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Executive Report of

‘The Dean's Grant Projects:

A Descriptive Analysis ahd‘Eva]uation

Introduction
Dean's Grant Projects (DGPs) were started in 1975 under the leader-

ship of Dr. Edwin W. Martin, then head of the Bureau of Education for the
Handicapped,* to encourage teacher-education programs to prepare all their
graduates to work under the new conditions established by Public Law 94-
142. , The grants, intended to support faculty development and curriculum
change in pre-service teacher-education programs, -have been relatively
small (the average is just above $40,000 annually); they are not enough
to underwrite all the operations of- teacher education, but they are a
significant resource for dean§”3? education when used in carefully tar-

. geted ways. -

In 1979-80, the year in which most data reported here were gathered,
112 DGPs were operating in 42 states, the District.of Columbia, and 2
territories. From 1975-1980 a total of 205 DGPs were funded. These in-
stitutions prepare about 38 per cent of the new teachers of the nation.
For’ the 1980-81 year, 141 DGPs, including 51 totally new projects, are
in operation in 45 states. The DGPs are linked through a National Support = =
Systems Project (NSSP) , which is directed by Prof. Maynard C. Reynolds, at
the University of Minnesota. The NSSP conducts regional and state meetings,
offers assistance to individual projects, links DGP work to other national
activities, and publishes materials that help DGPs to carry ouf, their plans
and to disseminate project products. Eight regions, each headed part time
by a dean (or former dean) of education, are included in the NSSP structure.

&

What Goés On In DGPs?

Two things always_happen in_DGPs: : .

e Faculty development: through literature, conferences, retreats,
seminars. Emphasis tends to be on faculty awareness and know-
ledge during the first and second years of DGP operations; later

_ emphasis shifts to definite performances, attitudes and needed
S~ collaborative relationships. : :

|

*n.. Martin now serves as Assistant Secretary for Special Educatidn and
Rehabilitation Services of the Department of Education. Dr. Thomas Behrens
has been the staff officer in charge of Dean's Grant Projects for their

entire history.
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@ Curriculum development: usually includes new courses and/or new
elements in existing courses; quite often it involves important
and even total revisions of entire programs. Curriculum changes
tend to follow a continuum of attending, first, to identifying
needs, then to planning and, finally, to implementing the changes.

Procedures that seem to work well include the following:

B .- ¢ Use of DGP resources in small amounts to support many faculty \}
) ‘activities rather than to support a small project staff. ]

e Strong leadership by the dean.
° Systematic involvement of all faculty members.

e Use of parents, handicapped persons, and "outside" educators as
advisers. . - L

o Use of highly reputable, "regular" faculty members as leaders.

Procedures_that do not work well include the following:

o "Ownership" of the project held in the special education'depaft- '
ment. ' . : :

e Just "adding on a course" from the épecial education department.

What are the indirect or "spin-off" results of DGPs?

e Better understanding and cooperation by sbecial and regular
-education faculty members. 4

e More systematic approaches to major curriculum innovations.

e More cooperation with state departments of education and state-
affiliates of the American Association of Colleges for Teacher
Education. '

e More directed use of sabbética] leaves for facu]ty members.

What can be éxpected of DGPs in their first 3-year cycle?

° Sign%ficant prdéress ianaculty awareness. : {
e Significant ﬁr&grés; in p]anninglcurricu]um revisions. I
e Adoption and pilot testing of new curricula. |
] Beginning impa;ts'upon students (by secdhd or third‘year). : J

\‘l ] ’ l' . L < . ';“ ‘ 6 : . %
: oo A ;
ot Provided by ERIC . - . L i 1




What_can be expected of DGPs in theirvsecond 3-year cycles (years 4-6)?

e Full execution of plans that were developed in the first cycle.
o Full evaluation, revision, and refinement of programs.

e Extension of the project activities to all parts of teacher
education. oo

o Documentation and dissemination of project results.

Should DGPs be funded beyond 2 cyc]eé ( 6 years)?

o The general answer of advisers to the DGP program is, "No".

e "But" with occasional exceptions in the case of truly ekemp]ary
projects that have planned long-range evaluative studies, including

follow-up of graduates.

T

what are the reactions of students and community educators to DGPs?

o Positive, even excited, about developments.
e Much inquiry: "What's happening?”

® Quality is demandeq, "If it's just 'more of the same', forget itl"

- What progress has been made?

A survey of all projects (111 of 112 projects responding) in Spring 1980
showed the following results for projects in years 4 and 5: °

Per cent having made
significant or
complete changes

Curriculum changes ' 72 .
Faculty knowledge re Public Law 94-142 o - 87
Student knowledge re Public Lawv94¥]42 | 88
Broad program changes accomplished 58
Practicums revised o | 42

After 3-4 years of operation, DGPs are demonstréting nearly a 90 per cent
level of accomplishment in fapulty and student "awareness and knowledge", and

i




" for deep and lasting change. What's the result? A coordinated study in the

iv

about 70 per cent‘in curriculum changé; More than hajf the DGPs have made
broad, programmatic changes in response to Public Law 94-142. Less than
half (42%? have accomplished goals in revising practicums, but that may be

‘expected -in view of the DGP emphasis on faculty awareness and curriculum
.change. Progress has been much better in some areas, notably, elementary

education,” than in others.

/ N

The Dean's Role

The grants put deans of education in a critical role, that of advocate
of curricular reform, Dr. Edwin W. Martin's original program announcement
(July 25, 1974) was direct in asking the dean's assistance "as a change
agent". Many federal grants to colleges. and universities have been described
as "marginal and autonomous" or only "loosely coupled", quickly dissolving
when funding ceases; the Dean's Grants are different. They are lodged with
persons in the central position for planning, persuading, and negotiating:

i

field by University of Oregon researchers shows the following:

e Deans are more involved in the project, much more than could have
been expected. They are not just present; they are direct persuaders
and mediators. Day-by-day management is usually left with a project,
coordinator, but the dean functions as the major figure. _

e Deans have immediately linked the grant aétivities to larger goals of
the education unit and college, a primary consideration in the in-
stitutionalization of any change.

e Deans also have linked the graht to state-wide activities in teacher
education, certification, and accreditation.

In sum, the assuﬁptiodﬁ made in giving these grants to deans of education have
been fulfilled. : .

The Curriculum L
. ' \

The curricular changes undertaken as part of DGP actiyities have varied
greatly but attempts have been made to define the common body of practice °
required of teachers under Public Law 94-142. The result 1s the definition
of 10 clusters of capability; it-is now quite widely agreed that teachers
should be given preparation in these capabilities. In a survey of DGPs on
whether these areas of work were emphasized by their projects, the following
percentages were reported: » ,

/
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- Percentages of DGPs
“Clusters of : ' “working in area and/or

Capability" « ‘ wanting help

Curriculum - a broad orientation to
curriculum and how to modify it for
~ - individuals : 76.8
Teaching basic skills - all teachers
- " need preparation to teach the literacy
skills plus basic ‘1ife maintenance and
personal development skills

‘Consultation - using consultation in
studying individual children and designing
alternative educational programs

Parent-school relationships = understanding
Families and skill in communicating with
parents, with emphasis on minority group
families : . i

Class management - skill in maintaining
attention, order, and "favorable climate"
in the classroom

‘Individualized teaching - including diagnostic
~ procedures -an “systematic approaches to
jndividualized instruction '

Exceptional conditions - basic knowledge of
exceptional conditions and classroom procedures
for accommodation; includes orientation to
collaborative work‘w?th specialists

Referral and observation - procedures and
obligations for using specialized resources

Student-studént relationships. - helping
nonhandicapped children to understand and
accept handicapped classmates

Legal_requirements and professional values -
training in due process requirements,
orientation to related ethical issues
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‘The Future

The topics presented below have emerged in recent discussions among
DGP leaders and advisers who were considering the future of DGPs. Only
topics that call for new activities or emphases are listed. :

e More attention should be given to changing the preparation of
educational administrators, also to that of counselors and
school psychologists. : .

¢ DGPs should press for more progress at the secondary teaching level
and in the special subject fields (e.g., vocational education, music,
art, etc.). o S '

® Colleges should build into teacher-education programs the capacity fo
create understanding and skill in dealing with families, especially
minority group famjlies. '

. @ Handicapped persons, parents of handicapped children, and representa-
tives of minority groups should be used regularly as advisers in DGP
activities at all levels. .

e Efforts/are needed at national and staté levels to estab]isﬁ certi-
ficatioh and accreditation standards in teaching that relate to
Public Law 94-142. '

e DGPs should be extended to give attention:to graduétefprograms in
which the “next generation" of teacher educators is being prepared.

@ Special studies should be made of consortium arrangéments among
colleges and of other procedures by which results of DGPs can be
extended to all teacher-preparation centers.

Conclusion

DGPs have been a success in the first five years of the program. Strong
models for teacher education now exist that take into account the policies
of Public Law 94-142; the curricular implications of the new policies have
been explored and a new literature is being developed; and cooperative link-
ages have been established among institutions and professional organizations
to help to disseminate new insights and products. In sum » the DGPs and the
institutions in which they operate represent a significant and growing re- .

" source for the further work to be done in implementing Public Law 94-142.

Indeed, the Dean's Grant Projects-may very well have helped to open important

new perspectives on and enlist a new source of energies for teacher education

in general. With the Dean's Grant Projects, what at first may have seemed
to be marginal has, in fact, become a central force for change.

s \ . |

,\ .
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Chapter 1 ‘ n

‘Introduction

S e

—

It is to the credit of the Bureau of Education for the Handicapped and
Dr. Edwin ﬂartin, Deputy Commissioner df the Office of Educa;ion,l that the
program of grants to deans of colleges and schools of edﬁcatioﬁ'was in the
planning stage even before The Education for All Handicappéd Children Act of
1975 (effective October 1977) was enacted as Pubiic Law 94-14é. 'The Dean's
Grant Program was authorizéd to provide support for'this law by encouraging
teaEher?educQtion programs to prepare their graduates to work uﬁder its new
mandaﬁgd"conditions; thus the purpose of the Dean';‘Grant Prpgfam was stated
as folléws: .
...to reform training seqdénces and curricula to include compe-
itencies for respon&ing to the individual challenges of children,
including the handicapped, who requireAadditional attention.
The seeds of Public Law 94?14é vere ih the many adjudications, starting

with Brown v. Board of Education in 1954, which defined the rights of handi-

capped children and youth to appropriate and life-enhancing education deliv-

 ered according to individualized programs in the same settings, to the -

. A \ '
maximum extent feasible and productive, with\their nonhandicapped peers.
These new policies held important \implications for the preparation*and prac-
tice of regular classroom teachers. They could expect to be increasingly

involved in conducting diagnostic studies of handicapped students,- developing

1When the Department of Education was organized in 1980, the Office of Special
Education succeeded BEH and Dr. Martin, who had headed BEH,becamé Assistant
Secretary for Special Education and Rehabilitation Services. Dr. Thomas ‘
Behrens of BEH and OSE has been the staff officer in charge of the Dean's
Grant Projecés for their entire history. *

12
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Vchallenges for school administrators (e.g., principals) and specialists (e.g.,

—2— V R ! . Ir'

and writing Individualized Education Plans (IEPs) for them,’ consulting with
colleagues and parents about such plans, providing individualized instruction

for the/students, and monitoring their progress. The policies also carried

-

:school psychologists, speech-language psychologists, and counselors)

At the time Public Law 94-142 became effective, few classroom teachers, . s

—

- administrators, or specialists had the knowledge and skills to facilitate the

§ . . .
transition to the new roles and classroom practices demanded of them. A

massive inservice"program was written into the law but the reorganization of

rpre-service teacher-education programs was made a province of the Dean's.

.1

Grant Program. : o C

4 . , -
~

Remarkably quickly after the first, grants were awarded in 1975 and the-
iirst Dean s Grant Projects (DGPs) began to operate, it became apparent that
the purpose of the grants could not be carried out merely by adding a course
‘or two or expanding a practicum. Analyzing the feedback received from the
projects during their first two years of operation, Dr._Behrens reported :

Most of the feedback that BEH received during the first two

years was enthusiastic. However, each project reported that to .

bring about the needed change--to'reconceptualize the teacher-"

™ B
™ ’ a

preparation curriculum as one in which the learning needs ‘of

handicapped children are an integral part--is a much more diffi-

-

cult and far-reaching undertaking than originally was conceived....
When a Dean's Grant\ProJect has gotten off the ground, the dean,

faculty, and studeiits realige\that the project can bring about a

‘ long>overdue change in our Fotal educational\gystem.f Thus the

>




large one--institutional change. (Behrens & Grosenick, pp. 3-4)2 \
The two basic'problems faced by the projects, ac¢ording to Behrens'and'.‘

" Grosenick, were changing the attitudes of teacher educators toward handicapped
childen and- the laws relating to the education of these children (Public Law
94-142 and Sections 503 and 504 of the Vocational Rehabilitation Act ¢é 1973),
and preparing faculty members to reconceptualize and revise their teacher-
tnaining curricula.

p ) Any review of the Dean's Grant Projects is inadequate if it does not take

’finto consideration the climate at the tiue they were initiated. Federal courts -

in different parts of the contry were still adjudicating disputes'oyer the

elimination of segregated education for minority group students; parents of
] ] ’
individual minority children were suing school systems to teturn their children

from special education classes to regular classrooms; middle-class white ‘

- parents were. pressuring school districts to expand the number of special edu-
cation facilities for their handicapped children, culturally biased testing
in*the schools was under attack; the movement of the baby boom generation ’
into colleges and universities emptied elementary and secondary schools and
delimited employment opportunities for graduates of teacher-education programs;
and the question of how large is the genetic companent of IQ was still being e

:féi;Lh ’fhotly debated. When th7 first conference of DGP personnel was held in Minnea-
polis, Minnesota, in July 1975, one of the main presenters considered it

necessary to play the/role of devil's advocate for mainstreaming. 3

T. Behrens & J. K. Grosenick. Dean's Grant Projects. Supporting innovations
— in teacher education programs. In J. K. Grosenick & M. C. Reynolds (Eds.),

~ Teacher education: Renegotiating roles for mainstreaming.” Reston, VA: The

Council for Exceptional Children, 1978, 1-6.

3M. Scriven. Some issues in the logic and ethics of mainstreaming. In M. c.

Reynolds (M.), Hainstreaming Origins and implications. Reston,»VA: The

wll Toxt Provided by ERIC

| EKC Council for Exceptional Children, 1976, 59-65. 14
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'In 1975, the organization of echools and colleges of ‘education still
followed the traditional separation of regular‘and special education; concep- N
ruall&, phyeically; and psychologically.‘ Many faculty members in regular |
education programs considered themselves to be academic scholars and, thus,
they minimized any ties to public .school education. In some institutions, the
windfall of federal fdnds to develop special education programs further ‘ ; .‘g
separated the two faculties. fbus, when DGPs were~organiaed in colleges and o %
schools of education, many regular education faculry members rended ro"dismiseA
rhem as another speciai education'polirical plum. Whatever profile of DGPs

/
/
may be drawn by rhe objective data of a review, no one can deny the rem vkable

Pt
//

performance of most DGPs in opening and communicarions,between the two faculries,

: nurruring their cooperarion,aand serring in morion the machinery which is

leading to rhe insrirurional and programmaric reorganization of institutions
rnar:train,reachers., | \
From the beginning of the Dean's Granr Program, the individual projects
hare been linked in a national network and six informal regional groupings N
which are supported by the Narional Support Systems Project (NSSP); NSSP is
"located at the Universiry of Minnesota and ig"direcred oy Professor Maynard
_C. Reynolds. Each‘regdonal grouping ieaheaded by a regional liaison (see

bTable 1 for the distribution of projects by regions and the related liaisons).."

