedailk specification .for the control of
the opevetion,, coupled with a realitic method
#fortonitoring and changing the imp mentation-
once it was operational in a given:locale .°

(Scanlon, 1973,, p: 12) : ,

AL
Alsessment instruments can proide information on the

extent to which an innovation had beeK implemented. Int'

'discussing the implementation of IPI in, schocdss, Scanlon

(1973) describes twabsuch instruments.



WV

The Consultant Diagdbstic Ipstrument (pi) which
Ss th4check1ist for to consultant's.use in
.periqdic observations'Indreports on Network
schools,- was designed to provide basic descrip,-.
tive ,data'concerning the degree of implemental- j
ticin, for any particular subject to allow for
ivaldation comparisons across schools and to

4 rovide an index. of degree of implementation
for each schOol. 4

The,oSe9Ond instrument
L
developed for use by the

loyal school Principal is:Self ImproVedment Guide-
.

;lines for New Schools.". SIGNS has been designed
to provide beginning schools with a means for.
assessment of the degree to which recommended
processes and practices are used in an Andividual'
school. The checklist and form' provided enable,
the administrator to make intewretable observa-
tions on var' us spects of the innovation (p. 13).

Any effort to support CBE implepentation nationwide .

. will likely involve state and local education agencies.

Therefore, state and local representatives would appropri7,

ately be involved in the piannin4 of any' national CBE

suppeirt or. implementation. strategy. State departments

of education and legislatures have the legallauthority

to implement Change in edUcational policy,,and*can retain

ar iocal,_perspective regardi%ithe needstand potentiZ for"
*,- CBE impLeMeniation.

*Zhe Ake agenCies are ioterested in the'stat-
wide dissemination of new ideas 'and. programs'

. of chools. Developments such as the 1967
amendments of ESEA, which strengthened the''s
Tole-in pr)omoting-inovation, and the Predi ntios

revenue saring. plan are ev'dence of increa
need for greater. state- invo trement in educational
change. Structurally, no ncy is in a better 111
position to work fo; innovations than the,State
Education Agency: This agenchat power which

, it must use prudently and with, due recognizance
of the' American.autonomy in educational affairs.
But thet:fact Temainsithatlbcal school districts ,

'derive their legal authority from.the states
AScanlOn, 1973, p. ,13Y.

f 3
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To they extent that informaEion, pro

'th#t are-consist4nt .with!basic.prograth

cts'and4procedures
/

ements of CBE and

are applicable in'a variety of setttngs,can be' developed at
.

the national level, ederal agencies ,can faCilitate the

dissemination df CBE:

.

State Agencies

No specific. combination of impltentation efforts will '

.

assure tuccees for all agencies-) Certain elements of change
V, 4
strategiss may be most effective at the state level. In

describing attempts'to. implement planned Change in New York

state, Frdebbrne (1975) identified some problems that had

be typical Of other state environments.

In New York state, all too often, research and ,,

development in education have been carried out
in isolation from real- operation of schools
in the lOcal scho strict.s.' The R&D programs
have not been pla with local probleffis and
constraints In our cdrrent work, we
try' to havea 'hands-on" relationship with .

-'local school districts:

An they factor,has'beep tWinadequate provision
orlemplementatIon assistande. The traditional
assumptiOn h4a been that officials of focal
`school districts are capable of defining their
own.problemi and, Timer* suffictent resources,
'taking appropriate action to solve them. Our
experience has shown that any school districts
'do not have this capability. They peed outside

of
help. Our

support systerp aro e.oh
t to develop a better'instruc-

tional manage
.our field experience which suggested that school
distilcts could not make seuch-an im rovement

a on they own.

Undue-and misplaced categorical emp 'Isis has
also been 4mpartant.in;affectingt Issuccess
or failure of istialemviting change.inlocal
school districii7r Notionliy-did many prb rams,
Dor examele,".under Title III, assume th °cal

I to
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eschoprdistrids ould define their problems
precidefy and co dct the necessary R&D to
-effect change,' but also_ that they could fit
them into an overall linked change plan or
strategy. I question this assumption. 'Many
categorical programs tend to lead to a 'paro-
chial' rather thap, total systeme view of
schobl. Foi example, the ESEA Title I pro-
gram,An theUnited States has lkd many_school
distri4cts,tcx develop separate educatilkl
programs for categorical projects. 'Districts .

do not often make he.eaort explicit;y to
rink,'-ithe.catelloriCa r 3eqts-to,theie .regular.
instructional, 4 It is part of the
state planner's role,to point' out thefragmented
nature of the total effort andunderliQe the
price_beirig paid by thfi_emphIsis on categoriCal
projects undertaken in isolation.

Too often,.tiag implementation ,of change ,has been ,

impeded by, excessively high,,expectatins regarding
retiltA. It has'been my' experience that local'.
incentives for.impleMenting*thange are not great.-' -
he barrier of/the cu-rrent condition loam too .

high. The state planners must be contentwith
small incremental' gains in.the direction of their
goals. qeAe'talking,of an,gvolutionary process.
It'is important to noIe that one cannot,challenge-
authortik and power sjructures dramatically and
at the same time solicit their cooperation in
implementing Change at the local, level. <-

The Availability of extra retources'is important
fot_success.7 TherLare.cerstairi start-up costs
which must be.funded. They 'generally have not
been, adequately provfded.

T lastlact6p influencing the successful,
Apfementation of change, i diftsemination. There
has beeh'anall too pervaiiveassumption that.

,

writingAgeneral articles abodt successful, educe-%
tional'progivams in, one locality wodld convince -.

dther school district to:adopt!Aheieforms.,
I,think there re at least two reasons'
has .not worked: 1.- People lie y).feel,th4t
they are.creatin4 todething that id differept
and that is a response to the problem t:hatAhey
JAPderstand:best, 2. Such general-aiticles
etaly dte'notsuftioiently detailed and
prescriptive to s4w the- focal oificials how
to,gO about ,tne\task. E ffective 'disseminan qt

tiOn of 'educational change programs might,well
include visits of pers'ontrelb,to other school ,*

4
r
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districts.; the training 9f-core'staff to work on-.
a continUousipasis in districts; thy' adoption

"cit procedures in a cookbook format showing. how
the program can be implementedttep by step; and
certain money, incentive, syseims (Freeborner r975,
pp. 2.0-21).

i.
...* . .

Implementation strategies applicable to ,state agencies
.., . .

. .

may, be conceptualized .in the same categories discussed in

regard to federal agencies: .'generating Supportiv COE,.

Resource Utilization, Incentives, Feedtack, Sipe of Imple-
,,,

mentAtion; and Research and DevelOpmentA ,ACtivifies.
. ;.

Gene;atimg Support
_ .

State lev41 agencies have fbur basic constituencies:
.

.

. _
. .

The state board', of educAtion,,the'Governor and the-state.
. /

.
.

legdSlature, local and intermediate sbhobl districts, And

:'
,

the genera' public (Freeborne, 1975).

In, attempting-to persuade tIlese'donstituencies that

CffE dhou'd be considered idopted, or implemented, a state
..

agencyght consider a range pf options including advoFacy

for voluntary adoption and implementption or mandate backed

by,disting incentive and accountability structures.- what-t .. - .

.

ever :option or combinatidm of Options are chosen, is
s

herpfule gain,the support oetop-levelorpeople in each

,agency. This supportmay,be,partially obtained through

orientation-activities (e.g., demonstrations, newsletters;

conferences, explanations of alternatives an:j coeperati.
r ' ', ' ,

planning). CloSe, consideration should be given:,to
.

the 2,

,
'-'""-----r:nature of the constituency being addresssed and the respec-

,

k
tive,mbtivaitians and 'interests 'of its membert* (Cuba, ,l968;4

It II

.-- v.
. ..- .