Most of the data reported in subsequent chapters of this report were gathered *
from the 112 projects operating in 1979-80.

//

Support activities for the DGPs have included numerous conferences at’
reglonal and national levels, the disseminarionzof information through dif-
ferent kinds of publications, technical assistance to indiVidoal projecrs,

inrerproject'visirs, and other informal and formal procedures to provide

information, motivation, and assistance. The NSSP, it should be noted,
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T&ble 1-1

The Regional Liaisons*:

Southeast

CORDELL WYN, LIAISON
Alsbama & & & bﬁiversity
Auburn University
University of Scuch Alabama
-Atinnta University
Georgisa Southern College
Yorth Ceorgia College
Barber-Scotia College
North Carolina Central University
wostern Carolira University
Univeraity of North Carolina
Furman Uaiversity
Rampton Institute
Norfolk State College:
01d Dominion University
Virginia Commonwealth University
virginia Union University
Bethany College
West Virginia University

Northeast -

DEAN CORRIGAN, LIAISON
University of Connecticyt
Universizy—of Maryland

Siz=:zns College .

westiield Stzte Collega
Glassboro State College

Kezn Collese

Rutgers College

Bank Strect College of Education
Fordham University

Hunter Co.lege
Natl. Alliance of Black Schl.. Educa:oro

tniversity of Vermont ///
Anericen University
‘Univ. of the District of Columbia

Hovazd Universicy
University of Puerto Rico/Maim Collouo

Collegs of the Virgin Islands

Middie

BOB G. WOODS, LIATSOM - [
Arkansas State University -
University of Arkansas/Fayettesville
University of Arkznsas/PineBluff
University of Iowa

Kansas State University

University of Xansas

College of Saint Teresz

Central Missouri State University
Southwest Missouri State University
St, Louis University

University of Missouri/Columbia

- University of Missouri/St. Louis
University of Nebraska/Lincoln
University of Nebraska/Omaha
University of North Dakota
Oklahoma State University
Augustana College

Central

PERCY BAlES, LIAISO
Bradisy Universit
Illincis State University
. Northesn Illinois University
Rouscvelt Unjversity
Southera Illincis University
Univarsity of Illinois
Purdue University
Eastern Keatucky Univeraity
- Murrav State University
Laiversity of Kentucky
Cenzral Michigan University
Univcrsicy of Michizan
Colleze of St, Rose
+  SUNY/College at Brockport
SUNY/College at Potsdam
Syracuse University
Clavelard State Universfty
. University of Akron
Duquesne University
University of Pittsburgh .
Untversity of Wisconsin~Oehkoeh
University of Winconsin-ihitegltor -

‘ *Beginning in
the group.
\
Henrietta Schwartz, Dean of Education, Roosevelt Uni

liaisons were: ‘ /
! : i

Percz Bates: Assistant Dean of'Educatioﬁ, University

as of August 1980 to Office of Special Educati n)..
Dean of Education (1979-80), University of Maryland. Currently[

Dean Corrigan:

L ‘
‘Rﬁfional Groupings of Dean 8 Grant Projects and _

South
BIRT_ SHARP, LIAISON

‘Univernity of Florida

University of West Florida
University of New Orlears
Jackson State University
University of Mississipni
University of Southern Mississippi
Memphis State Universicy
Peabody College for Teachexrs of
Vanderbilt University
Tennessec State University
The University of lemossce
North Texas State University
Southern Methodist University
Texas A & ¥ University
Texas Southern University
Téxas Tech'Univernity
Texas Woman's University
University of Houston
University of Texas/El Paso

FarVWest - .

ROBERT GILBERTS, LIAISON
Arizona Staie-University

California State Uhiveriityllorthrid;o

Pacific Oaks College
San Diego State University
"San Francisco State University
Sonoma State University
Colerado State University
University of Colorado
University of Denver
University of Northern Colorado
University of Hawaii
Idaho State University
University of Idaho
Eastern Montana College
Oregon College of Education
ﬁortlaqd State University
University of Oregon
‘Utah State University
Eastern Wsshington University

]
f

/

of Michigan (on leave,

Dean of Education, Texas A & M University, Lo‘lege Station.

Robert Gilberts:

Bert Sharp:
Bob G. Woods:

Cordell Wynn:

e 16

e

| e

)

" . i

s

Dean of Educatien, University of Oregon.
‘Proféssor (and formerly Dean), Uhivérsity of Florida. .
Dean of Education, University of Missouri-Columbia.
Dean of Education, Alabama A & M University. '

1980 two ‘additional regions were created and two new liaisons joined

They are Dale Scannell, Dean of Educatign. Unit¥ersity of Kansas, and
resity, Chicago.' Continuin

/
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operates with a minimal permanent staff; by depending upon professional —
colleagues whose primary identifications are with other institutions and roles,

NSSP,tries to maintdin a very high degree of objectivity in its relations with

. DGPs.

_~ In addition to the 112 DGPs operating in 1979-80, 42 other projects were

in operation for one year or more between 1975-79. Thns,_teacher education‘
in a total of 154 institutions ofihigher education has been influenced by
DGPs. The>graduates of these institutions during the fiveéyear period'represent
approximately 332 of all teacher edncation graduates in the United States during

the same period (see Table“2)~"

The Reports

This report, 'is not the result of long planning. It grew out of urgent
Wadministrative concerns expressed to the NSSP in the Spring of - 1980 ‘The need
is obvious for reports that illuminate major prqgrams such as the Dean's Grant
Projects, which are‘supported by government agenciea; butnsometimes there is
uncertainty over who should prepare such reports and for what purposes. The
agency:responsible for technical'assistance, in this~case NSSP, often ia :
in-a good position to provide descriptive information but is reluctant
to make evaluations and public reports because they border on a monitoring
rather than‘assistance function. Federal agency etaff, on the other hand, are
often handicapped by lack of aupport»funda'for frequent field.viaits and‘those
othervactivities that are necessary to optimal monitoring procedures. Evalua:\\_

tions condncteq by outside agencieg:jon the other hand, too often fail to iden-

. tify the real issues of the;prdjects.

e
B DR
/




Tatle 1-2 o . - I

Teachers Graduated from Teacher Education Programs in
Institutions of Higher Educatiqn,‘1973-7é,*mby
Total and by Institutions Awarded DGPs

, Percentage
No. Graduating from Graduating from
No. Graduating Institutions having -Ingtitutions
- in Total Nation v DGPs __having DGPs
NI - .
Elementary Teachers 103,303 Y 33,087 . - 32.03
- . / R . .
Secondary Teachers . 12,736 5,768 45.29
\Vocational Teachers 10,873 k 4,579 42.11
Totals 126,912 L 48,013 ) 37.83

Sources: Postsecondagy Education: Earned D;gxees Conferred 1973-7% Institutional Data.
‘ Washington, DC:. National Center for Education Statistics, 1976.

(1973-74 is the most recent year information is available by individual institution.)

15 e
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In‘the several months of negotiation and planning for this study many

\
N

persons and perspectives have joined to create what we hope is a useful report
and‘the first of what, now, is expected to be a r~ontinuing series of annual
repbrts The outline and p1ans for the study and report were first explored
with the NSSP Advisory Board. 4 A detailed plan was-then discussed with Dr.

Behrens and other members of his staff and given final review by the Advisory o

-Board " A number of descriptive and evaluative materials, somevalready in -

preparation as the result of various initiatives, were then pulled together.

They include a series of interviews with project personnel conducted by Dean

Corrigan; a special study of the behavior of deans of education as partici-
pants in DGPs, which wgs being conducted by several staff members at the Univer-
s ‘ _

¢

sity of Oregon (Carol Sivage, Diane Reinhard, and Richard Arends); the data

. / .
from the doctoral dissertation of Margaret Gazvoda of American University
(withk external advice by Maynard Reynolds, David Rhoads, and Robert Gilberts);
a continuing field-based search for what we've learned" by Joanne Whitmore;'

and a special study being conducted in the Central region of NSSP under . the

leadership of Percy Bates and Henrietta Schwartz. In addition, the contribu— -

tions of DGP personnel were solicited through group interviews‘and mailed

questionnaires. Few of the data presented'in this report can be aSsigned,statis-

tical significance bEcause‘of\their nature. _Inyturh, the kinds of data which °
can be presented are ‘determined by the kinds of activities in which:DGPS”are
engaged (e.gd,vchanging attitu es, enc:uraging‘cooperation, reorganiaing cur-
ricula). | o

" Some ear1ier'reporté also should be considered in forming the total

picture of DGPs. Notable among these is\the book edited by Judith Grosenick

4Comprising all regional liaisons plus Mrs. Martha. Ziegler, Director of the

Federation for Children with Special Needs, Boston, Mass., . and Dr. Dean Tuttle,

Professor, School of Special Education and Rehabilitation, University of

1.(

o

Northefn Colorado, Greeley, Colorado.
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and ReynoldéS and the whole of the Journal of Teacher Education (1978, 29[6]),
which deals with Dean's Grant Projecrs and related issues. Professor Bert
Sharp, the regional liaison for the South, provided rhe leadership tb realize

the journal publication; In 1979, a popular brochure, Deans' Grants, was pre-

pared by NSSP® afid the staffs of individual projects published scores of

. articles and sets of training mgtérials between 1975-1980.7

1

Purposes

In the ehhuing’chaPCers of this repbrr, its purpose is documented as
follows:
1. To'déscribe'what goes on in Dean's Grant‘Projects.
2. To identify the main elements of success in the projects.
A 3. To identify tentatively what seems to be the c;uses of
guccesses and failures of projects.
4. To-ékamine the assﬁmprion:that there is special merit in
léaéiﬁg these grants rith;ggggg of eduration.b
5. To present the maiﬁ curfiﬁﬁlﬁm ﬂgvelopments that are
emerging in the DGPs. |
6. 'To estimate the .general progrebsybf DGPs in meering'their
ébjectives; ”

7. To discuss some of the implications of DGPs for the future.

f

J. Grosenick & M. C. Reynolds (Eds.). Teacher education: Renegorigriggﬁroles

for mainstreaming. Reston, VA: The éoupcilbfor/EXéeptional‘Children, 1978, 410 pp.

6Copies of the brochure and allist of about 20 ofher publications-on DGPs can be
obtained by writing to NSSP.
7See the 1980 Directory (in preparation) of DGPs to be published by the NSSP;

it lists reports and available materials of all projects.

<U
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‘. something-like a consensual statement on what DGPs are and how they are faring

~10-

' \This report is not a tightlv designed research study but, rather, is an
account of the processes and. progress of DGPs which has been prepared for the‘
community concerned with_these‘projects.' The planning process involved many -
people. 1In its final form] the report reflects differences in perspectives

on and values relating to Deans' Grants. Although the effort was made to be

as obJective as possible, admittedly one overarching idea was to structure .

Only when there is some reasonable degree of c0ncurrence among federal officers,
local project personnel, teachers, parents, and other concerned persons is 1t

likely that”the projects will thrive and impact strongly on educational prac- .

" tices.

In reading the evaluation part of this report, it is important to consider
carefullyrwhat the domain of the DGPs'is and what the appropriate critéria for
evaluation should be." Changes in teacher preparation are directed ultimately

toward improving the: lives of school children and youth through better teaching

and learning. But, clearly, it,is not feasibIe for every local project to be

evaluated against such remote criteria.l The more remote the relation of the
change to'ultimate objectives, the more the problem becomes one of basic re-
search rather than project evéluation.

7 In the case of Dean's Grant Projects, one can posit a long sequence of
relations, and criteria for evaluation can be chosen at any point For exam- \
ple, consider the schema (Table 3) that' shows. nine stages of linkage between
DGPs and their ultimate clients. vaiously, it is a very difficult undertaking,

one for which no effective method exists to demonstrate that progress. at level

1 results in gains at level 9. On the other hand, it is reasonable to suppose‘

‘chat‘even_in the case of a relatively'small DGP one should be able to assess

1

the status of Faculty Deve10pment (level 1) and how it relates to level 2

(Curriculum Planning) and level 3 (Adoption of Curricular Changes).

-

24




Table 1-3

Linkages Between DGPs and Their Ultimate Clients

b

" The lives of children taught under the new conditions show

* superior long-term achievements and enhancements.

3.

'2.

1,

Children taught by reachere receiving the new curriculum learn
effectively - "gain" data refer to children

. Students demonstrate knowledge and skill in rhe-complex
_independent teaching situation of the public schools.

Students develop skills in teaching handicapped children in
limited settings (practice tcaching)

. »Students (teacher candidates) learn about handicapped children

and new modes of ‘instruction for rhem
Implementation of new curriculum
Adoption of Curricular Cnangee'

22

Curriculum Development

Al

Faculty Development

S
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| In Table 3, the box formed bv the broken lines contains the first three
levels of activity which are the only levels supported by DGPs; it is at these
nlevels that evaluative criteria should be examined It is not reasonable, for
example, to expect "hard data" from DGPs on the learning of college students,
to say~nothing of child-oriented data; DGPs are addressed only to faculty
development and curricuium change. It isvreasonable, of - course, to expect
the conceptualizations offered and the actual .changes undertaken at levels
1 ~1; 2, and 3 to be consistent with the knowledge base currently available to
teacher educators. ;

The audience for this report shou1d be 1arge and diveﬁﬁe.‘ If any one

group of readers is critical it is the leadership and staff members of the

Office of Special Education (OSE) nho make the decisions on the suphort or

rejection of individual projects andlon the Dean's Grant Program as a whole.

They present the case for the Dean's 5rant Program to administrative and legis-

&

lative leaders for ongoing and future supports, and they need ali of‘the in-
formation whieh can be provided.v'éonsidered‘as part 6% the OSE staff are all
"personnel who serve DGPs in one way or another and/[he advisers to OSE, such

as the field readers of DGP applications, given the research-oriented con~-
cepts of federally financed projects that oé:;y/govern the decisions of these
badvisers, it'is essentisl that they and. prop gal readers attend to the descrip-
tions in. this report of what goes on in prdjects and what distinguishes suc-

cessful from unsuccessful projects. They will gain a better ‘basis for their

decisions from this report.

University and college personnel now conducting projects also should
find this report useful, especially those who are just beginning projects or

launching activities on their/own without special federal funding. The report

R3

A
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is intended to assist them in planning their work and accelerating their

progress in implementing the new policies on education for handicapped children

and youth.

Eurther, the report may be useful to-school_peréonneI‘(teachers, princi-
pals, and others) and parents as a demonstration of how institutions of hiéher )
- education are responding to the impact'of Public Law 94-142 on elementary and
aecondary public schools and thereby encourage joint planning among schools,
parents, and,institutions of nigher education. Ail educatdrs and parents are
members of one community. VDGPs represent a serious commitment to thepquality
of education for a11 children at the local 1eve1 by the institutions offering
teacher-echation programs' it is important tha® all members of the educational
conmunity understand this commitment.