I
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11.)

Woditsch, 1976),..

11.

State agencies 'Mould bellrePared to provide their

constituencies as much information as possible abodt CBE

its implicat g Ls. lasic tBE proceses should be clearly

and conci y d fined, its, desirdd'oytcoMes.identified, and

information reg rding its effecciveness presented. Cor(stitu-

ents will need nformation about CBE's history, emphases
.

characterizing CBE ,programs bein' implemeretad-elsewhereand
4

Tesources needed for implementation., If needed information'

is not ailable, the state may wish to Conkider establishing

_research anddevelopment'programs and short-term tryouts,

-.demoristrations; or-sithulations.-
lk

.

s . ,

Resource Utilization

Stat depareNents of education ar'e-afteA in_ an excellent

position to help districts implement CBE. A state department,

may choose to act as change agentand 4jor advocacy grou

averSeate age often have control- iver or access.to'the neces

sary material,.information and.human resou

=

ces* including

,personne1.1'4ith the skills:required to facilitate ,CBE,implementa-

tion.
44'

ii,
-Srategiesscan,be'devised for implamenting and maintain- -.

.
. .

h4p.C8t within z state's school' system. Scanlon, (1913) suggests
,

1 1 ,
,.the following five chznge'strategies, eachmodflied Slightly

here to make it C$&- specific: r 01' '

.

6 Establish criteria -to endure understding
&bout and commitment to CBE,.

4
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o- Develop CBE training programs for:school
district'central office personnel, adminis-
trators and .teachers.

o Establish'CBE demonstration sites in a variety,
1 of settings.

.

o Develop an information network' and feedbatc-k
systems that permit the monitoring. of C
schools in terms of student Progress and
degree of implementation, and the collecting
of research data on striategiescpfOceduces
and roles.

o 'fhvolve distfictr-level ctintral office adminis-
trators in the development of a capacity for
implementing and maintaining CBE.

By tracing the flow 61 personal contact and influence,

one can chart the likely'course of innovation (House, 1974,

p. 6). CBE is likely to be diffused through a netwOrie of

personal contacts. A state agenty can either use existing

networks or develop--new ones at the state, local and school

levels. Because frequency of personal contact is partially

'a function of distance, proximity is an-.important considera-

tion in desilgneng a dissemination network.

Freeborne (1975) describes three activities that state

agencies should consider. The first is. the development of '
Or

conceptual or practi011.models. The second 'is provision
,I. -

of technical assistance to district level,personnel.

(Freeborne suggests that "lo school districts can most

easily overcome their probl ms if experts are brought in

froin outside -- not necessarily personnel orthe state

department of education,"tp. 24.) The third is provision
N

,

of tinancial.assistance, especially during the early stages

of innoVation when the risk and financial burden are

$

0
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..greatest -(Freeborne, 1975; House, 1974;Piricus, 1974).

The state legislature, local or state tax measures,

federal agencies or private foundations may provide funds

to help solve short-term, start -up funding' problems.

It is desirable that tate'persottnel advocating CBE-

type change.work closely with school staf! during imple-'

Mentation, Pincus (1970.expiesses the view that

I

. ;. .

...incentives to adopt and incentive's to
imOrement-are largely different from each other.
Inmdlation and implementation work through dif-

1

.feFent agents in the ins itutional settlng.
The federal or state age cies propose; spho,o1
supir.intendents or principals disttqse; the
teachers and students transfO,rm'(p:* 135).

Therefore, the efforts of the state department should

not end at the school diStrict 'offices'. State agriei
,

may want to consider training and pecruitingfpeopje who
Are 1-. .

work well with both R.sa agencies and school pbrson .

f

. * . .
,.:....... .,,fSuch collaborative effort proVideCiluable'Support to

_ .
t

CBE implementation.
. ,

District

The major focus of this pap'e'r i

,

pecificdis7

tract ivelimpiementation strategies for E. A few

° generaldistrict level implementatioi strategy contidera-
_) .

-., %

tions ate dSCrtbed in this section. .

.

ii

#. . ,
School district structures' frequently allow only top

. , . , r
, -

administrators, ,oportunit for extensive contact outside
/ .

.,

the organiz,atidn. Principalsggener4lly 'have leks and
' -1 $1#.. . ..

teachers. gener,ily.have even less; 'School districts in
.

. , 7 7.

o

---

94
-

85



ti

the process of selecting new, superintendents may want to
- /..

41/
.

consider ttle.following:

The superintendent (and his top staff) play -a
f key, role in introducing innovations,into their

districts,isin they have "the most ,outside
'contact...The veer-bound superintendents' IR

a

look'forward to their next job and feel'that
they must innovate ,to build ,a reputatiod.
They also have a freer hand inside the district,
as opposed to the place-bodnd person, who has
made many 'riends and- enemies in his -rise to
the top., The place-bound man is 'More 'con-
strained by the school-structure, whereas, the
caeet-bound Man doeS not mi.-rid stirring the
waters, the man,Comirig in fom the outside
does indeed introduce many'more innovations
than the man promoted from within, The out-
side man also Cultivates many more external
souces.of innovation. The ,superintendent
acts as a carrier, a catalyst, and a gate-

.

keeper for new ideas -- within the framework
of advancing his career House, l9766 p..33t). '.

House (19164),alsd descrthe (central office stalfs'air

playing a key. role in promoting inhibiting an ihnoa-
, .4w 5

.

tion. The superintendent acts as a carrier, a ,ca,t4.1:yt,
ft

and a gatekeeper for new idvs -- within the framework of
-17

advancing 'his caree (Hole0976,e68/.
I q ,

,

. -

---,

, House (1976)'alia deAgr,k4d c'entralsoffice'staffs'as'
k ..,

ikplaying a key role in,prqmoting'or inhbiti an innovation.

He suggests that because of their controlcler communication,

internal resources and policy,it is very' important to 'have'
2

the support or sponsorship of at least One central -office

staff member.,

T4rion (1975) suggests thatal dittrict'sscapability,
.

to itplement a major innovation depends an the following
-4 4

e

go' factffrst

S

4
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c

1,4

ale



.

o Long-range commitment. of f the) schooj boa
'and, super intendent to . . program,,planning
implementation.

WilYingness of the-school board and superin-
tendency team to devote substantial time'to
the processof planning for the-program.

o R ecognition by leadershii of the'normal human
reaction to fesista new program an0 the con-
Sequent need to adopt a strategy designed. to
overcome negative reaction.

a

o Ability'to achieve-a balance within the admin-
istrative team to engtre an orderly transition
from traditional grogram orientation to an em-
phasis on innovations in general,and CBE spe-

. cifically.

Ironically, teachers -- who have only limited access.

to outside contacts and new_ideas -- are often expected to

assume the major burden of implementing CBE. Although they
.

0 are influenCed most by professiinal peers, teachers must

,rely principally On distri.c. administrators, periodicals
_

an college courses for their 'new information (House, 1976).

(Even if a teacher should wish to try a' new program or

procedure, the "district.cehtral office may limit access

to) needed information.)

Given the Wigh cost invo lved in providing the needed

training, resources, materials, progrth support staff and

tangible incentives, it is likely that a school district
.14

will initially implement a partial CBE program. Schalock

e
(1976) discusses one conceptualization of a partial CBE'

program:

For this discussion a-7partial model or an
approximate program of competency based

49' eaUcation is defined.as one thatdoes not
Is incorporate all fiv of the defining

87



characteristics of CBE in clearly recognlzable..w
form. Since the_ development of.alte'rnative,
modelg .of CBE is larlekly a paper exercise,-'it'
is unlikely that part4i1 models will.ocbur,
unless of course, the model builder chooses
to define competency based education on a-
different basis. The implementation of school
programs, however, is a different Matter: here
it is likely that most implementation efforts,
at least in the beginniag,'wilr be - approximate *-
programs. It. is unlikely that school districts

, will be able to implemeryt afull:fledged compel-
tency based...education program all at_bne time.
The magnitude of change is such that most dis-
tricts will require at best.a three- or fiv.e-.
year period to shift their.R.rogramg-to a com-
petency based mode of petation, and then'it
is likely that they wil be operating in a
manner that is only a r ugh approxiMation to
what is desired ar what y exist at a later
point in time.

It is important that this be understood, and.
not only as a matter of resource availability.
Equally important is the matter of,time,,Otor.
the principles-and practices of competency
based education'are so at odds with much of '

what goes on,in contemporary schools that
considerable'time must be allowed for studen(Et
and faculty-to act habitually on the basis of
CBE principles and practices-. A clear under-
standing of time required for-shifting fropi:G,
a traditional lip a competency based mode'of,
operation should elicit a great deal of toll 4

erance for Schools that only approximate,a
fully Operational CBE program 1Schalock, et
al. , f976114). 25,-26),

The'specific implementation'sirategir alternative's

discussed throdNout the rest of this paper Should be of

4111 use to districts in, choosing, planning and managing the
4

level and type of .CBE:implementation bett suited to

their needs.

411
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POTENTIAL PROBLEMS OF CBE IMPLEMEATATION

Many innovations...have been "adapted-but aro
often pot, successfully implemented..:. The
impediMenta of these inn!vations -- in the,'
form of.eguispent, or knewset of manageMent
structures, or the vestiges of "bold, new"- vk

Curricula.-- remains beached,by'the wake .of

ephemeral educational revolutions whIld the
system continues to operate as before. di 1,

.

, The responses of school -to opportunities for
,innovation appear therefore to be complex and
between the adnpy.oh and :the implementai
irinovations reoutinely-disappear\or suff sea,-
changes (Pincus, 1972, v. 117) .

, , . Ps
Some potential abstagles,to CBEo' have

been suggested in earlier sections'of this paper. 'For ex-.

ample, a specific ychnicipe for prdviding\CBE inorma ion

may elicit negative responses, for reasons,not related4Ito:

1

competency based education itself.- Advocaty groups may.

engendeCcounter groups (House, 1974); cost reductions may

seem appea,ling to certain constituents and uncongenial to,

others (Pincus, 1972)f dernOnstration sites and experimental,

classrooms may provide useful.informa;i

-

on,.but may be per4
..

,ceived as o unlikt the hosiescho bools\of visitrs to e. 1,

'taken seriously (Gpoead, 196Ta).' ,

L.

.

0 ..

Rathlr than cause for discouragement, howtver,, iilloe-'
'

.1
.

matiqn regdrding potential implementation prableths may.

be "viewed as advantageaus. That is, such information

04, ,permits the architect of change -to pr epare laCBE inAal-
. ,

cation bldeprift "that reflects a sensIt.liVe -analysis of -
.

1

'i:dP' :..

the tekrain
1

on which 'a specific fmstallinstalls' n Wil.1 take

4
n'-plade. One cannot besuie that the analysis 'w 1 sight

.

ir'-' 6, r' .0
Or .. ,

I 1





A p

all' the pitfalls' in that terrain; however, to the- extent

/ that pitfalls can' be\aaticipated, progress may be facili-

tated.

The potential.problems addressed. in, the remainder, of

.this section'concern proad and basic implementation con- .

siperalSoips related to schools, to CBE, and to change

itself. To pursue the topographical metaPhor,,these pit-

falls are deep.

Schools as Noncompetitive Organizations

As an educationagency becomes mote open by'introducing

change, it also becomes' more vulnerable to elements against

which self-perpetuating systems routinely. protect themselves.

Pincus (1972) proposes that the noncompetitive market struc-

ture of the public schools has a major effect on decisions

regarding innovation adoption, and t the sc s bureau-

cratic and incentive strutctures predictably shape t e trans-

ition from innovatidn adoption to implementation!

Schools have little incentive, he notes, to adopt

innovations that are compelling in a market economy - -those

that contribute to economic efficiency. CarlsOn (1965) con-

curs:

The significance of the relationship with clients ,

is implied in the label of "domesticated orkaniza-.
ion" which.is given to organizations like the
school.... They are not compelled to attenclgto
all of the ordinary and useful needs of. an .4agani-
zation. For example, they, do not compete with
ether organizations for clients; in fact a steady
flow of clients is assured. There is no struggle
for survival for this type of organization --
existence 4s. guaranteed....

9 l 90



The consequende of domesticating organizations;
as f40 as organizational change is concerned,
is to restrict the need for, addUnterest in,
change because of the environment of the domes-

. ticate'd organization in many important relmptcts
iS more stable'than it is in other types of

,

organizations....

Theifefore, it seems reasonable to suggest that
.the domestic4tion of public schools is a hin-
drance to change.... (pp., 6-7) . --,

I

The market economy of schools as defined by Pincus and

by Carlson is not sUpportiveof the type of i:nnovat typi-

cally congenial to competitive organization's. Pincµ also

identifies three factbrs favorable to innovation i

Bureaucratic Safety - When theinnovatiOn is
ceived as favorable with respect to the curre
statps and organization of the bureaucracy
(because in a self-perpetuating non-market system,
these bureaucratic values become socialized apd
tend to dominate other criteria; or in otherltords,
the bureaucratic costs are the real costs of the
system)1

h

- Respow to External Pressure -'When external
preasulks or innovation are perceived as ir;p-
stible; (because school systems cannot be entilely
Unresponsive to external pressures and financial
constraints).

Appr oval of Peer Elites - When key Wigures 14 the
bureaucracy and their colleagues in other educa-
tional bureaucraties can agree about the accepta-i
bility of the innovation (because in the absence
of clearly defined output criteria, consensus
among the elite is often the primary decision-
making criterion p.'120). '

'From Pincus' view; schools would be unlikely to adopt

CBE if they perceived it 4s implying a radical change in the

organiz tion of the schoo system. Such change confronts the

bdreaucratic safety constraint.'

,
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isi

Fear, of external pressures could make school personnel'-

reluctant to collaborate with other groups at the policy

making level. To the degree that CBE seems to ,promote .A

increased involvement of and collaboration with other
A
4

groups regarding school pblicy.and productivity, itAmay

be perceived as contributing to increased extra-system

pressures.

Pincus' discussion of to elite consensus constraint

suggests that prevgiling practice is likely to change only

minimally. Local education Agencies are, he feels, neces-

sarili; unclear regarding educational goals.

[To the extent that] educational research and
develowrknt has failed to enlighten them sub=
stantiAlly about the relationship betweeen
virious'educational,technologies and any
specified instructional ai.m...a rational bur-
eaticratiC elite wi:luld be unlikely to experi-
ment voluntarily with major changes in struc-
ture or method (p. 122).

Demonstrated Effectiveness of CBE:
"The Crowning Disincentive"7-

Bureaucratic structure constrAnts such as those dis-

Ob.