The body of this report is organized as-followsz Chapter 2 provides an
overview of project demographics and outcomes, based mainly.on the Sfﬁdy by
:Hargaret Gazvoda of projects operatinghin the 1979-80_academic year. Cnapter
3 reports on some of the kinds of activities which are included in DGPs and
offers summary judgments on the prdjects by personnelywho were conducting
"mature“ projects, that i?, those operating in their fourth or £ifth year. -
The data for Chapter 3 weie collected mainiy in Spring, 1980. Chapter 4, by
. Joanne Whitmore, reportg/informal observations which were collected during
Wmanyﬁproject vigitsca?é_regional conferences on "what nas been learned in
Dean's Grant Projectéh and what may account forvsuccess and failure. Chapter
5 is a report of a study conducted in the Central Region of NSSP by Percy
Bates and Henrietta Schwartz. Chapter 6 is the report of a special study by

Carol Sivage, ﬁiane Reinhard, and Richard Arends on the roie‘of deans of

education in’DGPs. ' Chapter 7 reports the findings of a questionnaire survey

24 ' | ]
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conducted by Gazvoda on an emerging conceptualization. of the curricular
implications.df Public Law 94-142 for teacher education. Finally, Chapter

A

8 draws on a broadly based study of the future of the Dean's Grant Projects

and the issues that they raise.




Chapter 2

ProjectVDémographies and Outcomes
Marjorie W. Gazvoda

American”Uhiversity

The information presented in this chapter has been abstracted, in the

main, from the survey of 1979-80 projects conducted by M. W. Gazvgla as part

" of her dissertation research. Of the current 112vDGP§, 111 p cipated in

>

tﬁe survey. Inasmuch as not all project personnel answered pll estions,
the population Ns on some items show considerable variation. Gaquda's data
are nearly complete and, thefefore, they provide an important dimension in
this review. ” ‘

The DGPs surveyed in 1980 were variously in their first through fifth
&edr of operation with almost half in their firét year (Table 2-1). Specif-
ically, 53 projects, 47.7% of the total, were in their first year of operation
in 1979-80.

Tﬁoae DGPs that were in the fourth and fifth yeérs of &Seratlcn would
have gone through two major reviews, prior to 1980, because project fund§
usually are awarded for 3Fyeaf cycles. Thus, projects entefiné the fourth year
would have submitted major appiicationS»for renewal and demonstrated sufficient
progress to warrant thevawards'of new grants for second 3-year cycles. Table
2-1 shows 26ﬁsuch."mathre" projects.

About 70% 6f the projects employ a Project Coordinator (usually part
time) who augments the dean's leadership. The seniority of persons filling
this role tends to be lqw (see Table 2-2). Project coordinators hold rela-

. \

tively junior rank, a fact considered less than optimal by many observers.

-]5~
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. Table 2-1

-
Year of DGP's Operation in 1980 .

" Year ‘ ‘ Frequency ' Percentage:
1 o 53 47.7
2 - | a1 183
3 : | 12 ' 11.0
i = 3 o 2.8
5 23 _20.2

| ' 112 o 100.0

Table 2-2

Faculty Rank of Dean's Grant Project Coordinators, 1980

L

o -

Rank : - Frequency Percentage
Full Professor'v | ' 14 o '17.7‘
Aséociate Professor o 16 : 20.3
Assistant Professor } 26 <“ l 32.9
Reseafch Aésociate | : 2 2.5
ReSearch'Aséistant - 1 S 1.3
Instructﬁr : » 10 12.7
Other | | 10 12,7

4 100.1
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The gpecializations of project coordinators are given in Table 2-3.
Somewhat over half the coordinators are special® educators which, again, is a
doubtful choice:in many instances fron thE\ziefPoint of encouraging a broad
sense of project ownership among faculty members . ' ' | ”~.

Tables 2-4, 2-5, and 2-6 tabulate the data on the types of institutions a
that are hosts for DGPs and their locations and student enrollments. On .the
whole, they are public’institutions, weighted somewhat' toward orban locations,
and widely diverse in'size. The median‘institution has an enrollment of 10,000«
20,000 students. The campuses probably are representative of teacher-prepara--
tion institutions'of higher education for the nation as‘a'whole on these
variables.

The“target areas for faculty deveiopment and curriculum modification vary
somewhat amongithe projects but elementary education’heads the list with
secondary education in second place. It is usual for the first target of a
project to be elementary folloned by secondary education. Table 2-7 summarizes
the DGP curriculum target areas for 1979-80. |

Responses indicate that 78 DGPs have a general Advisory Committee made
up of persons from both in and outside the institution. Project personnel
"noted that such committees serve a significant role in establishing the DGP's :
importance and making it a community activity. Various liaisons have been
estahlished with public agenciesvthrough the participation'of reﬁresentativesl

of difféfent bodies on the committee. A key. comment frequently volunteered

was that it is "important to meet regularly»and»to have specific functiong."

.




_Table 2-3

.

Major Field of Dean?snGrant Project Coordinators, 1980

Fleld . Frequency Percentage
- Eiemgntary Education , 5 _ 6.3
- | _ Secondary Edﬁcation 3 v | , 3.7
o épecial Education 43 53.7
Administfation ) 3 S 3.7
Supervision _ ;A. : 1'A : 1.2

" Counseling . ‘ 6 A 7.5 ~

Human Development : 2 - . 2.5

Other - 17 . 21.2

- 80 l 99.8

| Table 2—4

-

Type of Institutions in which OGPs are Located, 1980

. | ‘. o Frequency
Public : , - 89
Private Sectarian’ . - 10 /

Private Nonsectarian . 12




Table 2-5

Locations of Host Institutions for DGPs, 1980

- Percentagé
Urban . \ 58.2
 Suburban - 20.3
Rural _20.3
98.8
s N

K4

Table 2-6 /

Total Student Enrollment

in Host Institutions for DGPs, 1980

X

N\

-

A

i

Category ‘ Frequency Petcént
‘ -

" “Less than 1;006' 6 5.6
1,000 to 5,000 19 'i}.a'
5,000 to 10,000 27 z@.z
10,000 to 20,000 27 45.2
20,000 to 30,000 - - 19 " A7.8
- Over 30,000 9 ;4;§ﬂg

: 107 ioo.o




Table 2-7
Certification Aregs/Target Population, 1930
Percent*

Elementary Education ‘ 95

Secondar& Education 92

‘Special Education : , - 54.8
| ‘ Administration - ‘ | 42

Supervision . ‘ | - 23 : -

‘Counseliﬁg : o ' 26. o

Other ' | 25 |

™

Because projects often focus on more than one area, the percentages

do not add up to 100.




Project Outcomes

When project representatives were asked to summarize the goals for and

outcomes of their projects on several brief rating scales, the highest average

rank was given to 'General Awareness of P.L. 94~ 142 " followed by "Attitudinal

Change of Faculty" and "Curricular Revisions " (Table 2-8). The raoking of

these expected outcomes undoubtedly is related to the  length of time projects

have operated. Becaqae many projects were very new in 1980, it is understandable

ess and attitudinal

that their attention was then focused on general awaren

topics.

Respondents were given a list of 18 project outcomes and were asked to

“check those on which they had made ' progress to ‘the point of observed outcomes."

Listed first, with positive outcomes

The results are summarized in Table 2-9.

in 91 of 109 projects reporting, was Faculty Awarenegs of the Least Restrictive

Alternative concept. Many colleges (N = 69) reported the development of a

materials resource center and a project advisory committee (N = 52). Other

high-frequency responses were Developed Field-Based Experiences, 46), Established

Continuing Project Staff (43), Team Teaching - Regular and Special Education

40), Redesigned Undergraduate Elementary Education (38) and Redesigned. Under-

. graduateﬂSecondary‘Education (34)l

Respondents were asked to rate the achievement of their projects on

'several basic and common goals in DGPs. For each goal they were asked to rank

its importance and rate it according to the following scalei

1 - not applicable

2 - not met at all
3 - met slightly, but not ‘in full : ]
4 - addressed extensively, but not to completion . )

(%]
]

completed .

 J




" Table 2-8

Ranking of DGP Expected Outcomes

Expected Outcomes Ranking ’ Mean

N
_1_General awareness of P.L. 94-142 2.3 106
2 Attitudinal change of faculty 2.5 107
_3 Curricular revisions | 2.6 105
_4 _ Attitudinal change of students 3.4 103
t _5 _ Programmatic chaﬁges ’ 3.8 100
_6 Organizational changes . 5.1 98




£
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o \\\ © Table 2-9
Project Lé@els Achieved to the Stage of Observed Outcomes
N = 109
) Frequency of Projects
Faculty Awareness/yRE ’ o _ 91v
Developed Materials Resource Center h 69
Advisory Committee Establiéhed 52
Developed FieldeBased Experience . o 46
Established Continuing Project Staff 43 - -
Team Teaching—Regular and Special ﬁdncation 40. :
vRedesigned Undergraduate Elementary Education 38
New Codfne-Special Ed:catibn- . o T34
Redesigned Undérgraduate Secondary Education , 34
New Qnggge‘Regular Education 33
| Restructured Existing Course Sequence : 30
Credit Course/Special Education .29
New Interdisciplinary Course . 16
Restructured Department o : 16
New Course-Other ' ‘ 15 .
independent Study Course 13
Team Teaching-Other S N 13
Restructured College ) 11

Other _ 25

23~
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The results are shown in Table22410. First-rank importance was'given to
curriculum changes, followed by faculty and students' knowledge of Public Law .
94-142. On ratings of progress, knowledge by faculty of Public Law 94-142
was rated highest of all, followed‘By student knowledge. Curriculum changes
were described on the average as somewhere between “met‘sligh‘tly'l and "addressed
extensively.“ \ - o -

Clearly, progress has Been better in elementary education than in any:
other field. Those fields rated at the lowest levels were often at level one,
"not applicable,” which is to say that‘the‘DGPAsimply had not yet addressed |

this area (see Table 2-11). The modal (most frequent) response in the voca-

- tional-technical teaching area is 'not applicablei" In contrast, the modal

“esponse in elementary education is “addressed“--level 4,

It is perhaps of more interest to contrast project achievements according .
to the length of operation. In Table 2-12, data are summarized showing the
achievements of the projects by funding year (l-S)f The'older'projects clearly |
show more achievement than do the beginning projects. In the projects operat;-"_

h _ . -

ing 4-5 yeats, advanced development is shown even more clearly if one lists

the percentages of them rated at level 4 and 5 on major project goals (see

. Table 2~13).

In 87% of the;cases‘of senior projects {in 4th or 5th year of operation),
the job of faculty orientation is reported as addressed extensively or com-
plete, in 722 of the cases, curriculum changes have been accomplished "In
contrast only 51% of the first-year projects have made significant curriculum

changes.




Table 2-10
Rankings of Importance and Ratings of Achievement

on Common Goals of DGPs

g : Rank : Acq}ev%Pen% Raz}ng%

;

7

1 Curriculum changes in teacher/education (3.4)
which provide all teachers with a basis
for working with handicapped /students

|
E "2 Knowledge of PL 94-142 for-faculty o - (3.9)

L ]

3 Knowledge of PL 94-142 for students (3.5)

4 \Program changes for eduéational personnel )
Elementary / : (3.4)
Secondary v : » (3.2)
Vocational Technical/ (2.2)

School Administrator ‘ . (2.1

* Counselors - 5 : \\ (2.6)

. /. .
5 Development and use of clinical experi- . (2.9)

‘ ences and practicums relating to handi-
. capped students

*1=not applicable; .2=not met at all; 3=met slightly, but not in full;
3 ‘ ! : .

8

' A-addreséed;extehaively, but not to completion; S-completed

A




f“ _— o Table 2-11

/ PIFrcentages ‘of Ratings of Program Achievements in Teacher Education
Curriculum Areas at Five Levels
) (2) 3) (4) (5)
Not Not Met
Applicable Met Slightly Addressed Completed

Elementary 5.3 9,2 , 35.5 42.1 7.9
Secondary , . 5.6 14.1 - 43.7 3.0 5.6
Voc-Tech ' 42.6 13.0 25.9 14.8 j g’ 3.7
Administrators | 19.4 17.7 45.2 11.3 6.5
. Personnel Workers  34.5 14.5 32,7 14.5 3.6
Counselors 18.2 20,0 45.5  10.9 5.5

Other | |

— -




Table 2-12

Ratings of Achievement in 111 DGPs Sub-classified for Number of Years of Operation

Ratings
" ] 1 2 3 4 5
" o Loy
B » 32 g
() o (=) 0 &
o g ‘ = S g -
s 80 - 2
Goale s g9 §3 3k 8
2 o Z < 2 < 9 o
Curriculum changes in teacher education which A OO
provide all teachers with a basis for working 3.1 3.6 3.8
with handicapped students : \\
. Faculty knowledge re PL 94-142 A b O
o : 6 3.7 4.3

b .
N

Student knowledge re PL 94-142

W
[
w
(]

RN

Program changes for educational personnel

N
®
-
&
W
S

Developmentiand use of clinical experiences
and practicum relating to handicapped students

D—
LN

[
®
w
w
=
&

4\ - First year projects
0O - Second and third year projects »
O - Fourth and fifth year projects ‘ |

35




Table.2-13

Percentage of Projects Rated at

Levels 4 or 5 on Major Goal Achievements*®

Percentages rating 4 or 5

Curriculum changes

Facﬁlty knowlédge re P.L. 94-142
Student knowledge re P.L. 94-142
Pfogra- changes accomplished

Practicum revised and used

* ’ :
4 = "addressed extensively but not yet complete"

5 = "completed”

lst year  2nd & 3rd 4th & 5th
projects yr. projects’ yr. projects

51 69 72

69 73 87

50 57 88

31 57 58

31 f 31 42

-4
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Chapter 3

What Happens in a Dean's Grant Project

The information pfesented in this chapter was colle:ted mainly from three
sources: (a) a survey of representatives of relatively "mature" projects who
\ phrticipated in a special session at the (May) 1980 national meeting of Dean's

Grant Projects (DGP) personnel; (b) a review of evaluation reports from a sub-

set of individual DGPs, and (c) the Gazvoda study. 8 A questionnaire was used
in the May meeting; it was in the form of a slightly elaborated topical outline
in which each topic was sketched only enough to indicete the kinds of informa-

: |
tion that were -sought. The DGP representatives responded to the outlined

topics with short accounts of their projects’ experiences. The responses were
suﬁmarized by the NS3P staff and the eummary information is presented here by’
topic. |

When the data discussed are from the Gazvoda study and the review of

individual project evaluations, they are so identified. The largest part of

this chapter was derived from the survey of “"mature" projects.

. -
How has your teacher-preparation pggggg: changed as a result of the Dean's
{ .

Grant? - //

Two things almost always happen in response to a Dean's Grant Project:
(a) the teacher-education faculty becomes more aware of Public Law 94-142 and
the related changes taking place in the schools; and (b) efforts are mounted

to change the curriculum in teacher-preparation programs. Each activity

!

8Marjérie W. Gazvoda's dissertation research, cited in Chapter 2.

-29-
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usually takes more than one form, even within an institution; the diversity

'pf approacheé across‘institutions-is very great. /
Facélty awareness activities often have 'included feédings, }ectufég,
séminaré, éxchange visits wiéh other colleges, attendance ét special con-
ferences, time off for special st;dies, and retreats arrénged‘by almost every
conceivable means. A-particﬁlarly promising activity fo; buildiné awarehesé
) haé been to involve faculty membersqin school situations,rfor example, in
-""shadowing" handicapped students dﬁ:ihg a day in;school. A number of projects
have qséd.ﬂall's Conqefhs-Basea Adoption Model (CEAM)9 to asseés fagglty
cogcerns and awareness in order to plan and evaluate awareness-building activi-
_ties. - Tﬁe Hall formulation stresses that awareness.is not a one-time, one-
level phenomenon but, rather; a personal and éomplex developmental process.
On the curriculum side the following kinds of activities are common:
® Develépment,of a course oh exceptionalities among stddeﬁts
whicﬁ is reﬁuired of all teacher-educatién students.
Sometimes ﬁ;re than one course is required. 'For example,.

: 4
sets of two or three new courses have been created for

- -

~— ] :
) addition to thé;feacher-preparation core.

.NExisting courses are examined and then revised to include

components relating to handieappedrstudents.~-Very'often3 L
. . |
this process follows a faculty study of needed competencies. « e

9

G. E. Hall. The Concerns—-Based Adoption Model: A dgvelmeental conceptuali-

zation of the adoption process wifhin educational institutions. University

s

of Texas, Research and Deveiopment Center for Teacher Education, 1974.

S T SR
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Semetiﬁea existing courses are ehanged by edding or C .
aubatituring specifipfmoduleé which have been optained
or developed in selected arees. 7 A .
° Total teacher-preparation programs are re-e¢xamined and
revised to add or improve coordination acyoss foundations j ) ]
courses, professional studies, and practicum . Usually, |
this kind of broad approach develops only afﬁer preliminary

activities of lesser scope. The "firsc steps' are taken

most often in the elementary education program and then re-

visions arelundertaken in secondary education'and special
teaching fields.
° Arcention is given to the development and use of practicum
stat;ons‘in>schools that exemplify as fully as;poesible the
kinds ofksicnationsoand ch;llenge; whichucan be antiEipeted
under Public Law 94-142.
Other changes prompted by the Deans' qrants, but occurring unevenly, are
the following: : _ | ;
¢ Establishnent of a course(s) or other'requirements for

graduate programs. o
‘ . ' 4

ettt o gpeeific changes are made “in the programs for administrators,. - T

* ' counselors, or other specialists. ‘ : .

o Establishment Qf‘new structures and procedures to bring
o

special educarion and other academic units into conrinuing,
N \ : :
cooperative relationships.
e Extension of programs beyond the traditional four-year . | Ty

baccalaureate 1evels.
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‘Hou has‘your DGP_changed over tne years?

This'queation centers on the life history of the DGP. )It asks: ln what
» uayu was it necessary to»do different things tnan'were first anticipated and
what other major alterations ofvyour-plans took place?

In general, nearl§ all projects found themselves following a pattern of
movement from emphagis on faculty awareness and development to curricular
development to, finally, implementation, evaluation, and monitoring. Many‘

~ c . . .
terms are used to describe this pattern of change, for example, “from planning
to implementation,“ "from attitudes to action," “from training faculty to

" and "from theory to practice."

creative use of faculti,
| Other frequently noted specific changes in DGPs as they moved through
the first few years of operations are the following:
e Use of project resources in small amounts to provide supports to
many faculty members rather than to support mainly a small
project staff, J‘ |
® More ownership and managementAby the general education faculty,
less by the special education faculty.
e Less tendency to just.add a course and more to make broad efforts
to integrate new curricular content in existing courses..
@ More attention given to practicum sites and to increasing“the""””7

-

number of relationships with regular education teachers and

iy

principals in field situations.
¢ More leadership given to the project by the dean,
e Less tendency for the project staff to "do. the work'" of the

project and a greater tendency to do more facilitative kinds

3 v

‘of things for the total faculty.
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What outreach'or;spin—off activitiés have occurred?

£ v L :
Apart fronftheir obvious targets, DGPs were expected to generate peripheral
‘ P ‘ ‘
or "spin—offﬂ and outreach activities. What is often not clear in advance,

s

£ . . A
- however, is the nature of these activities Some of the indirect outcomes of

DGPs, as reported by project leaders, are listed here.

For almost all projects, one outcome was the enhancement of activities
with professional organizations, especially, the American Association for
Colleges of Teacher Education (AACTE)IO, the National;Alliance of Black

| School Educators (NABSE), and various state—leyel tash forces and coumissions
on professional.standards.and guidelines for teachers; Many DGPs have,serued
as co-sponsors with state—level AACTE/units of conferences and other activities
relating to Public Law 94-142.

At the'national level the NSSP has engaged‘in a large number of colla-
borative proJects with the AACTE and other national groups. iFor example, *

the NSSP has helped in orientation sessions and providing background materials

for state leaders of AACTE affiliate groups. NSSP has had many interactions

7

with state departments of education on such topics as certification and
accreditation standards; and with the National Allinace of Black School
. Educators, the Elementary School Principals Association, and others, A gpecific

7

form of‘collahoration between NSSP and other national organizations has been

loThe Assoclation has had a grant from BEH/OSE for work at both state and

-

national levels.
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'in joint issuance of publications, an especially prominent activity in

relation with AACTE and the Council for Exceptional Children (EEC).

‘Other frequently liated>“sp1n-offs“-include the folloﬁing:

-

Greater cooperation among departments of the college involved-'in
teacher ednCation; especially between the general education and
special,education faculties, |

InproVement of:profeasional resources (library, resource center,
etc.) for faculty members. ‘ "

Adoption og more aystemafic-approaches to problems of change and

debelopment in teacher preparation..

;Improved governance systems for teacher education in the colleges.

In sume cases colleges have found their decision-making processes

) to be\inadequate for major decisions, such as those prompted by

PubliF\Paw 94~142, and the DGP has helped to promote necessary change.
Stronger\profeaaional leadership role taken by deans (or department
heads). -

More sharing with?other colleges through both formal and informal
networks to improne teacher edncation. especially in the state but;

£

aleo atiregional and national levels,

" @ More directed use of sabbaticals and other development procedures

among faculty members.

Better coordination between foundations and-professional studies

“facultiea and curriculum components in teacher education.

Y

Improved basis for participation in rapidly developing

‘inservice education programs for teachers.
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o Faculty research and’writing activities increased in areas of
eoncern in DGPs, |

° Participatinn in international activities‘on tne topigs of
"“integration" or "mainstreaming" of handicapped students and /
implications for teacher education. ‘ |

e Moving toward extended teacher-educationAnrograme,

-

What i1ssues have you had to face in dealing with faculty and students?

A problem almost everywhere has been ‘devéloping awareness and understand-

ing among the teacher-education faculty members of Public Law 94-1@2, particu-
larly the "least restrictive environment" principle. Closely felated have
Been several specific problems, euch‘as the followiné: |
° Establishing a priority of concern for Public Law 94-142 and
the‘DGP among faculty menberslin the face of such competing -
‘issues as racism, sexism, bilingual edncation, and education
for the gifted.
e Establishing a broad sense of ownership for the DGP; for
many faculty members, tne education of handieapped students
has been a problem for the special'education faculty. At
first, the DGP sometimes appears to be "just another special

education project."

Faculty members also have raised many issuea about the credibility of the

. general movement toward mainstreaming. Their questions take‘such form as the

following:
e What teaching competencies are involved? Are they well
established? Do we know how to teach and assess compe- e

tencies in these areaaé
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’ Q;What is the status of the knowledge base ‘for such
‘competencies?
e Where are the models for teacher education and how care-
fully havé they been evaluatéd? | 1

) Hhat does reséarch Say}about this total movement?

e Are the schools really making all of these éhanges? Will the
studenfs who are being prepared be allowed to teach'ag the
DGP prOpéses when they aré on;the-job or is much of the DGP
proposal unreglistic?

The Dean's Grant Projects have developed in a period when substantial

general difficulties in teacher education have complicated planning and

decision processes. Some examples follow:
e Many institutions‘have‘experienced significént reductions in
the énrollment éf'atudeﬁts in teacher¥educatioq programs;
the reductions aroﬁse insecurities in faculty members and

create tendencies toward conservatism in considering program

changes.

4

e Recent pressures to add special content, for example, in

human relatiohs, multicultural education, and drug education,

to teacher education programs have crowded the curriculum and

made further additions very difficult.
e Reductions in faculty size sometimes have created heavy
teaching schedules and larger col}ege classes, which engender

|4

morale problems and political problems when additional changes

are proposed.

Dean's Grant Projects sometimes produce strains on the college or

department of education in a number of general areas, such as the following:
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° The‘abiiity of f#culﬁy members to make najor\de;iﬁiﬁne abgdt '
programs: Sometimes the faculﬁy governance system ﬂdenifade-
quate for minor but not for najof'changes like those sometimes
p;o-ptcd byvthe Dean's Grant Project.

o Sometimes the DGP is thestraw that breaks the camel's back \
on issues, such as the 4-year limit on teacher-education . pro- N
grams. A majority of ﬁhe.institﬁtion. to which DGPs aré |
avarded report major problems because oflthé time constraints : N
on teacher eaucation, and many report specific actionb'to deal
with the issue at this time.

) Sonetimes the DGP leads to changes which could put the college

in a disadvqntageoua position vis-a-vig other colleges of the

state or region (e.g., more course requirgnenté result iﬁ ex-

tensions of the program and dédé&'tui;ion charges) .

/
What is it reasonable to expect in Dean's Grant Projects that are renewed

beyond the first three years?

Responses to this question strongly suggest that a single three-year | -
cycle is often not enough time to allow fq}l development of DGPs through |
the processes of faculty develop-ent, curriculum pla;ning, implenentation,
4and(§va1uation. The conmon‘toéics suggested by "mature" project personnel
forksecond;cycle operafion.‘are as follows: |

O,Fuil implementation of plans which were developed in the first

cycle,

e Full evaluation, revision, and refinement of programs which were

planned in the first éycle.
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e Extension of the project to all parts of teacher education and
«to specialized eduéational areas plus other parts of the college
or university (e.g., including liBeral arts faculty who contri-
bute to teacher-preparation programs).

e Documentation and diaseﬁination'oﬁlprojgct products, including

® Providing help to other colleges, agencies, and schools on the

basis of the DGP experience.

Hﬁat did you learqgﬁbout curriculum chéggg;processes in connection with your
Dep? |

Most respondgnts‘agréed that the process of'curriculﬁm change in teacher-
educ;timn tufned out to be more difficult than they had anticipated. Some of

the common obéervations folL?w:

o It is very worthwhile’to make careful surveys of existing
currichla;‘;hey qnght‘to be made more offen.u
® Sequencing problems in teacher education are very important and
should be giQen more attention. For eiample,_the foundations
of education faculty members must gccept the responsibility. to
. eover certain specific tdpicé in brder that,tﬁe advancement ﬁo .
profeaéionalvstudies has the necessary undergirding.
. [ Althpugh the.dean's leadership in curriculum change projects is
very impoéﬁant, one also needs the stfong leadership of soﬁe
faculty members: R

'@ Persons outside the college, especially handicapped persons and

' parents of handicipped children, are often very useful in moti-

vating curricular change.




i

-39~

facultf memberé, not, just a small task force.

e. Developmental wbrk on' urficulum deveiqpment caqnot be Eotally‘
“impofted;“ matérials deyeloped by others can be helpful but,
ultimately, the dgvélopmgn al work must be éonductéd locally;

e Faculty development must be planned and impleménged, in the
final.analysis, in one-by-one shion, through support of

"faculty members in their efforts; for self-improvement and cur-
‘riculum developqénf. A

e Strong components.of gener#l education gnd foundational studies

are essential to teacher educafion; the DGPs help to make it .

obvious, for example,”that one cannot teach effectively about

individual differences among children unless and‘until strong 7

background is provided in basic child déVelqpment.

! . X .
What new courses, if any, have been developed as a result of the DGP?

VAbout half the DGPs reported that one or more new courses had been
d;velopéd._ In approximate order of frequency, the courses are as follows:
e The ExceptionaI:Ch{IH in the Reéular CIassv(a éurvey course on
exceptional children iﬁ mainstream classés; sométimes separate‘

gecti&ns are offeréd for séudents~1n elementary and secondary \
education,'vocationalleducatidn, etc.).

e Reading Qnd Learning Disabilities (or Diagnostic Prescriptive
Instruction) o ! :

@ Practicums with handicapped students (often with accompanying |

seminar).
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° Ptacticuﬁs.with‘handicapped stﬁdents (oftén with accompanying
seminar).
® Administrative Issues in Mainstreéming.‘ -
° Adaéted Physical Educatiéﬁ. "
° Asgessment of Special Needs Students.
) Hathgpatics Difficulties. |
) Préschool ﬂainstreaming.
e Conferencing Skills fOr Teaéhers;
e Child;en in Groups: The interaction of normal and speciadl

_ needs students.

What progress have you made on faculty attitudes?

This'questioﬁ, relating as it‘does to the general readiness or predispo-
si;ibn of.teacher educators to give positiye consideratioﬁ to changes in
programs tﬁ;t réflect the new policies 8n handicappgd children, generally re-
ceived positive reséonses;,that is, most institutions with“"mature" DGPs
reported. significant, occasionally even dramatics posftiVe changes in faculty
attitudes. However, in most caées it.was reported that the job is‘not yet
finished. Common comments are as follows: | .

lv e All faculty membérs are éwafe of the DGP.

e Most f;iulty members accept the need to change teacher-

‘ preparafion programs and are ready to do something. -

;'Prdgress was slow at first, but then accelerated.

) ghe messagé? g;gm'our students about their needs and what

théy are enéountering in the schools have had a strong

positive effect on the faculty.

of
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e Faculty members who get into the schools regularly have

~—

7 made the most dramatic change.
e There is some concern that the "least restrictive environment"
principle may lead to abuses in the placement of pupils.

o Some faculty members will never change.

Hhat_specific thing§7have happened that would not have occurred without a

Dean's Grant?

Responses to this item overwhelmingly indicated that the DGPs had
accelerated all facets of teacher-educrtidn change in response to Public Law i

' stronger

94-142. Grants were judged to havé made possibl&® "real progress,'
responses, and more systeﬁatic planning and effort. The detailed topics men-
tioned as "accelerated" covered exactly the same subjects that are discussed

in other sections of this réport and thus are not repeated here.

What goals of yéur DGP have been most difficult to achieve?

‘Among‘the frequentiy mentioned difficulties in projects are the

following: -

e Arranging practical experiences with handicappedApersdhs‘
for faculty memﬁegs.

e Getting enough time from faéulty members (especially in
complex, reseatch-orienﬁed institutions) to work on the -
_project. -

e Arousing interest.and progress in the seﬁondary education and

gréduate programs.
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e Getting beyond theory and on to the real skillé needed by
teachers. ;

o Getting conqiétency éemester after semester and year after
year in wh;t faculty members actuéll; qffer as thé content
of teacher-education courses. 77 ‘\\\\\

o Assessing . the cohpetencies of graduates.

e Monitoring courses in the teacher-education sequences to be

sure that the faculty delivers the promised material. : ‘“\

° Eva;uating and documenting-project outcomes.

e Developing actual cooperation between special education and
other faculty members. —

In the Gazvoda sfudy of the 1979-80 projects, an open-enﬂed question was
raised about "...what you would do différently if you were to start your DGP
o&kr?" Responses were summarized as follows: ) ’ _ S

L e Sponsor/bevelbp/ProVide - More retreaté (6); Meetings to give

, explanation of projéct to others (2); More field trips (2).

° Faculty‘- More ﬁse of released time (3).

e Curriculum - Establish a University-School liaison (2).

e Staff Strategies - Better long-term planning (4); Emphasis
ear;ier on evaluation (4); Greater use of faculty-advisory
committee (4); Involve inservice school‘persohnei, parents
sooner (3); Larger mat;riﬁls budget (3); Longer planning

period (3). | ' ) )

What responses to the DGP are you getting from students?