S

cuSsed by 'Pincus suggest that where the possible social and

political consequences o; an innovation loom large, and

where the instructional benefits are uncertain, an innefa.

tion'is likely to meet strong resistance from administration/.

Rouge (1976) considers the Incentives to engage in in-

novation f)om,the teacher's point of view.
A

-The personal costs of trying something- new, are
:greatly underestimated. The teacherNas ac-
quired...teaching skills laboriously over ,a 4

long period of time....' These skillas may not.--
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be supeib, but he knows how to operate with
them -- how to get by. Someone comes along
and says, "Try,this." The new skills make
the old onesobsolete.... Furthermore'- -
the crowning disincentive -- there is seldom
any conclusive -evidence that the innovation
,is really worth much in the classroom.

'Thus the teacher is faced with learning a
new mode of behavior at high costs with no
expectation of tangible reward and with no
assurance that the Innovation will wog any
better than what 'he has been doing. tN&
wonder,teachers regard many new programs with
some cynicism; too many-such programs are not
worth the perttnal imiestment. Few corpora-
tions would invest under similar circumstances
(p. 33,9) .

_Schutz (069) observes the "elegant no significant

difference" of a comprehensive summary report of experi-

bients on instruction cOnducted,over the last 50 years.

The report by J. M. Stephens demonstrates "the remark-

able conttancy of educational results in the face of

widely differing deliberate approaFhes"'(p. 2). In

Stephen's words,

Every so Often we adopt new approaches or
new methodologies and place our"reliarce
on new panaceas. At the very least we
seem to chorUs'new slogans. -Yet the'
_academic growth within the Classroom
contjnues at about the.:same rate,,*stub-
bornly refusing to cooperate' with the

. bright, new dicta emanating from the
conference room (ischUtz, l96§, pp, 361.-362)-i-

\ With little empirical data to demonstrate the effec-
4

tiveness of a given ihnoVaeion, the usage ,is clear and
.., ,

\_ compelling: Why chanlei
, .

. :i.
1, ,

,,_,1

. what data exist to sspport CBE adription? Indeed, what
\

data-can be expected regarding the.pffectivenes of.a
r

4,I rio
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-- 'process that dictates neither outcomes nor interventions,
-

.

but rather is desigmed to facilitate the systetatie'reduc.-

tion of uncertainty.re9ardiN appropriate o utcomes and
vt

means of instruction?

Buff'(19.76) obServes that CBE piovides a framework for
.

"deducing a relevant education form what is to be done"'
.,

(p..5). She'-niotes further, however that .
.z.,,/

no cu program 4us'far'has haea body of infor,-
mation derived from systematic empirical investi-
gationswto use as a basis of the deductions....
(p. 5 -

WoditsCh and his colleagues (1975) concur:
,-.

Despto the ilioUnting tide 'of d ommitment in all
sectors of/competency-based reform, first.-
ge eration performance and competency con-
st utts.remain largely untested. In some

,

instance%, the surrogate for a behaviorally
specilie-a competency his become the affirma-

. tive no .from a panel of faculty, and one
.

questions how vast a divergence from tradi-
tiomAthis really iS. 1Fn Oddition, the
question of which educational* treatment best

' serves the aev'elopTe4 of a -particular com-
petency has barely been phrased ('p..., 5).

Th,
.

' . The, need for fur!therrefiriement and study of proCedures

and. materials employed in competency eased edudation is clear.
; .

Procedures,eorisidered essential to CBE procedures that

shduld f'acilita'te, in part, the development and' formative

evaluation of complete instructional programs4-- Are still

in the formatiye stages, of develoPment themselves.

Some cards retain face'i3own at this surge of the game.

-The,value df CBE in fadilttating more informed dedision

making and .ultimatelyr improved student outcomes in

94
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4

education -- is to -some .degree still a matter of faith;

Nevertheless, some institutions and individuals_ will be

'bold and will bet on CBE now. Their efforts and experi-

ences with competency based education will prOvide one 4

basis for meanirigful assessment of its value. I

Change by Mandate: What Cherie for Success?
. ,

We are concerned about forcing people in any way'
with regard to CBE. Several states now mandate
competency-based criteria,for teacher certifica-.
tion, effectively requiring that all teacher
education in 'those states install'CBTE programs.
There are many who go along willingly. Others
cannot see anything of value in CBTE. For thosewhowould try it and see, no trial is,possible,
at least no real trial with the option to rejqct
'the new system. 'Frankly, we think the mandate
is one of the worst things that -has 4efallen

4 the CBTE movement. ,The movement has,enough
going fdr it .'to succeed without a mandate, so
why stimulate tSe emergence of a4wholearmy

. of organized opponents?

If you want to sell CBE, prove its viability
. with a well managed pilot progrO. Let the
enthusiasm of students, faculty and cooperal,-
ting professionals have its effect on the rest
of the institution and you will probably end.
up with a full-fledged, voludtary CBE operation
(Hall and ,Jones, 1976, pp. 251-252) 1 -

Ae'degree'to which CBE7decree threatens seri'du

implementation efforts is,:conlectural. Mandated p ctices

and materials have an ancient and honorable history

education.

Competency based.education-type programs are now

being considered in the public.schoolS'of at,least,29 statek,
.., _ .

and serious efforts.to implementCBE are apparently

underway (Goor anoLTOmlinsOn, n76). Competency based teacher
.

1.
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education programs, are mandated-in-at least twenty states,....,,
.

.

_land CBTE is reported elite arli_well in many institutions

.

1

within those states.
3

Sensitivity to practitioner need4is not-pr licluded

by mandated practice in education. ,tpiactices'MIV be

."required" while leaving comfortable leg mum for Ownership

and personalization./ Required practices, includiiig compe-

tency based education, may neMsitate little'real change

from existing practices depending oni7the adopting unit

and the emphasis in definition or interpretation of. CBE.
4

Thus, as Woditsch k1976) has suggested, an

organizational system with aspirations to
'spread CBE throughout a state must have a
capacity to detect existing strengths within
schools and Aistricits that comport with CBE
dynamics and priorXties.. These°surely
exist at the level of the individual instruc-
tor who...habitually churns guts with in-
str.uctional outcomes and student skill
development. It also .exists, -often not
neatly labeled, in' the occasional curri-
cular ylanning team. Here and there the
CBE spirit already doMinates an entire
school, and needs little more than sanc-
tion and a Nw'expressive vehicles to
become explicit (personal communication,
1976).

A, problem area rel4ed:to Mandated change and requir,Ing

3 '

Because of the pressures of developing and'refining new
programs while teaching and cbnductingotIiec customary
activities, estimates regarding the robustness'of the
staffs at these institutions-ale.more conservative. The
staff time And energy required to develop, install, and
refine comprehedsive CBTE programs 1As been described.as

Strategies,for maintaining staff commitment
and motivation to continue to expend sa'ch energy are just
beginning to be explored (Hersh, personal communication,
1976).

4
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L.,
sensitive attention dUring-bve all program design is

discussed byPellegrin: (1975) in regard to a differen-

tiated Staffing effort.

41 the abstract, it is possible that .innovation
is best attained through concurrent' attacks ori.
multiple problems., For such an apprOach,to
succeed, however, it would have to be preceded
and accompanied by systematic planning enormously
comprehensive in scope. Furthermore, the
mentation of,radical revisions in education
programs requires impressive financial support,
assistance by many'administrators and speciV.ists,
acceptance by personnel,. etc.