It must be recalled, in connectio. «7ith this question, that Dean's Grant

Pfojects are intended to support faculty development and curricular changes.

53
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Tﬁ;-projects are faéftqu small Lo‘suppott ongoing tfaining programs{ rather,
théy are intended to provide temporary assists in the developmental work of
changing teacher-preparation programs. Nevertheless, many DGPs havevprogressed
to the point where students are aware of and‘}nvolved in the projects. 1In
gengrél, student responses can be characterized agg?ollows:
° Positive, even excited, about the developmenfs.
e Much inquiry has been prompted; they want to know what is
happening, how it will impact on fhem; and how it relates
lal
to‘chargES they see taking place in the schools.

e Quality help is demanded; they sense the changes taking

place and the demands which will be placed upon them,

What important things have you learned that should be communicated to persons

just Starting a DGP like yours?

I

 Respondents were especially fluent in answering tﬁisrquestion. The
suggestions they offered were mainly procedural and emphasized political as
well as technicai matters. A summary of responses in the approximate order
of their frequency follows:
e Don't expect to move fcpidiy; take time for planning, be
prepared for attitudinal problems.
® Involve all faculty.members in an interdepartmental way and
be sure to regpond Fo faculty ideas; get beyond the special
education faculty as‘;;;I?‘as possible; use key leaders of
the faculty; recognize that attitudes will be different
. among departments, as between elementary and seconaary

education faculty.
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; Be prepared for long-term work with faculty on a one-to-one
basis; recognize resources which individuala already have;
"don't tty to change the faculty, assist them;" be prepared
to offer assistance, relealed time, recognition, and other
‘rewards, ,
The degn should be up front and deeply involved; visibility,
supportuggg priority of concern should be apparent.
Work systematicalfy on the troject,'that is, carefully devise »
plans that take account of knowledge about curriculum innova—
tions and\staff developmeht. | |
Work for permanent and broad changes rather than for “pilot“
patallel“ programs that ©&an easily digappear when the -
federal funds are gone.
Use a broad cqordigating cohmittee pius parents; handicébped

peraona,'and outside educators.

Uge regular faculty members as lead project staff rather than

4

temporary staff members. .
Plan projeéct evaluation and documghtation from the start;
‘collect good baseline data at the start; know where the
faculty 1is from the beginning.

 Expect to change your original plan.

Consider implications for student teaching early.
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To what extent has the Dean's Grant Project affected the faculty's ability

to work with handicapped students in their own college classes? -

Mgst project representatives reported that there probably has been
’inprovement in the ability of faculty members to work directly with‘handicapped
collége studentsbin their own prdgrams. All are sure that faculty members‘have
more khowledge about handicapping conditions. Neverthéless, this ares is |
qutside the -primary focus of DGPs and requires specific attention and moge
work. Therg is great uncertainty about how progress in this domain caﬁ be
i;aessea‘objectively. It appears that compliance of teacher-education units
with Section 504 of the Federal Rghabilitiation Act are by no mea;s assured o
through Dean's Grant Projects. Faculties of education, like 911 other faculty "

groups, will need to give specific attention to the problems of accommodating

handicapped students in . the college setting in ways that go beyond DGPs.

[y

What materials have you developgd which can now‘ be shared? -

B . ' .
ﬁ;mgst every DGP reported one or more kinds of product which have been

developed and can now be shared. 1Included are modules, packets, manuals,

- work sheets, attitude scales, needs assessment questionnaires, competency

,lists, bibl;ographies, video tapes, audio tapes,. multimedia training éets,

syilabi, project evaluation reports, books, and articles. A compendium of
these produécs is provided with the abstracts of projects which are published

by the:National Support Systems Project.

\

What reactians are;yoq;getting from public school séaff t6 your.Dean"s Grant
Project?
. Almost all projects reported that local schools are responding very

positively to the Dean's Gragt Pfojects. The projects are seen.~ s a sign that

* ]
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professors are aware of and concerned about the important changes'taking

place in the schools. As a result of.the Dean's Grant Projects, the college
and'tpcal;achools are involved in such activities as cooperative inservice
training programs for‘Staff members, ;hared summer institutes on Public Law
94~142, and specially arranged interinstitutional visits and consultations.
Increasing enrollments in on-campus courses related to Public Law’ 94-142 were

reported as an outcome df the shared planning often started through a DGP. 1

What evaluation proceﬂures are you using,inpyour#project?

The responses to this question were varied indeed and came mostly by o '
‘ example, they often were detailed and included forms, questionnaires, and |
scales that were used in the various projects. Only a brief summary is
presented-here and a few examples of the instruments are included in Appendix
A. | | .
Many projésts have developed attitude scales for students and faculty
members to assess the~kinds of predispositions which are held by individuals
and groups as the DGP starts and progresses. At Brockport (State University
College of New York\at Brockport), which.operated~a DGP for the period of
1975-78, a series og\inventories was used to check attitudes about the
school placement of handicapped students and present competencies to- deal
with handicapped studentm>(see Appendix A for examples of each of the two
kinds of inventories).} For example, the following items appear on the
"placement" scale'

Chuck can get abouéxonly in a wheelchair, someone

. must move it or carry him their arms because he is

\

unable to control any of his l}mbs.
Flora has neither bladder\nor bowel control and

must be taken to the bathroom at freduent times.

97
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Respondents are asked to select the kind of school placement which they
think would be appropriate from among such choices as thé following-

a. Regular class b. Regular class with
supplementary support

c. Special class or special d. Institutionalize
school :

The seli—competency invencory contains items such as the following:
Alfred is defiant and stubhbrn, likeiy to argue with
the teacher, be willfully disobedient, and otherwise
interfere with normal classroom discipline.
‘On such items respondents are asked to indicate how they, as regular classroom
teachers, believe they could teach such a pupil. The following choices are ' ’
presented: . o
a. Without support | b. With occasional support
" ¢. With reguiar support ~d. Could not handle
Manp universities hsve used attitude assessment devices for faculty .
members. At the University of Arkansas, the DGP has used scales consisting
of items such as the following. Respondents choose the responses which best

indicates their agreement with the statement.

Strongly ' "~ Strongly
Disagree Disagree Neutral Agree Agree

Given my current understanding

I believe that "mainstreaming"
will benefit the teacher as well
asg all children.
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The DGP staff at the University of Connecticut has conducted an unusually
cénprehensive evaluatioﬁ of its project, including faculty ratings of the DGP
i
performance on a number of dimehsions. For example, faculfy members rated the

DGP on a 5-point scale on items such as the following:

\\__\_\\; ) "
* . w 3
] Y
: w - - ) )
sl s 18 |2
g ] < (L) 7}
1 2 3 4 5
Do you feel that the Dean's
Mainstreaming Grant has been
implemented successfully....?
4 2 .

Are you informed -enough about
the needs of handicapped
learners to teach a special
module related to your area
of specialization?

At the University of Illinois (Urbana), a unique kind of questionnaire
has been used to‘gather information on informal indicators of awareness about
Pubiic Law 944142 énd mainstreaming. For example, faculty members have beeﬁf
asked, "How ofteﬁ did you hear faculty members in the College of Education
talking about Pulbic Law 94-142 and mainstreaming during the past seven days?";
and "What percenéageiof students you teach have shown some awareness of the
'responsibilities'they will_fgce with the advent of Public Law 94-142 and
lmainsﬁreaming?" |

Many other proceddfes have been used, including numerous kinds of

assegsment of specific activities énd:competencies.A In two regions concertad

' ' oY
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| efforts in evaluation have been made by all DGPs in the region. In the

South, a project used the COncerns;Baéed Adoption Model (CBAM)9 in an entire
regiong faculéy nénbera were trained to visit otherAcampuses on an exchange
basis to collect data on faculfy “concerns”. In the Central Region, a ﬁroject
peaded by Percy Bates, Henriefta Scﬁwartz, and Kathy Okun is now under wﬁy

in 19»DGéq following a common format, Individual DGPs use their own goal

frames but a common system for rating aci:ievements in attaining goals. A

sumiary statement of the plan, written by Iathy Okun, is included in Apgéndix

A.

-

9Hall (1974), op cit.

«««««




‘ferences annually and in regional meetings once or twice a year to share in-

" has been‘33£hered on the process of change in teacher-preparation institutions.

~ cation faculty members ta add significént information about exceptional children

Ch#pter 4
What Have We Learned from the Dean's Grant Projects?

Joanne Rand Whitmore

Kent State University

Since they were first funded in 1975, Dean's Grant Projects (DGPs) have
been engaged in the:complex process of curriculum and institutional reform in

teacher education. Over the years, representatives have met in national con-

formation. From these meeﬁings, visits by NSSP.consultants to individual

projects, and special reports sﬁbmitted to NSSP by the projects, much information

Those factors that were found to be critical in bringing about significant
chahges in teacher-education curricula and organizational structures are
described in this chapter.:

During the first years of their funding, most DGPs were structured around

key special education faculty members who were asked to help the regular edu-

to their courses. Most projects added introductory .courses in special educa-

tion to the requirements for teacher-education certification and then the in-
\ % :
fusion of some special education content into regular education courses.

Usually, these infusion efforts were in the form of modules, faculty develop-
i J
ment activities, guest lectures, and cooperative teaching activities. Projects

i
tended to focus on the dissemination of information to regular education faculty -

members to increase their awareness and khowledge of Public Law 94-142, the

characteristics of excéptionai‘Eﬁiidrén;ﬁand appropriate programing for students

with special needs in regular classrobms. Within two years, it became evident

-50-
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/
that the/mission of the DGPs would have’to be expanded to include more than
the addition of special education content, and strategies began to be developed
to create fundamental changes in conditions affecting teacher-education pro-
graming.® |
Subsequently, DGPs tended to participate in the restructuring of depart-
ments, colleges, or schools of education. It was recognized that in order for‘
) the desired curriculum reform to occur, a facilitative organizational structure
for major institutional changes was needed. Changes centered on the integra-
tion of Special and regular education faculty members and their teacher-educa-
tion curricula. Many projects engaged in what was fundamentally a competency/
% performance-based process of program development. That process included (a) .
| defining the faculty's philosophy of teacher education, (b) specifying the
'A expected outcomes of teacher education in terms of desired characteristics
of program graduates, and (c) conducting a thorough evaluative review of
existing programs to suggest the modification ‘and/or addition of program con~
tent which would result in better prepared teachers.
Most DGPs began by concentrating their efforts on elementary education
and then extending them in subsequent years to secondary education, Recently,
some projects have expanded their: influence to’programs preparing K-l; teachers
of specialties (e.g., art, music, physical education), administrators, coun-
selors, librarians, school psychologists, nurses, and paraprofessionals, and
educating parents on Public Law 94-142. The gradual expansion of the project
focus seems to be effective in that the initial target group--regular education
faculty members--has provided leadership in the expanded programatic activities
and set examples of rewarding pay-offs for project participation. These

faculty members also have helped project staffs to begin the proress of curricu-

lum and institutional change.
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It i; important in considering factors that have contributed to the

relative success of\DGPs to recognize that there is no one way tﬁat always
works best. Experienées ha;e_verifiea ghe hypothesis that the ﬁype of changes
implied 'in the goals of DG?g‘requires a very coﬁpiei process that is shaped'by
the interaction;of four griticéi factors:

1. the skills and chafactgyistics of the projecf staff and the
dean in leading the projéct;

2. the characteristics of the specific school, coilege, or
depa;cment of‘education and of the larger insti;ption (e.g.,
tﬁe‘amount of oppoftunity and reward for collabofative work and
thg degree of institutional flexibility); |

-3. the nature of the‘project goals (i.e., the kinds of changes
1desired) and the activilieé planned to accomplisﬁ the chaﬁges;
and | |

4. the resources available, especially faculty members who are
sourcés of skill and ekpertise.

A recent AACTE qulicationloalso sﬁréssed thesé factors:

In succeséful Dean's Grants Projects, the kinds of

changes that are instifuted Qnd fhe‘tempo of change

are detérmined by the institution's as well as.the

faculty's charactefistiés. (p. 8) : ¢
The single characteristié most responsible for success in DGPs seems to

be the skillful engagement of project staff and faculty members as active par-

ticipants in the sensitive, complex process of ‘change (see Arends & Arends;]1

.19AACTE. Redesign, redesign, redesign. Washington, D.C.: Author, 1979.

by
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West & B#tes?@ Ihe dean and the‘DGP stgff must be skilled in applying
principles of thé change process; assessing the chafacterigtics, needs, and
readiﬁess‘of facu1ty members for project activities; generating ideas of -
scrategies tb éffecc change; and selecting appropriate goals and objectives

for the projectf

What Works? What Tends Not to Work?
DGP reports have presented consistent patterns of what tends to
- facilitate the process of change and what tends to impede it. The factors N

significantly affecting the degree of success can be classified under four

topics that represent, in sequence, the decision making required to plana”

. ~—

DGP. The topics are as follows:
1. Project leadership and organization.
2, Strategies used to achieve faculéy interest aﬁd participation
i b in the projéct and to encourage facﬁlty development;
3. Strategies employed to achieve désired curficular change k.

4, The evaluation design of the project.

1lR, 1 Arends & J. H. Arends. Processes of change in educational settings: An

application to mainstreaming. In J. K. Grosenick & M. C. Reynolds (Eds.),

Teacher education: Renegotiating roles for mainstreaming. Reston, VA: The
Council for Exceptional Children, 1978, 33-46.
! 12T. L. West & P. Bates. Anatomy of a dean's grant project. In J. K. Grosenick

& M. C. Reynolds (Eds.), Teacher education: Renegotiating roles for mainstream-

ing. Reston, VA: The Council for Exceptional Children, 1978, 161-172.




PROJECT LEADERSHIP AND ORGANIZATION

The Dean
2ac eal |

In those DGPs which have been most successful, the deans have provided
visible, strong support; faculty members'have perceived them as directing

the project even when they delegated a significant amount of administrative

5

detail to a projeéf’coordinator 6r director. The critical factor seems to be
the dean's leadership; it ci;arly impligs that the dean understands and.is .
committed to carrying out the mission o# the DGP, and is prepared to paftici-
pate regularly in the planning and implémentation of the DGP's purposes. In

less successful DGPs, faculty members have perceived'the'deans as "token"

. diréctors who are intefested only in complying with the letter of the grant

guidelines.

The Project Coordinator

Second in influence in the DGP is the project coordinator or director.
In the most successful projects, the persons in fhis role are members of the
faculty and are regarded as highly influential by thei; colleagues; they are
recognized as strong in leadership abiiity and knowledgeable about mainstreaming
and trends in teacher education. In lesk sﬁccessful proiects, the coordinators
frequentiy have been doctoral students, outsiders hired on special appointment
to 5{? project, or faculty members whose influence with the reguléf education
faculéx\is low (e.g., a junior ﬁember of the special education faculty or,
sometimégx a low-status.pérson on the regular'education faculty).

A priméry determinant of project success is the leadership skiils of the
dean and coordinator. It is critical to project success that they be well

liked and respected professionally, high in influence, and capable of motivating

members of the faculty to participate inbthe project activities.
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Project Advisory Group

The most éucqessful DGPs have used well the resources provided by an
advisory group when the group has comprised the dean, key administrators, and
representatives of faculty groﬁps in the institution of higher education;
representatives of the,statg department of.gducation and local school; and -
parenfs and handicépped‘persons. Less successful projectg have tended not
to include an adviSOry group in their ﬁroject operations‘or have faiied to
use the group effec:ively as a source oé contributions and crigical evalua-
tions of project plans and accdmplishments. ‘Advisory groups that comﬁrise .

only uniKersity personnel have been less helpful than the groups reflecting

-~

broader répreeentation of the*affected persons.