The project planners gravely underestimated the
complexity of the tasks undertaken and overesti-
mated' the resources available for achieving the
objectives they had in mind. It is a curious
fact that some educators belie've that radical
changes in education i§-easily accomplished even
in a short period of time althoug it is univer-
sally-known that even minor changps in the schools
are 'achieved with great difficulty (p. 96) .

Gentry (1972), in reflecting on the ambitious goals

and the actual progress of a oompetencyrbaed effort in

teacher education at the University of Toleilo, adknowl dges
,,

the complexity of the task, In a memo to the College /of

)Education staff engaged in the CBTE effort he sugge

a realistic strategy for coping with the omplexityi,ana

controlling the change. Yt,

In making the decision to systeklatically develop
the instruction for- students 14 our elementary
and secondary program, the fealty of our college
assumed a task of enormous proportion. In-fact,
if we were to stipulate that each of the moduleS
or components of the model were'tomeet minimum
requirements for effestiveness, the task becomes
impossible, given the U.m.1,and.resources available

41to us....

An alternative.:.permits ueto operate the instruc-
tional system almost at once'with a minimum of

"ow
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resources. This...alternative is'also sytema-
tic'in its development of instruction, But it
accepts approximations of the minimum require-
ments of 'the task. That is, each component of
the system must still be d4alt wi he but the

i,

criteria for each component are m t to, varying'
degrees. For example, behavioral objectives .

may contain only ithe performance tatement arid
lack of conditionY..or level state ent. We- may i
dear:only with terminal objectives, 'ignoring.
enabling'objectives°, for the momelt. Assessment'
instruments may have insufficient orotoken items.
The means for accomplishing ourobjectives may,'
intially, be chosen because they-are possible- .

rather than fQ their pedagogical' qualities.'

As one .faculty member pointed out the above
conditiAs are not much different'from those
that exist now. There is one-all-important

*difference, however. Our systematically de-
veloped approximations will be .subject to
continuous systematic r4vision..4

The point is, if, we are /to 'be suCcessful in
developing meaningful, effective.instruction,
and in maintaining an open academic community,
we,must each consider these criti al alterna-
tives carefully. This does not m an that we
wait for perfect solutiqns for ea h problem,
there will obviously be many occa ions for
compromise, but, that we monitor al decisions
in light of their effect upon our tudents and ,\

out professional lives: We have s lected a
strategy for accomplishirhg imports, t goals.
If any part of that strategy is in fficient,
ineffective, or antithetical to tho e goals,
we must have the flexibility-and co trol to
change the strategy as well as'its" roduCts.

SumWdy '
The preceding section covers three potential prob-

lems that may confront any thavbi effort to implement CBE

in education. The first concens the noncompetetive-nature

of schools. As organizations with somewhat captive clien-
o

tele, schools are not compelled to opt for economic effici-

ency, and can therefore afford to be high* resistant to

103
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at/

to centain.innovations.

Thesecond prdbleM concerns the fact that,CBE's

effectivenets'has yet to be demonstrated. Educators may

'thoughtfully weigh the proposed advantages' of tBE-type

, programs against the time and effort they must invest

-in planning, implementing, and continually tfefining such

prograMs on program elements. As more CBE programs 'are

implemented 'and the results made known, educators will

acquire a more sound basis for, making decisions regarding

adoption anpLiMplementation.
I

The third problem concerns the fear tha't-legislatiV
a

Mandates or other equirements regarding CBEmay e

4
opposition to the innovation, rather-than build support.

It is suggested; however, that although CBEas a general
.

practice kay be mandated or strongly encouraged;,schoolt.'

and teachers' should bo.asiitted in personalizing their

programs, desigrting andimplementincycontidlufly adaptive

programs which reflect seWsktiv.i1, to their.pqrticiilar

needs, skills and preferences.

r
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'GENERAL SUMMARY

A.
Definition of CBE

This paper begins-with a general definitionof CBE as

...a process that facilitated with a known degree of
effectiveness the acquisitionof desired outcomes in
learners -- including.the Nobility to perform tasks ,.

related to success in job and ,life roles --.dotu-
ments .the achievement of.these outcomes and linki
graduation requirements to specifit perfor ante
levdls on a particular set of outcomes (Sch ock,
1976).

The definition details three categories of cfiaract*istics:

defining, enabling, and unique characteiistics.

Installation"Strategiesi

Strategies presented in thip.'paper are intended as

suggeotionS for 'consideration by schools^and districts

t' tending to implement CBE. It is expected users will exercise
4 II

iiagination and flexibility in, considering and adopting 'or

adapting these strategies..
,

CBE installation may' be,viewed as a'contiAuum which

begins with U.S4r orientation, proceeds through intitial -

adoption and adaption, and culminates with.the integrittiOn of

(

CBE into the existing school structure.' The point at which

installation is complete may be cOnceptualized )as institution-,

e

alization.
. of

. .. .
. .

In the followin13 paragraphs, some. considerations Of
x'

.

._,

importance in facilitating a smooth transition to CBE are

briefly summarized.

10 /.
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,
'

Generating Support ''', - . 4 ' ' .
4

V ' ., I

nor

4

It is impotant-that members pfp#n%Agency 'supOrt CBE
,.

and the CBE implementation probe's: The extent tcHShich ehey
. _

----,../

do sb mayidepend partially on whether the'change is impose0.-

externally or' initiated internally. 1- eternal;
1 4

changes -- those perceived as most ada ble to'useAl

needs --.. generally stand aetter chance,pf acceptance and

I

"-support. Users need some assurance that they have a voice

.in,whether and to what extent An iknlittion is adopted 'and
.

in subsequent adaption activities 't'
so

Orientation , .

4

It is critic.411that potential users -be.providdd a

thbrough orientation to. CBE. Information on CBE can, be-

provided in several ways,- including workshops, printed mat-
, o

erials, one.-toone cheultation sessions, and classroom

..' observations. Through orientation, -u ers-not only gain

intormationabout CBE, but, may also become involved in. the

CBE adoption de cistonmaking process. 8upport.for CBE ,tends
(4

to increase in proportion bo usersI/UnderstInding of and

knvolveMent ih the CBE change process. 4',

Evidence of Support

, 4
Administrative support.appears very important. Admin-r

-)

isteators may express ofAn appidival of the innbvaion,

initiate actual implememtationactiliities and.encourage

participation by. others. Peer approval tends to enhance

0.
10b
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the credib-ility, of a, proposed change because of the,rapport

and,trust_common within peer groups. External authority

,,approval mayarso facilitate CBE implementatiOn; many users

value the opagions of recognized expertS. in the field.

tStaff Involvement in Planning
. .

,In order to be part, of the planning prbcess, sta

require a Clear understanding Of.the innovation.. Al1,

motion provided should be prdcise,'addresing specific

.0ogram characteristics. Community tembers
,

and educatoft

on many levels'will.need information on CBE; 'therefore, -

the different informationAl needs off'a wide. range of audi-

ences will require careful" consideratiori:

Planning also invnves evaluation gf program effective-
,

O

ness. Such evaluatioridepends,,in part on the ga,thering and
-I-

-%

processing of reliatt4e data regarding past and present stun'
iv

dent performance. :Anecdotal data and.participantYeactions

ate, also important, in assessing program effectiveness.
7

Training

.. . -,

Ap
,

-or
.

. . , ...7,

.40..To complement initial orientation efforts, training .

, !"may'be provided to heap'users develop the necessary knowl-
p . ii

, N.
.

e40- and skills to'-design, implement .and maintain a CBE 4.