éTRATEGIES USED TO ACHIEVE FACULTY PARTICIPATION IN THE CHANGE PROCESS

A key challenge to DGP leadership and organizational structure has been
to develop faculty interest and participation'in the project and then to pro-
vide opportunities for faculty members to acquire the needed knowledge and
skills. The most successful 5GP3 have focused first on the assessment and
dévelopmentvof awareness of the implications o¢f Public Law 94-142, and the
needed participation of Eeacher educators in educational reform. Forﬁéfive
evaluation informatibn;'derived from the initial assessment and “awarenesé
events,'" was used to increase faculty knowledge of (a) the law, (b) relevant
special education informat}oh and skills, (c) frends in teacher education,vand
(d) other designs for teach;r-education prdgrams. In other words, the most
successful projects did not allow a lack of awareness or the existence of

negative attitudes to thwart the planning and deﬁelopment of project activities;
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rather, that information was:uped to guide the preparation of plans for
faculty participation and devéldﬁment.
In the DGPs, the principle that attitude cﬁange often follows behavior
- change has Been Qubstantiated. ‘Ffequently,_successful projec;s first have
aengaged faculty members in behaving differeﬁtly to encourage the dea;red
attitude changes. Activities to facilitate attitude change have included
the use of questionnaires, observations in classrooms tb collect data on‘
:needs in public schodls, interactions with handicapped sguden;s on campus or
:in the field, and self-study céntered‘on the analysis of the discrepancy be—.
tween what programs ought to be and)what they are. A common characteristic
bf unsuccessful projects was the failure first to assess prevailing attitude:,
awareness of tﬁe issues, and basic knowledg;!hbout changing policies, and then -’
the failure to use collecté& data effectively gq’influencé the:project piaﬁ-
ning. The research of Gehe Hal].:B indicated that the personal concerns of
~individual facnlty members mu;t‘be met beforé shq;ed ownership of pxoject-
goals and activities can'be‘developed.
A critical factor in the sustained péfticipation of faculty groups in
project activities is thé number of individuals who.are asked to jointin at

the beginning. 1In the most successful projects, there has been a broad base

of faculty participation‘tG:;-the start with all ﬁersons potentialiy affected

i

13gee Gene E. Hall. Facilitating institutional change using the individual as
the frame of reference. In J. K. Grosenick & M, C. Reynolds (Eds.), Teacher

education: Renegotiating roles for mainstreaming. Reston, VA: The Council

for Eiceptional Children, 1978, 47-72.
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done all or most of the planning, including the writing of the grant proposal.

‘&embers should be equally involved and should equally share ownership of the
. DGP. It is important that neither faculty group perceivé the project as belong-

ing solely to it.
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by the project involved--either by representation or through regular partici-
pation——ﬁt some level of the evaluative review and in the redesign of the
teacher-education prégram(s).

Least successful are the c’forts of a few peOple to sell an idea to a
larger éroup. Generally, this situation has occuriéd when a small project
staff, particularly if it is made up of persons from special education, has

All persons who may be affected by the grant should be included in making the
decisions on the goals and objectives of the project and in selecting effective
strategies and appropriate resources. Otherwise, the project may be perceived

as a "lay-on" by special education. This fact supports another principie, that

of equal participation and ownership. Special and regular education faculty

Aoy,

Achieving faculty interest and participation requires time and persistencé;
Another characteristic of effective‘DGPs has been recognition of the necessaril?
slow, careful develOpmenCal process of change. When project 1eader§ have |
moved too quickly and intensively and, therefore, have been perceived as some-
what impulsive or inclined toward "bulldozer tactics," their efforﬁs to mobilize

a faculty to carry out a project have been abortive.

Self-Assessment

-
One of the most effective strategies for engaging faculty members in the
planning and implementation of a DGP is to involve them in serious self-assess-

ment of both the adequacy of the programs and their respective contributions
L

to the preparation of future teachers. If the project staff provides a rather
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extengive revicw.of trends in teacher edueation, ccomplishments ef other
DGPs, and available options and resources, dissatiaflction may’be created
among the faculty members with their current teacﬁer education programa and,
thus, a desire to consider possible changea may be generated
One catalytic tool to create interest in and dialogue on curriculum T
revision has been the "challenge paper,"” distributed by NSSPlaWwith its 10
clusters of capabilities deemed necessary to the effective‘preparetion of
mainstream” teachers. 1In a self-asaelsment queitionhaire derived from the
paper, respcndents in a nueber of DGPs have been asked to identify the degree
of importance and inclusion of each set of capabilities invexisting programs.
" The discussion by faculty groups of the paper and responses to the questionnaire
have been useful in atinulating ‘the active participation of faculty members in

designing curticulum change. o

Systematic, Long-Range Planning

The most successful projecte have been characterizéd by s§atematic,
 long-range planning. Skillful. planring in¢ludes (a) the specification of
| contingencies or alternatives at decision“points, (b) detailed plans for ccm'-3
tinuous evaluation, both formative Aand shmmati;e, (c) strategies for securing
.
the lllohation of available resources, and (d) the prcvision of meaningful -
rewards for project participetion. The least effective grants have tended to

be characterized by short-term planning as the result of existential decision

-

lﬁ(. C. Reynoids (Ed.). A common body of practice for teachers: The chalieggg
— I

of Public Law 94-142 to teacher'eaucation.‘ Washington, DC: The American

Association of Colleges for Teacher Education, 1980.




' kinds of more scholarly activity: . [
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making and a reactive posture.

Creating Incentives

¥

Another critical factor in the success of DGPs, perhaps has been the

ability of the dean and project staff to generate meanin§fu1 rewards fot

faculty participation in project activities* Each dean has jneeded to assess
what rewards are possible out of available resources Some |of the most mean-
ingful rewards or incentives devised by DGPs : have included the following'
(a) released time for project participation, (b) overload pay for extra effort
and time; (c) the assiqnment of graduate assistants, (d) th ‘pption of - ‘summer
employment on the grant; (e peer approval and recognition;/ (f) opportunity
to travel to professiOnal meetings, worksh?ps, or conferendes to acquire
knowledge or skills relating to project agtivities; (g) authorization to
purchase related instructional matetIEisé and (h) opportunities bo‘conduct
practical research in project activitieg and achieve scholarly publications.
"The most necessary (and ditficult/to secure) reward f r participation is
als working toward

‘sufficient time and supportive resouxces to enable indivi

. : i &
project goals to minimize stress amﬂ achieve success. Prdjects are minimally

effective, if not disastrous,-when;faculty members percelve participation as
. ip

*

¥

{ o
being extracted by duress or as penalties. For example, if a junior faculty

member participates on the DGP, he may be penalized at the time of review

for promotion unless "appropriate adjustments are made in the reward system,
‘the support of peers is secured, and he is guaranteed_freedom from heavy,
personai professional sacrifice (i.e., the loss of schol rly.pfoductivity
wnich might gain him promotion and tenure). It is not uncommon for struggling
DGPs; barticularl} those in small institutions, to have nadequate resources
for rewarding participation; thus faculty members may be inclined to devalue

’

participation in curriculum develgpment and to turn to esearch and other
. N .

-

(' '
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In order for a DGP to be. optimally effective, faculty‘members must perceive
‘the dean as fully committed to project goals and the reward cf participation.
The least effective grants have beenvthose in which no visible, dependable sup-
port systems have been generated by the deans' commitment. It seems to be very
important for faculty members to perceive this support if they are to invest
lsignificanr amounts of time and effort in the project.

Handicapped Students ag Motivators

One of the most effective strategies for<‘ﬂ—3¢T’; faculty members in
project activities has been meaningful intdractjbns in field sites with handi-
capped students and their teachers. Such experiences most often have occurred
when faculty members have supervised practicum experiences in mainstream
classrooms. In addition, the regular contributions of handicapped college
students tc project planning and the.development of teacher-education programs
is very effective in stimulating faculty participation in and commitment to
project goals. Handicapped college students also can have a significant impact
on professors and feliow students by teaching some of the special education
content in regular education courses. Direct interaction with handicapped

students in mainstream settings, whether on campuses or in public schools, seems

to be the most ‘reliable device for motivating changes in attitudes and practices.

STRATEGIES FOR ACHIEVING CURRICULAR CHANGE

The more successful DGPs have been characterized by the effective use of
social strategies tc facilitate the interactions of speciai(and'regular educa-‘
tion faculty-members and, thereby, the integration of the special and regular

s

teacher-education curricula. Obstacles have beenycreated in the past by sepa-

ratism and competition between special and re=gular education faculties and the N
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.tendency to perceive innovation in either :;74 as threatening to the other;

s’ s

hence, project leaders have sought to elim nate the undesirable dualism through

a number of strategies: joint retreats& shared meetings, shared proJect com-
mittee membership, and so forth. At least two institutions (University of

Oregon and Augustana College) achieVed significant changes by physically inte=
grating the two faculties which, péeviously, had occupied separate buildings

oxr floors of buiidings. Proximity and frequent opportunities for,informal

,/ "
social as well as professional‘interactfon seggﬂxo«encoﬁrage the integration

, : i z gl
of faculty members which is necessar;¥for thé cooperative planning and imple-

mentation of programs to prepare special and regular teachers for mainstream

!

- - -

education.

During the early perigd of DGPs it was recognized that adding one or two
'8pecial education courses or packaged modules which had been developed by spe~
cial educators to the regular education instructional program would not instih
tutionalize change. lhe‘infusihh‘of special education content in the.prepara-
;ion‘ProgramS‘for regular educators‘has.occured through ths use of uultiple
strategies by project staffs. The more successful strategies have included
the teaming of special and regular education faculty members'to teach courses
_or integrating teams of faculty members to develop for their courses instruc-
" tional content;rcourse outlines, or modules to serve as guidelines. _

It seems that the critical factor in the‘process‘of curricular change is'
‘the participation of the persons who will be‘responsible for carrying out the
design or selection of curriculum content.- This is to say that the issue is
not the development or use of modules but whether the persons who will use
the modules are involved in (a) specifying the outcomes desfred, (b) examinfnru
ing existing resources and‘developing materials or content not currently |

available, and then (c) evaluating the usefulness of the adopted or developed




o, ' -62~

curriculum in carrying out the revised instructional program. The modules/
units developed at the University of Kansas and University of Texas/Austin
under the guidance of the DGPs there have been anopted frequent1y>by‘other
projects. However, bne general pattern seems to be for faculty members ;o
use modules develenea eleewherebas models for the develepmenn of their own;
and the employment\o% euch resoufees as videotapes (e.g., University of
Wisconsin/Miiwankee) or eudio-visual packages (e.g.,?Universify of Texas/
Austin) is not infrequent.

The>achievement of curriculen‘change seems to depend upon succesefully
involving -instructors and field supervisors in the process of conceptualizing
the proéram(s) and~designing the specific component(s) for which they will be
responsible. Faculty members gain by developing an understanding of how their
courses and field experiences fit into cné sequence of students' instructionéln‘
expefiences. Faculty members must understand how their contributions fit 4nte
the total design of the teacher-education program, and they must take part in
the eonttnuous evaluation of program effectiveness, of the whoie-program as
well as its specific componenté.' In this process of curriculum developnent, ‘
participants f?equently have found themselves ﬁorking‘toward the accomplish- ’

ment of fundamental changes in teacher education and institutional reform

(e.g., organi#étional structure, workload formulas, the reward system). The

}
"

v University of Maryland the}the University of Nebraska have briefly described

these processes in their institutions to aid other DGPs.

PROJECT EVALUATION
~
The most successful DGPs have designed methods of continuously eyaiuating'

project effectiveness. They have planned for formative as well as summative

evaluation based on specific objectives that lead them to larger project goals.
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The less successful projects often failed to include a predet#rmined systematic
evaluation design in their work. Fréquently, when the staff @embers of such
projects later became aware of the imporgance of systematic evéluation, they
had no baseline data against which to'ﬁg;%ure the differénces made by their
projécts.
The'Univer;ity of Kansas has one of the most éompreheﬁsive evaluation
designs among the DGPs and it has been described in a brief document (available
throughANSSP). The DGP»engaged a member of their faculty with expertise in-
evaluation, Dr. Bill Hblloway, tovparticipate in the early pianning of the
proejctkand to develop a design for them to follow. The University of Wiscon-

sin/Whitewater also has produced comprehensive manuals descfibing their approach

to gvaluation.

" |

The measures used by most projects are (a) attitude toward méinétreaming,
(b) knowledge ofifublic Law 94-142, (c) knoﬁledge of the characteristics and
needs of exceptional learners, and (d)'un&erstanding how t6 effectively atcommo-
date ;he special needs of handicapped children in regular ciassrooms. Comﬁre-
hensiye_approaches ta;evaluatipn have included a student-;eacher evaluatiorn
form based on the observation of specific skills déveloped in the program.

The content of that instrument also has become the basis for follow-up on |

graduates.

‘The most informative evaluation designs have included multiple methods

and measures to evaluate project‘effectivéness, not just the simple documenta-
tion of éccomplishments. There is considéréble effort now to produce strong'
evaluation designs and a set of reliable, validated instruments which could be

used in a large number of the DGPs to generate a data base for a greater numbe:
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of comparative analyses, and to address the question\of how effective DGPs

generally have been.

Summary

No one method or set of methods has made some'DGPs more successful.chén
others. Certain strategies which appear to facilitate effectiveness and
impact on teacher-education programs can be identified however.

1. Most important have been the organizational structure of the project,
the quality of leadership provided by the dean and project coordinator, and

~the degree to which project leadership and responsibility have been shared

: with faculty members who are high in status and influence among their peere.

2. The most successful projects have used effective strategies to engage"
faculty nembers in proje*t activities. The strategies have included the pro-
vision of meaningful rewards for participation; the stimulation of intellectual
‘dissatisfaction with existing programs; and the development of a clear conzep-
tion of what teacher-education programs ought to become to meet the currenv
needs and demands.

3. Strategies ‘that bring about the greater integration of special and
regular ed;cation faculties contribute significantly—to project success.

- Physical distance and pSychological separatism and competition mitigate against
the effectiveness of efforts which are intended, of necessity, to be collabora-
tive and integrative..

4, rIt is also evident that college professors are not apt to respond
positively to activities that appear to be a “lay-on“ by other faculty mem-

bers or administrators. Professors cherish their academic freedom and need

to maintain a sense of professional self-esteem’pased on the possession of
' ‘ ) o
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significant expeftile. Therefore, strategies to achieve curriculum change

" must include faculty members who will cooperatively devélop a rationale for‘

‘change and the design of the new program and revise the specific contents of

courses.
5. Multiple methods and measures must be included in any systematic

evaluation design; and the design must be developed and followed from the

beginning of the project. Better methods of assessment that'specifically

- address the objectives of DGPs as well as more resources for‘éoilecting ob-

servational data would ‘increase the caﬁacity of DGPs to adequatgly evaluate
their accomplishments., . | e

All in all, gi;én the relatively small amount of money awarded to individual
project;, it can be said that there has been significant change in teacher-
education programs and increased understanding of the process of change ini
teacher-preparatioﬁ institutions as a"result of DGPs. We now have a beginning
knowledge of what is required for effective change in such institutions to makeb
teacher-education programs more responsive to changingnpolicies and public
school needs. UnfortunateIQ; many external cogstraints ¢create sighificant
obstacles to the success of curriculum changg efforts and, thus, pose the
need for méjor institutional éhanges, such as more university-wide‘éeréeption
of the importance of field-responsive teacher-education prdgrams and app;opriate

alteration of the reward system. Clearly, the influence of DGPs has been

very significant and our knowledge base for changing teacher education has been

4 . '
significantly expanded as a result of these projects. Because of the grants,

deans of education have become active leaders in curriculum development and
agents ;f institutional change. Faculty members have begun to alter their

professorial role to include (a) leadership in improving education as a

{
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profgssion.’(b) regular pafticipation:in collaborative cufriculuﬁ review and
development, and (c) regular participéfipn in faculty development activities.
in response to cﬁanging instrucgiqnal needs, One day soon thé Deari's Grant ™
.Projects may be credited with revitalizing teacher-preparation institutions

through the reform of teacher education.
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Ce; gio:

Introduction

.

There is an oid Chinese proverb which saysvthat what one éees is béhind
one's eyes. That is, each person looks at the world chrough‘two sets of fil-
ters, one common and one unique, to describe, define, and intefpret reality.

The common set of filters combrises the enyironmentally; culturélly, and sqcially
accepted cosmologies or world views of the group. The unique filters are the
products of the individual's biological, psychological, physical, social, and

' cultural experiences.

Over:loﬁg periods of time, groups agree aﬁout what is good, beautiful,

and precious or ugly and worthless. Or, faced by catastrophe, individualst;nd
_gocieties quickly reach agreemeﬁfh on earthquakes, pestilence, firé, flood,
and war. It is the everyday phenomeﬁq which are difficult to describe because
of the variety of interpretations generated by less dramatic eQents and be-
haviors. The ;rdinary is difficult to document:

Scientists tfy to document eventsAand reality in systematic ways. However,
being systematic does not mean that bias”is eliminated. Seven social scientiscé
observing the same phenomena may Gell come up with séven,relatively distinct
interpretations. How then does one document a_complex, probabilistic and self-

regulating system like a network of Dean's Grant projeccs?~ Not easily, is the .

answer to the rhetorical question.

Purpose
The purpose of this chapter is to document the efforts of tﬂp Dean's Grant

projects in the Central States to develop and field test a'rééibnal evaluation

strategy that appropriately captures the commonalitieb and unique qualities

of the 19 projects in the area that are working to understand and implement

ERIC | Sy




2ublic Law 94~142. . ‘5 . .

If the setting for the Dean's Grant projects were}a laboratory, one could
run an experimental behavior "X" number of times and derive a grdfile.' But
the proje s "re not housed in laboratories. They are houéed in universities
and coli.eges .

If the federal pfogram and each local project had one specific goal, such
as the deveidpment and implementation of two courses on Public Law 94-142 and
mainstreaming in each p?ogram offered by the institution to prepare'prof:ssional
educators, then one simply could exaﬁine the catalogs béfore and after ;he
Dean‘s Grant interventioh. But the féderal program has several major goals
ﬁhich are stated globally. Each local project fofmulates unique and'fitting

objectives to respond to the national goals within the framework .of the project

environment. So, how does one select a strategy to capture the essence of

" a project and make comparisons across projects?

Rationale

First, it is a given that one must engage in dogumentation and evaluation.

"If the majbr purpose of evaluation is to provide data to decisipn makers on

how to improve a process or product, clearly the projects in the region wanted
to be evaluated in a rational, systematic, formative, and descriptive mode.

A variety of other purposes p;ompted the evaluation activities of the region
buf the consensus was that a self-directed evaluation’would gsSistvin the de-
scription of program activities, the pre&iction of problems, the management"

of tﬁe projects, and the justification of project activities to federal and

. external agencies. Given these starting points, the documentation/evaluation

strategy 'had to be one that included the following:

1. Match the framework of the federal program and the local project
efforts. ‘ ' :

Su




10.

11.

12.

Clearly, no single methodology can meet these criteria. Time and resources
did not permit the use of multiple research methodologies (e.g., quantitative,
historical, and ethnographic) to document adequately the complexity of the
projects in the region.. The decision was made to use a modified Discrepancy
Evaluation Model1 in which project "Ideal" goals are compared with "Real” ac-
complishments and a level of attainment is specified by project evaluators
for each objcctive.

It was agreed that all projects in the region, regardless of their maturity

N

and complexity, express some goals regarding the project's effects on faculty,
students, and curriculum. Further, the group felt that although there could be

differences in inaividual project goal attaioments, the region would benefit

-]0=

Accomodatg a program in which the long-term goals are reasonably
constant. 3

)

Negotiate short-term objectives with participants and respond to
site-specific features.

Allow for the generation of on-going data without diverting program

. energies, staff time and resources,<and burdening participants.

_Feature a data collection strategy that produces usable, easily ac~
‘.quireda and efficiently analyzed information.

Assist other Dean's Grant eéojects to make informed decisions to ~.
improve practice.

Allow for easy self-corr ction.

Maintain program integyity and evaluator's objectivity.
Fit a devclopmental ;ograo model.

Can be iénored to mcct programmotic crises.

Assist in making the local and regional program outcomes explicit
and capable of being evaluated.

Is acceptable to the federal sponsors as a formative evaluation
effort.

.

81 .
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from the sharing among projects at various ‘stages of their life cycles,
Although an element of risk was involved —-- that value judgments might be
made about project progress —- the group felt that it was importaqt’to docu-~
ment and make public the status of each project's accomplishﬁepts in the :
identified éreas. |

In addition, the group was committed to selecting anrevaiuation approach
that was both understandable and systematic across projects, 1E/ént€§11v, a
plan was adopted that took into" account the expectiiigné/;;:; could %easonablv
be held for projects at various stages of dggglﬁﬁgént. It was hoped’ "that by

-

documenting anticipated levels of atqainﬁents in each dimension (viz.x faculty,

S s

 students, and curriculum) and establishing expectations across projectg )
(taking into account the age of the project), the gdals'of the region as well

as the needs of the -local projects and the federal vrogram could be admirably
j ,

served.
Not all these expectations were realized in this first effort. The dis~

crepancy data generated by the levels of attainment ratings are not used in

their'entirety in this report because of lack of comparability. However, at

the end of the report, summary profiles of anticipated accomplishments for

project year and category are displayed through minimal and maximal values and

means,
® As the Dean's Grant projects mature, the need for douumentatiun of their
effectiveness has increased significantly. Dean's (rant recipienrs have been

asked to clarifv their target populations and substantiate their success in

meeting thelr stated objectiveé. Such documentation lends validity to the

1Provus, Discrepancy Evaluation. Berkeley, CA: McCutcheon, 1971,
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. b&liak that the Dean's Gfant projects are a viable means of preparing pre-
service educators for mainsﬁrepming. In undertaking éhe enormous task of
regional evaluation, the Central Région Dean}s Grant projects are‘Showing a
commi tment to monitor project quhlity and to‘share their successes and fail-
ures among thé;selves and with colleagues who are interested in mainstreamingv
issues. At the same time, the regional evalLation éffort'pfovided insigh;é\
into the unique qualities of each project, and.the variety of approaches

which have been used to facilitate the inclusion of Public Law 94-142 into

teacher~education curricula.

History of the Regional Evaluation Effort

»

At a meeting of the ﬁean'é Grant project representatives of thé Central
Region held in Richménd, Kentucky, on November 8-9, 1978, the group was asked
by,its'Régional Director, Dean P;::; Bates of the UniVérsity of Michigan, to
consider ways of collobbrafing on a cooperative plan for evaluating the progress
of the projects in our area. There were strong indications that a national ef-
fort was underway to document the impact of Dean's Grant projects on various
pdbliés, including special educators and Congress. Rather than attempting to
collate the evaluation efforts of individual projects in Washington, the °
federal administrators urged the various regions to\o;ganiié cross~project
efforts that would serve‘the purposes of (a)rprovidiﬁé'individual project |
directoré in tge reéion with indications of the strengths and weaknesses of
their own efforts in fgrms of common benchmarks, and (b) convincing the
Congress of the efficacy of the various brojects.

‘This project variety is reflected in theycomposition of the Region it~

self. It comprises 19 schools in 7 states: Illinois,. Indiana, Kentucky,

84
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Michigan,'New York (upstage), Ohio, and Wisconsin. The schools range from
public to private,fiﬁrge to small, and teaching- to research-oriented in-

stitutions. Mofeoyer§lthere’is great nariationvin the ‘number of years each
school has beenfthe hpst of a Dean's Grant: 11_are firsteyear projects; 4,
second-year projects; and 4 original projects which are now in their fifth
and sixth years. The development of an inst%ument that would reflect these
‘Variations and, at the same time, yield usable data, required both creativityb
and patience. The Regional Evaluation flanning Team completed this task in
March 1980,and instruments were sent to projects during the‘snring.‘ Data .

L
. f

were compiled by the Team in July 1980. .

Evaluation«§trategy

As indicated in a oreceding section,'a‘modification of the .Discrepancy
Evaluation Model (DEM) was employed. The DEM requires the specification of
tan.vIdeal" set of pgoals nhich arekthen compared with the "Actual" }asks which
arevcompleted to accomplish the goalg.k Each Dean's érant project reported its
goals for the 1979-80 year (the "Ideal") and indicated the activities that
would be mounted to meet its goals. The maximum and mikimum levels of attain-
ment‘for the goals were charted and then‘each project specified its prbgress'
in accomplishing the goals ("Actual"). The gap existing between the actual
and the ideal represents the evaluation: a oiscrepancy in the achievement.

Sampleg of the evaluation forms are given in Appendix A. .

1

Variables and Levels of Attainment

Each Dean's Grant project was asked to specify its goals in the following

categories: faculty, students, curriculum, and insfitutionalization/organi-'

-

zational structural change. The Regional Enaluation Team members made this

~ R
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classification decision on the assumption that the focus of the Dean's Grant

- projects was faculty development. Faculty development, consequently, was

- . . .
expected to result in curricular revision to increase pre-service competency

»
in meeting the needs of mainstreamed handicapped children. Each category
of goais was subdivided toAform the variables of interest (knowledge, per-
formance, attitudes, behavior, and relationships) in the analysis of the data.

Figure 1 (The Categories and Variables Matrix) depicts the variables in their

" respective categories.

Insert Figurefl about here

Each variable was scored from the self-report of each Dean's Grant project
on the Degrees of Attainment Scale. ‘The scale was used to indicate project
progress toward the operationalization of each goal, ranking the best to the

Vg .
worst progress toward that year's goal. Figure 2 depicts the Degress of Attain-

/ /
’ !

ment.
figure's—i' '
Degrees of Attainment
.. : . F
) : 1. Most unfavorable outcome thought likely.
2. Less than expected succésé.
o 3. "Expected level of success. *
. AfJ‘More than expected success.
. 5. Best anticipéted-success thougﬁt likelf.
4

Samples of the procedures, instructions, and report form are included in the

-1 o " -
Appendix (see last page of the Appendix to the general report).

8o - ;



Figure S5-1

The Categories and Variables Matrix

a Facuity compékggcy in areas of:

(1) Knowledge

{2) Performance
(3) Attitudes

(4) Behavior

(5) Relationships

Student competency in areas of:
¥ :
(1) Knowledge
(2) Performance
(3) Attitudes
(4) Behavior
(5) Relationships’

- Curriculum reevaluation and revision:

(1) Courses/
(2) Experiences - field experiences
. (3) Materials -~

d. Organization41 Structures (Institutionalization)

i
I

. Variables

!

Categories . :
- ‘ ' Organizational

Student Curriculum Structures
Yr. 1 2 Yr. 1 2 3+ Yr. 1 2 3+

Knowledge

X X

Performance

X X

lAttitudes

Behaviér

Relationships

Courses

Field
Experiences

. Materials

Organizational
Structure
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Data Collection and Analysis

-

~ would be descriptive and demograﬁhic, and that untfl all the projects in the

" four categories, che Regional Evaluation Team developed a profile (ba ed on

-;frequency counts) of the focal areas which projects in the fi;st, sec?nd, and\

Seventeen of the 19 projects submitted cempleted forms to the Regional
Lieison; the Regional Evaluation Team metwin Ann Arbor in July'1980 te'codify
and analyze the data. Subgroupslof the Team were assigned to the analysie ef
éhcult; goals, student goals, curriculum goals, and institutionalization or
ofgendzatioﬁal structures. ‘tt was decided tﬁatﬁthe first round of analysisl s
- -~ i
region had an_opportunity to respond to the design and the first descriptive

A N
report, the collating, specific analysis, and reporting of Degrees of/ﬁttain—

ment across projects in ‘each area would be delayed. Therefore, in eadh of the

— > 5 M

——— e €

third-plus years were concentrating‘en in each of the areas deeefibedipre-
viously.  Comments were made on the.degree to which the data seem to Qe norm-
ative and developmental criteria for project/eccomplishmentsb Tﬁe reﬁorted
date thus provide infofmation on focal areaé of activities fdr Dean'i;Grant

/’——_"/‘

projects in the Central-Region:

Limitations of the Evaluation Strategy

(a) The study has the problem common to all investigations that\do not .
impose a single etendard measurement and a single set of clearly defined var-~
iables.> In drder to preserve flexibility, the Regional Evaluation Team did
not provide rigid definitions for the categories. (b) lIn the COntedt analysis
of the data, the subcommittees of the Regional Evaluation Team did not have

the time , to check their work with the whole group, and, therefore, there may

have been some mixing of "apples" and "oranges" in the same category. Never-

theless, as a first step in cross-project evaluation the effort is worthwhile;

3




ir does yield a strategy that specifies developmental staées in most Dean's

. Grant projects and it can be used as a national norm.

Tre Findings

The findings~reported‘in this section are based on the content analysis

s the responseé of 17 project. in the region. Table I indicates the number

+I goals Specified ih each area and group by project yeaf. Several projects
haé more than one-goal for each variable.

Taple S—{

Goals in Each Area by Project Year !

Yariable ’ ‘ Number of Goals
ngg;L Year II Year III+*
(§=9) (N=4) (N=4)

Faculty | 32 17 11
Students ﬁ , 8 12 3
,Qprriculum N 21 1 N 11
Organizational . ,

Structures R 3 N 2

/

 *These four projects are five- and six-year old and in their seconﬂ cycle of

funding.

As can be seen in Table 1, each variable is analyzed by the "Séage of Life"
of the project: Year I, Year II, and Year III+. The categofy Year III+ is
potentially'misleadiﬁg because the prdjects so classified are actually in a

A

second cycle of funding. Projects in this group submitted only current goals.

1ne Regional Evaluation Committee has ﬁo data on goals that may have been

ac;omplished by each of the four projects in preceding years. Consequently,

giveu this gap in the data, extreme caution mus§,be taken in drawing con-
, . .
clusions on the relative emphasis o< Year II1I+ projects.

8%
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The fi~~inns are organized to present answers to two questions:

1 ".at commonalities and differences exist in activities of projects
o Jdfferent stagesxof life as these projecté-attempt changes in
«. faculty development? : [f

teacher-education student competence?r

teacher-education curriculum?

d. otganizhtionalﬂétrucpures?