Y. training
.,

programt. Such training may be provided at the university_

level', as well as th.rough'ongOing staff-,development in' the

distri. implementing CfE. , .

*

r.
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Obseevation of Exte?Aal Programs

Thee are several advantagAct in vgivingrpotential users

. an
.

portundty, to, observe an- operational CBE program in

. an external setting. For ekamp e, the experienc provide

far more iqformation regarding CBE procedures and implications

than, could readi,ly be communicated through other Means. -In
t

addition, external sites may serve as experimental environments

which foster.the development of generalizable implementation

procedures.

Simulations

To sui2klement'other training, users may be exposed to

simulations of CBE-felevant procedures. Participants learn

through instructional acti ities in a {experimental setting,

and have an opportunity o discuss concerns with colleagues.

Short -Term or S -Scale Tr outs

Small -sc tryouts are often effective becausethey

enable users to build confidence in CBE before feeling com-

)mittpd .to full-scale implementAtion. A chance to'try out it

particulucomponents of CBE on an experimental basis allows

usersito.become acquainted with the concept in a relatively

risk-free eentext.

Using Strategies
,

Personalization.is the key to effective use, of any imple-

mentation stragegy. Users must weigh the relative value and

appropriateness of any strategy, adopting what seems suited to



y.

a school's or diitnict's needs, and modifying or creiting,

new strategies as needs dictite.

Resource Utilization
4

In implementing CBE, itAs especially important that

resources be used effectively. Following are some suggested

techniques fjor helping to ensure efficient resource utiliz-
,

ation.

Appointing a Social Organizer

The social'orlienizer may best be thought of as a

. program manager: one responsible for implementing a major
-

. 4
change. Such an ,individual should be selected with utmost

1
.

care, sin

)(
e the position demands:indepth understanding of

14

CBE, an ability to conceptualize an operational CBE program

within a specific context, tkiiii in locating and organizing

resources, and ability to-motivate and unify personnel. In

some cases, it 111aq be advisable to enlist the specialized
.

skills of someone outside the organization to fill this

role.
46.

Forming an Advocacy Group

An advocacy group, which often rallies spontaneously
,

in suport of an innovation, serves several important func-

tions. Frequently its members provide much of the work

energy which keeps an innovation-flourishing. Advocacy

4roup members can also do much to enlist public support and

obtain resources. In addition, the existence of an advocacy



group help minimize internal opposition to an innovation

by providing open suppoit'and serving'as a source of reliable

information regarding the innovation.

Using Support Services

Mapy types of suport services facilitate CBE implementa-
,

tion. ST y indaule training, maintenance of resource centers,

effective and possibly innovative program support staff, and

establishment of some._ means of personal, communication to

facilitate and maintain understanding of the innovation as

implementation progresses.

Incentives

It is widely recogniz d that the .reward structures

operating within school ststems are sometimes quitesrestric-

tive. At the/same time, acquiring the necessary knowledge
.

and skills to implement CBE often demandt that teachers. and

administratbrs make great personal sacrifices in terms of

time and energy. Schooksysteds may consider offering

certain incentives to encourage expenditure of inae and

energy:

yinin an advocady group may provide both extrin-

sic. and intrinsic rewardi to same users,--Subh membership

may increase the chance.to obtain needed'resources, provide

a sense of accomplishment it 'the,innoVation .1 successful,

,/' and may frequently generate peer approval.. Training offers

participants a chance to interact withpeecs and to enhance

their knowledge of.CBt; release time fdr,participa

112
105

I



N-6

-opportunity to learn more About CBE can be a very strong,

iricentivet depending on what value users place upon they

can make a training option even more'attractive. The

innovation.

Feedback=

Appropriate use of feedback from students, teachers,

administratoKs,, community' representatives and others can

improve implementatian and management processes and help

increase overall prograM effectiveness. In addition,

feedback may help pinpoint areas of confusion and highlight

needs for addi/tional'information. 'Feedback may be gathered

onvirtuaily any CBE-relevant topic. It is impOrtant that,

an effeCtive system be developed for obtaining, processfhgc

and disseminating frdback information. Data processing

methods should promote objectivity in analyzing progTAM

effectiveness; and methods for obtaining and disseminating

feedback data should be sensitive to audience needs.

Scope of Trogralkmplementation
r

Potential users need t consider and to determine the

°k,,rate at yhich CBE should be mplemented within their district

rip

or school, the extent to which any existing. program will be

affected, and the number of schooli, classes, And pupils

that will be involved. These factors together help deter':
A :

Mine the scope of CBE implementation.

113
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lem ntation Considerati ns fo
era , State an 1Local.Agencies

agencies at federa", state and local level's can do'

much to suport various CBS' impemetatation efforts.

.

Federal Agencies,

c

Federal agencies can generate support through lederilly
.

funded .training and progr.ab imRlementat'ion, 'support of

new legislation, and sponsorship .of analysesof the ,exieting,

, knowledge regareing cpE,afolllowed by systematic research
0,

,and development efforts. In addition,, federal agencies

can help ensure availability of CB,E7Zela'ied resources

ate
`stateAnd local lev6.16.°

State Agencies

.1

..'
k.,-..L,

I. 4iMPlementalion of CBE.benefits-from tHe!suppost-of
. 1 .

..

. ,
...- ." .

r the state board of'education, the goVernor, the state

0...-, , arid' legislatur, local and intermediate school diptricts

the gerietal,p6blic. "tach of these constituencies needs
. .

. .,

.current
i

relevant in'fermation on-CBE. %
1,

.

#

[
. State agenciet'can furnish -infbimatron, 'provide

,
..., , -. .

traiAitag.T1 provide human and 'material resources. They
.. /

-1 g .

can develop tIBE models fer consideration by local districts,

offer technical assistance in'plantting and implementing

I

4

a

a CBE prOgram, and'also furnish financial assistance

'especiallyduring'the early stages of 'impleme

4

1.

1.14

t ion) -

4
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cistriats
.,

1"ocal districts can ,support the i Antation effort'
,

V through a long-range,* commitment. .Znipadditioni it-is help-
. .1__...:

ful if the superintendent's office.ebd the sOhool,k0..
...

.. ..'

becothe fully'.active.in All phasei of iplahning. -The trans -.
&

- i

itiOn to CAE can alsol:be.,aidlby dj.stri.cts!'fict4tating
Alt

,

access' to ava4;lablp resouices.,and initiating,eid suppar:,t1,ng,
$, -' .

', - . ,,a personalized. covungniql.elon system:

scL, .: . Potentfal'Problems of. CBE.ImPleMentation'
...o

, . .:

,,. .

Many Ifitoblems,can a0.,sejn,4:e course pf.CB'implqmeft-'
- -

Cation. For eaipler advOtacy,: groups pv'e ngender,,0un-ter'

I I

. , . e 44 . s 4'groUps. DeMOnstration siteS arty experiineOtai.modele mp4 4,

.i, ; ,'.

see toounpke obieryer_s4oWn sChatol.:stti410 to be ,)

ded'as,.useful sclurceS Of gerieraliikble infortation. '.
°

,* * 4t

"-- . - 4 '

I.
,MahlpiOblips which arise,:ereAelated 411,soine waytO-.

-, : -..

ti

r-`
one of he..4;11oWing'factrs; F-iept,t:schools,arbasicajay

omPetitive'Organizations-.,. "Because tpeii'd4entele is-.

assure& economic afiieienCY may
,

not,..be ah1.4h I:riar.Lti; .

. v -.
, .

Therefo're, schools aan:affo?d:tObe highly pasiitapt tip
.., ,

, -
an innoval o,'-iegatdleAs4fhow.atteactively it may

.

'

presented,.
,

i j /-
Spcond, the potential of CBE has yet to be fully

. -
,demonstrated. -As more schools ipplement CBE, greates ,..,.. ,

\

amounts of feTtiback data will, becoi available. Although
. ,A

'',1 Z' ..

it i. possibly unrelpstieto expect.thatluation af
. ...,

'

ft., ..... .

change in eduCation.will yield unequivocal :evidence.of

7
108,
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prograieffects, oAcates-based datt*collectiom in CBE

prograbs,will provide us4s with-increased information

for making sound decisions regarding CBE adop

implementation..

Third, there is some concern that if CBE is introduced

'to districti externally;-- as through legislative mandate,

itather tiian\in ernally, ,thtoUgh voluntaryadoption 4414.

design, users may oppose it withOut due consideration of its

potential benefits. It,is suggested, hone:ler, that even

when CBE is mandated as a general concept., districts should

be encouraged to retain and.exercise control concerning

the nature, degree,'and sequencing of implementation. This

will provide .users a sense of.choice regarding the implemen-

tation process and will help ensure program responsiveness.

to partietlar needs Of anadoPting unit. Long after initial

impleRentatioR, a CBE program should be, treated as'flexible,

with the expectation that-itiWill, be CoDtinuously mddified

based on ch'anging needs; expectations, ,and

40. H

(

r
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Decision Areas

40Z

I. Planning for II. amplementing

A. Outcomes

Desired

Occur

Studeat

Faculty

Why are we not getting what Does it look as if we are
we want? going to get the outcomes

What are the desired out- we want?
comes? What unexpected outcomes

are we.getting?,'
Inslktution

B. Resources
Materials

Facilities

Skills

C Strategies

instructional

Installation

What resources do we want?
What resources do we need?

Which instsuctional strat-
egy do we want to use?

Haw Should we implement?
Battadoptipn strategy?

ghat traininT)

Exactly what resources are

.41eNded? .

Will our resources support
CBE on a regular basis?

Are, the instructional
-strategies working?
What changes msutte made

insthe strategies?
Is further faculty

ing needed?
Will everyone be able to

do his part?

III. Maintaining

That outcome's are we regular-
ly getting? /

What unexpected outcomesare.
we getting?

That new needed outcomes
have been identified?

.

What resources are now freed
up?

What unexpected resources are
being consumed? ,

How effective are the

instructional strategies?
Haw effeFtive were the

implementing. strategies?

D. Costs (Personnel and
Resources)

.Dol,ars

Time,

Resources

One time

Haw much is it costing to

plan?,
Etwiruchwill:it cost to

implement? ' *

Once implemented, what will
maintenanoe'cost be?

Haw long will materials Last?

How much staff time to
implement? 4

What

What, do

costs

it costing to
inpl"malt?

the maintenance
now look like?

`127
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Hai/ much is

maintain?
How nuch did' it cost to plan

for and implement this

innovation?
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SPECIFIC EVALTJATICV OF LEARNING. PACIaGE

Use the following list of criteria tq evaluate the consistency' and

organizatioh of theeliearning package that yod*hai/e. just developed.

Major and Component Ideas (Concept and' Sub- concepts)

1. Are the concept and sub-concepts stated simply and completely?

2. Are the concept and sub - concepts written at the language level
of the proposed learner?

3. Are the sub-concepts logical ea relaVant segment, of the concept?

4. Are the sub-concepts manageable within a single learnin4 package?

Learning Objectives
4

1.1eAxe the learning objectives stated simply and ccmpletely?

2. Are the learning objectives written at the language level of the
proposed learner?

Are actions described-that can reasonably be expected to result
only if the desired conceptualizations have occurred?

4. Are intended outcomes described specifically enough so that
evaluation is possible, bqt not so specifically as to result
in segmented, non-functional behaviors?

5. Are the conditions specified under which evaAipaiiedlcccur?

6. Are the qualitative and/or quantitative expectations clearly stated
or implied?

'

Learning Materials and Activities

1. Will the learping materials and activities held the student realize
the performances specified in the learning objectives?

2. Do the learning materials and activities prov0e;direct perceptual
experiences with the properties of objects, processes, and/or'
consequences? If not, do they elicit vivid recall of prior
experiences with those properties?

3. Do the materials and activities employed operate through sense
channels that match the properties about which the student is
learning?-

4
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4. Do the materials and activities employed :operate through verbal
channels when necessary and effective?

5. Do student r required by the materials and activities
utilize the lloWing two processes, ether separately or in
combination: (a) verbal or pictorial responses, 'and (b) overt '
parr-verbal executions?

°6. Have materials and activities been provided for the student who
learns best by visual mans? by oral-aural means?,by physical
means?

7. Has a variety of materials and activities been provided each
of several specific performance levels?

Is there sufficient range of difficulty the, materials and
activities listed?

Eltra.luation
If

1. Da 'the test items call for behaviors identical to the action test
inthe' learning objectives?

2. Does pre-testing diagnose what should be learned in 'the learning
package (in othem,wamds, which objectives have already been net and
which have not) ?

3. Doesself-testing help the studentdecide whether he needs" to re-
dycle'hineelf for additional learning the
post -test?

4. Does the difference in responte between pre- and py9t-teating
provide a measure of learning growth?

5. Doeself-testing help student sethis own specifications for
achieving the, learning objectives?

4

6. Does self-testing take the students focus off the teacher and
place it on the learning task?

7. Do testing procedures focus an achievement rather than on failure?

48. Do test results help', tie student determine his next steps in
learning?

9. Does testing provide feedback for continued curriculum develapment?

4

Organizations

1. Are yOur learning packages organized according to a format?, Can themodi-
fiCation or omission or any of the elements in your format be justified?

4.
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Will students
A
be able to understand what they see acid read? In other

words, will they know what they are expected to do in an individualized
program that incorporates your learning packagei?
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I.

Student Module Feedback Form

.
.

.

.

. Instructions: In the items be1w, fill in the blank; circleiryei" or\

"no": or place an r on the ccntinuum in the apprcyriate blank.

.e.

1.

1

"1\4.1. How nisch time did you spend cn the module? hours. .

40
2. Haw relevant was the topic of the module to you? (Indicate

this by placing an "X" in the appropriate blank.)

Irrelevant Relevant
Sompwhat

3. To what extent do you feel the pre- and posttests actually
tested the material presented in theModule?. .

Not at all
% : COmpletelY

Sarewha. r---
4. How helpful was the information presented in, the:podule

toward acquiring the odupetencies &scribed by objectives?
4

: Very, helpfulConfusing :

No .

5. How useful we the "objectives" in learning what the,mOdule
was trying to teach?

Detrtnantal- ,: : Useful
. No Help

6. How appealing wasthe,overall structural arrangement?

Distracting . . . Appealing ,/
. No effect

7. How.helpfl were the pictorial ioLustraticris?
.

: FacilitationConfusing
,

No help 4

Please *fy =fusing or unhelpiul illustrations and point outIdere-
additional ones are needed.

8. What is the overall levp1 of vocabuliry in-this module?

,

Too technicalToo general : : :.

Just right
.

-..-,.

9. What amount of information was provided in this m9dule?

littie.

. Just right

.4
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10. In doing this nodule, how did you feel you were treated?

As a robot : Humanly

11. How much worthwhile information do you believe you learned
fran)having had this nodular experi.ence?

None t

A great deal
Some

12. How enjoyable did you find this approach to instruction?

Distasteful

7.a. ferent
yery enjoyable

13. If'you had your choice, what percent of your future instruction
in this course would you like to have based on a similar module
format?

0% 20% -40% 60% 80% 100%

14. Did you have the backgrouncl the module seemed'to Yes No
require?

151 Were you able to skip any sections of the nodule Yes No
due to the results of the pretest?
If yes, did you do it?

16. Did the objectives describe the most important Yes No
things you could do after experiencing dis
nodule?

17. Does the nodule really teach the objective it Yes No /4purports to?

18. Were there activity instructions or explanations Yes No
. that were unclear or,visleading so that you were
unable to prposed and required help?

19. Were there any statements that were inaccurate Yes No
or inconsistent with respect toymirprevtom
knoWledge?

20. In the "discussion of responses," were yiRu Yes) No
satisfied with the answers given?

21. Were additional materials needed'that were not ,Yes No
provided?

Except for the pretesting, did the nodule provide Yes No
for you as an individual?

1
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'Introduction

This appendi a,bo-dimensional matrix designed to assist 'y

the reader in piwo ific strategy issues relatirgto CBE imple-

:miantaion. Along one dimension o the matrix the defining;enabling(and

unique characteristics-of (BE are lis Alchg the other dimensiorg the

major CBE impferentation considerations are specified within three 4,

categories: generating' support,. resources Alization, and scope of .

implementation. At each interteAion of the matri-fcc examplit.Mans

for Eyaluaticn of Outcomes vs. Orientation-to Program7-7Ainumber of,gues-,;
)

tithe may be raised relating to implementation stnategpes4These,guestions

mill typically vary in nature and scope /for state. district andlocal

agencies. Even among agencies at the same level. guestions wilfdiffer.
. . g .

reflecting the uniaue inolementation needs and conderns of each agency.

To illustFate the sorts of strategy i that mi.,. arise 'atothe
4 _

state and district levels. samcie auestions'areioosecl for one intersetien

of the matrix: Continuous Adantatien of Programs vs. Rite of IMO

t- \ition. The reader is asked to keep,in mind that these %ppole guestions

-

,are intended only as an illustration., 'Anv,aiven agendy is expected to j

have different or auestiOt;s.
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CHARACTERISTICS CF

ccmparary BASED EDuaariai

A set of pUb/icly declared rules

and procedures for assuring the
continuous adaptation and improve-.
ment of ongoing education]programs
through the use of --.

Fbrmative and summative program
Vevaluation data on'program costs.

41b

Formative and summative program
evaluation data on the appropri-
ateness of outcomes desired.

QUESTIONS THAT MAY BE ASKED BY
snuE DEPAREMENT OF EDUCATION (S E)
PERSONNEL REEAvb To-Inc RATE OF

IMPLEMENTATICN

How soon should districts be able
demonstrate decision making

based cost.and utility inforna-
tidn?

Can the state demnstrate alter-
native cost - feedback decision

milking models appropriate for

Can the SEE provide technical
support (computer technology)
to districts with similar (or
different) program characteris-
tics?

Can the'SEE.proNide the techni-
cal assistance necessary to
design cost analysis systems?

Can the SEE provide districts
with resouree collections of
outcome statemerts?

.

What types of technical assis-
tance do districts need to deter-
mine the appropriateness of
outcomes?

.-116 What materials and products do
districts need for initial'imple-
mentation of decislokkneking
p4 cegfts related to program
improvenent?

should the rate of implemen-
tation be adiustedbased on
available-teldux)logy, technical
assistance, and naterials and
products?
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o:Student performance data

Staff performance data, includ-
ing data on the effectiveness
of staff development programs.

at

How should the rate of implemen-
tation be adjusted based on
districts' capability to assimi-
late the changes?

Can implementation be facilitat-
ed by prior: development.'
activities: e.g., goal bank,
goal retrieval systems, training
Materials? pilot test sites?

at studentperfoimance infor-
mation systems exist? f

-t

Hbw soon can alternative
approaches be piloted?

How soon can needed systems be
developed?

What technical assistance will
be required by districts?

How 'soon can the resulting in
formation be effectively used
in program improvement decisions?

* Howmwill the rate of implementa-
tion affect other elements of

At what rate can practitioners
develop the requireeevaluation
alTeLoorting skills?

Who should be involved in deci-
sions about tate of implementa-
tion?

4

At what rate can districts be
o

expected to initiate procedures
that reflect needed changes?

To what degree do district adMdmr
istrators perceive-this.ilement
as an improVenv..nt?

r...

4

sato what degree is the requited
change complex and difficult to
understand?

4 TO what degree is the change
divisible and implementabld in
separate parts?

,72 134
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MP'

I

)

'1') what degree can the required

changes be communicated and
demonstrated?

Db existing state laWs impinge
on this element?

TOIwhat dolgree can/should state.
organizations be in-

lved with decisions rela
to rate?

Howare schoo .districts to be
involved in Z.ons ,boUt
rate of impl tation?

Is legislative action desirable
gipo provide external pressure?t/

/
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caimpcinisrics OF
COMPETENC BASED EICCATICW

.A set of publicly declared rules
and procedures for assuring the
continuous adaptation and i
meet of ongoing educational
grams through the use of --

Formative and summativeLpregram
evaluation data on program
costs

.4'

Formative and summatiVe program
evaluation data on the appro-
priateness of outcomes 'desired.

QVESTICNS THAT MAY BE ASKED BY
SCHOCE; DISTRICT PERSCtINEL RELATED
TO IHE RATE O IMPLEIMENTATICN

-IP

. To what, degree does rate of im-
plementation affect costs?

At what rate can CBE activities
replace traditional expense

. items?

Whit te9hnology is available to
assess aost,Ofectiveness?

Does the district hav9,the
skills to assess cost effective-
ness?

How frequently .are prograns

=dined based on cost effec-
tiveness feedback?

Is it possible to implement
program with built-in cost
,monitoring systems?

How soon is cost effective in-
formation needed for informed
decision making?

Should cost-effeCtive analysis
be piloted in one or more sites
prior to inplanentation district
wide?

How frequently should outcomes
be modified?

6, Is it possible to select ak-
comes with documented evidence
of appropriateness?

In what sequence should outcomes
beidvaluated fqi utility?

Wbat.portion of the program ,,,

should be assessed for utility?

*
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,
Student performance data.

Staff performance data, iwlud-
ing data on the effectivenesd
of staff development programs.

6,

Tb what degree can schools pro-
vide student performance data?

What support is available from
other' agencies?

Does the district have the-ex-
pertise to develop or implement
the necessary support systems?

How-lofig will it.take for teach-
ers to develop new skille?

Tb what degree will teachers.
and administrators perceive the
colleCtion of student perfor-
mance data as threatening their
current steels'?

Who shoad.be involved in making
decisions about rate of imple-
mentation?

Tb what degree do staff members
perceive the collection of
staff performance data as an
improvement?

To what degree is thelequired
change complex and difficult
to understand?

To what degree is the change
divisible and implementable
separate parts?

To what degree. can the required
change be communicated and
demonstrated?

How are staff involved in deci-
sions about rate of implementa-
tion?

ii rat implications does this have
for negotiated agreements?

To what degree are staff develop,.
sent programs replicable and
.demonstrated -bo change staff
performance?.

T6 what degree will the collec-
tion of staff performance data
be peroeivedpo threaten the

current statue of administrators
and teachers? ;