What can be inferred about the qualitative'and quantitativeilevels of
perfovmance expectations of projects at different stages of 1life? |
7. elatively small sample size limits generalizations on‘a national
basis. ~*. {act that there is discontinuity from Year II to Year IiI+ projects
(fif 1~ and sixth-year prdjects) suggests that any continuum across the stages

Cof “l.e of projects be&ond Year II should be viewed cautiously. But the data
sniﬁé;r trends worthy of further investigation. *
Tie findings of the'Team in response to the two questions are organized by
: ]
tt+ .aajor variable of ipterest:
| # Faculty Development |
e Student Competence

. tencher Education Curriculum
e Organizational Structures

Faculty devequmentﬂ'“The data derived from the self-report faculty
development inventory are depictgd iﬁ Table 2. Results are repoxted by (é)
total.number of institutions responding per year, (b) total number of in~
stitutions responding to each categofy;variable, aﬁd (<) thevtotél number
2f =c-als for each variable respective té\year. Ind?cations are that projects
:a the first year of bperatibn piaced a higher emphasis on ?aculty'Develop-

merit 1n areas of Knowledge and Performance as compared to projects in the

1
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: . . v
second and third-plus year; 66X of the ﬁrojects in Year I addressed Faculty
Xn> wledge as compared to SdZ in Year II and 0% in Year III+.
Analysis of second-?ea; Dean's Grant projec;s indicates that although |
attending to Knowledge and Performance was” found in‘SOZ of the prejeC£s, in~
creased emphasis was reported for developieg feculty attitudes (75%Z). Table

Table 5-2

Cdtegory: Facuity

‘ Year I Year II Year III+
/ Institutions Institutions Institutions
_ (N=9) (N=4) (N=4)
Variable # of # of # of #of #of  #of ,
Inst, goals -Inst. goals Inst. goals-
v ’ ' "\\
Knowledge 6 7 -2 5 0 0 A
Performance 7 8 2 4 2 3 g
\
Attitude 5 5 3 5 2 2 ’
Behavior 5 7 2 2 : 4
Relationship 5 5 ) 1 2 2

2 indicates that projects in their III+ year of funding (5th- and 6th year
grants) shifted emphasis in Faculty Development from Knowledge to areas of

Performance, Attitude, Behavior, and Relationships. This shift is viewed

as a logical transition of emphasis from firstfyear giantg to more mature
: projeets‘which~previously”had'attended to the issue of Knowledge. It can be
noted in Table 2 that in many instances the ratio of goals stated is higher

than the number of institutipne responding owing to.the fact that institutions

/

Ju —
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responded mcre than onceito each category, indicating the unique character-
istics and needs among tne projects.

The me:hods and activities by which these goals were met were highly
diversified and contextually specific. However, several global commonalities
could be found among projects in each year of operation. Activities related
to the development of faculty knowledge about Public Law 94-142 receiVed major
emphasis in all first-year projects. 'Activities designed to develop faculty
knowledge for first- and second—year projects included such learning exper-
iences as lectures gusing internal and external speakers), field trips,

readings, informal discussion, and seminars or workshops. Activities reported

for the faculty performance area in first-, second-, and third-+-year projects

%

reflected concern for the development of teaching-learning materials, such as
packets, modules, films, newsletters, and monographs. This category seemed
to be interpreted primarily as the Dean's Grant project's product category.

. ,

Activities to developicnange faculty attitudes toward handicapped children

ran a gamut from contact with handicapped individuals and value clarifications

activities tc dean's lectures and the administration of an attitude scale.

(Al: cata are displayed in Table 6.)
raculty behavior development appears to have been defined by most Tes-

pondents as process and was illustrated by such activities as faculty conducted

workshops, participation on panels, and presentations at conferences. The

faculcy relationship category is represented by group activities, such as in-

formal get~togethers cross-college symposiums, and small-groypfaessions.
Faculty retraining as development activities are reported in all cate-

gories and all years. It is clear that this remains a charge to all Dean's

Grant projects throughout their existence. ’

.

i ~
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Student competence. The analysis of the data on students and their

role in Dean's Grant projects are.depicted in Tablev3. It should be noted
tha;'some insticutions reported differential goala»for students under the
Attitude variablge. 1In consideration of this confounding factor, general
statements would be suspect ané misleading. Analysis of the data included
some judgment of whether the goals were accurately classified under the
appropriate'yariables.

One of the first-year iﬁstitutions reporting on the student category
described four goals and anticipated outcomes, but it provided no informa-
tion on the activ;ties to be undertaken to réach these goals.\ This
omission renders the report incomplete in terms of specific analysis.

Another first-year project repofced activities that clearly were data gather-
ing in nature. These activities were not designed to effect student behavior.
The remaining two first-year projects had well-structured and specified
goals‘to effect student behavior.: These projec;s, howéver, reported minimal
success in attaining their specified goéls. It appears that goals designed

-

specifically to affect students may not be warranted for first-year pro-

~ Jects. However, indirect effects on students may occur as changes take

ﬁlaée ih faculty ﬁembers.

Seventy-five per cent of the second-year projécts reportéd on student
partiqipation. All these projects reported an increase in knowledge of
éheir'scudepts who wefe participating in project activities. The activities
by second-year projects to meet their goals were all formal in instructiqnal

—t
format: seminars, courses and workshops. One second-year project respzj?ed

14
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Table 5-3
Category: Students

Year I Year II | Year III+
Institutions Institutions Institutions

(8=9) (N=4) (N=4)
Variable ' # of #f of # of # of # of #f of
' » Inst. ' goals Inst. goals Inst. goals
Knowledge 2 2 3 3 p 2
Performance 2 2 3 3 b 2
“Attitude : 2 2 4 4
Behavior 1 1l 1 : 1 1
Relationship ' 1 1 1 1

to the categor& of stuaent relationships. This was measured in a practice-
teaching situation, as were the variables of Behavior, Performance, and Atti-
tudes. The interactions and relations among these variables, especially in
a practicum experience, make it extremely difficult to treat each as a sepa-
rate element. Two institutions reported on attitudes and relied on course-
work and direct experience as activities to aéhieve these ends.

It appears that by the second yearfDeah's Grant projects should‘begin
to focus on effecting changgs in students. An increase in Knowledge, some
{ changes in Attitudes, and proéiding opportunities for direct contact with

handicapped youngsters appear to be reasbnable goals.
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Two projects provided specific information on théir students' goals.
Both projects were in th; fifth year. One projectbhad as its objective
Student Knowledge; this would seem to be a low4ievé1 priority objective
for this time. Another second-year projecﬁ has Student Performance in
a bhinstre;med 5etting as a gdal} this appears to be a reasonable goal
for year five projects. However, given the va:iability émong sites gnd
the cyclical funding patterns, all such comments about appropriateness
of goals must be interpreted in the context of individual projéct goals.

In general; there is a progression from a limited focus on the students
in the first-year prqjects to an increase in the second-year projects,
with at least one f{fth-year project focusing extensively on students'
performances with mainstreamed youngsters. ' As a result of the analysis
of the self-report data, second-year projects may want to begin to impact
on students wifh an increased focus implied fo£ subsequent Yyears.

Anotﬁer factor must be briefly discussed when looking at the student:
Two first-, two second-, and 6ne ; fth-year .project, in discussing the

initiation of curriculum-field par icipatoryvexperiences; require students

. s

to undergo a program necessitating direct contact with handicapped young-

sters. This expefience (discussed previously) cannot help but affect

students in many ways and may well be discussed as part of the relation-

ships and attitudes. It is recommended, therefore, that in projects in
which direct experience with handicapped Youngsters becomes part of
the curriculum-field experience, such proj report these experiences

in terms of the student variables of attitude, performance, and relation-

/ .
Vi -~

Curriculum Revision. The data generated by fhe self-reports in the

9.4

—
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area of Curriculum ére depicted in Table 4. Thrée'Variables'are

specified: courses, experiences, and materials. Table 4 accounﬁs for

the total number of goals for each category by the total number of in-
stitutions responding that year. ~Analysis of the data indicates that

many institutions establishedrmore than one goal that attended to each area

of curriculum development whereas others did not address this area at

“

all ( i.e., one institution responded three separate times to the category

.

o} materials develdpment).
In analyzing the Objectives‘and activities bvahich projects meﬁ
theif anticipated lgvels of attainme;t for stated goals, some commonalities

were found that seemed to be specific to the age of the project. - Pro-
jects in the first‘year of operation were cbnsistent in identifying a
need for change in course content to help students better understand main--
streaming issues; 50% of the projects for this year had taken preliminary
steps toward the analysis:of course content. Commonalities of the first-
year projects in the category of Experience were noted in the specification
‘of initial steps of re-examining and revising students' field experiences.
In the category of Materials, all fi;st~ye§r projecté‘that gpecified a
curriculum goal addressed the issues of reviewing,'déveloping and dissemi~
natingvappropriate 1earn1ngwéids;

The common activities-in thg»area of Courses for the second-year pro-
jects 1nc1ude& plans for the in-depth Fevision of curriculum and incor-
poratiné the revisions in the targetéd course syilabi. A1l fourfprojects

addressed the issue of expandihg student field experience in Special educa~

tion and mainstreamed classrooms.” The Materials category indicated that

s
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three of the four second-vear projects see as their goal the revigion

and review of pertinent materials falgted to Public Law 94-~141.

Projects in the thi}d-year—pIQE“ﬁf”Bperat10n (N=4) set as goals

‘more expansiveé and intensive revisions of course contents, specifically

in the field of Secondary Education (N=2). The Material category for

third-year-plus projects emphasized thevdevelopment of more sophisticated

learning aids and of instructional technology to enhance instruction,

The focus was on interdepartmental work and audlo-~visual instruction

aids. The Experience category for these "old" prolects featured increased

A}

emphasis on pre-service student experiences with mainstreamed classrooms,

in their respectiwve states.

%

Table 3-4

Category: Curriculum

R e Bt W s Y W i e o

Yoar T

as well as the exploration of dual certification standards and livensing

v e Wi AR e A Mb W ik A W e RS e e A e

Year 1 ‘ Year II1 +
institutions Institutions Ingtitutions
{N=9) (N=4) (N=4)
Variable # of # of # of # of £ of # of
Inst.  goals Ingt. goals Inst. goals
Course 6 6 3 5 2 2
Experiencs 7 7 3 3 3 4
Materials = _ 6 8 NS SN U A
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In the area of Curriculum there seems to be a sequential develop-

‘mental pattern from projects in their first year of operation to those -

in their third-plus phase. Given the qualifications: for third-year-
plua projects stated earlier an apparent continuum focuses.on identify-
ing the need for change, planning for the change, initiating appropriate

steps»for change, carrying out designed formats, eva ating the pilot

program, self-correction, and repetition of the cycle. This_contifiuum

°

representL one developmental mode. There are others which are equally:legiti—

mate.

rganizational Structures Analysis., As one might suspect in most

projects, whether first or second year or veteran projects, goal setting

was focused on faculty, student, or curriculum change. A modest number

L}

of goals related to changes in structures:
1. vCreation'of réquired c0urse in mainstreaming.

2. Development of core courses that facilitate curriculum

change. - ,
i
3. Development of fielﬂ experience structure,:

4, Designator of admﬁnistrative support structure to co-
ordinate and monitor changes 'in curriculum. -

5. ‘Reorganization of ‘the college of education to reduce
territorial constraints on change. v ‘ s

It is’ quite possible that othe projects are active in changing struc-

tures within the context of their'Deans Grants., An appropriate extension ’
=

h of Regional Evaluation Committee activities might be a focused interview .

with project personnel to bring to the surface additional insights about

project goals and'activities.
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In respect to the investigation of "commonalities and "differences"
based upon "stages of life," there are too few examples.of structured goals
to draw conclusions. In regard to "degree of attainment" estimates, one
hypothesis that appears to be supported by the data is that structural changes

3 - '

may be associated with Dean’s Grant project activities but tend not to be
f‘ a direct outgrowth of these activities. This hypothesis is suggested by

- the fezet that four of the six projects with structural change goals are

first-year projects and these four report high "level of goal attainment"

during this first year of Dean's Grant project activity.

Conclusion and Recommendations

This document represents a first phase. Much remains to be done.

P . However, this first phase of a multistage regional evaluation effort has‘
produced valuable empirical information. Information is presented on
project focal points on a project-year hasis, on which activities best
accomplish specific objectives, and, most important,on the commonalities

| .- " shared by 19 projects in very different places (see Table 6). This sample
represents 157% of all Deans' Crants for the 1979-80 year. It appears
'that projects may be more alike in both goals and strategies than might.
be expected by the variation in project setting. This preliminarylfinding
has implications for the development of a national evaluation model by

-
the Dean's Grant projects before one is thrust upon them.

The time-linked commonalities in goals, object{ves,'and activities
which were noted across role groups and processes has further implica—

tions for developing a set of general norms for project movement dunin

e
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T : | Table 5-5 - | . |
L_ - - . Summary of Levels of Attainment for Central Region ’
Faculty, ' Students ‘ , Curriculum R
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a'given‘threc-year cycle. The specification of generic developmental stages
is one way of retaining the flexibility allowed to Dean's Grant projects,
jet holding them responsible for reaching some milestonesé in accomplishing
goals. There is reason to believe that differences among projeots may

be linked as much to the number of years in]existence as to institutional
and contextu;l factors. Hence, the notion of ; developmental model‘for
project performance is supported by the data displayed in tnis report
and‘tabulated in Tables 5 and 6. | '

Table 5 groups the projects by project year to describe the projects'
reports of levels of attainment by means. minimgl and maximal nalues. and
number of responding institutions. The reported ranhes for'each
variable and means illustrate a basic probleﬁ in self-report measures of
this type: only the middle values are consistently used by the projects,
Additionally,.the means and range are also only one-time measures (end

of the year), so it is not known whether projects began at and maintained

. the same level of attainment. ‘ i

For this and other reasons stated earlier, there may be more useful
ways of gathering and reporting data for region-wide and single institu-

tions. A suggested alternative is a modified taxonomy: ‘a suggested devel-

opmental sequence for the 1ife of projects which is used as one source “

of information in the development of individual and region-wide Discrep-
ancy Evaluation Models.

Taole 6 presents a summary of the activities actually carried out
in the area of Faculty Competence to achieve the goals specified in the
areas of Knowledge, Performance and the others. These data, concerns

with definitions, and project age led to the design of the data collec-

10
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_tion device shown in Table 7.

Table 7 presents a ssmple instrument with descriptive information
cn projects in a suggested develcpmental nequence. This kind of an
instrument is illustrative of a prcposed modification‘of the 1979-80
;Central Region Evaluation Team Effort and is more in keeping with the
Dincrepancy“EViIﬁEtion,Mo&el. |

As one looks across the four variables of faculty; student, curriculum,
eed organizational structure, projectbfocua seem to shift from faculty
to student and curriculum as the project ages. Similarly, activities
and energies move from curriculum change to of§anizationa1 structure change
in the "older projects" (three years +) whereae several new projects
view organizational change or restructuring as a major strategy for
;kxaccomplishing the goals of the grant., It may be that the category,
Organizational Structure, or institutionalization or structural change,
is a process variable rather than a treatment or outcome variable of
. the same type as that cf fgculty, student, and curriculum. This is an
area for further review byvthe projects in the region. There is some
evidence among the older projects that activities moved from a broad~
based global focus to a more highly intensive individualized approach,
to specific gctivitiea which can be identified for an individual or
a designeted»grouﬁ.'

Further examination of the data and additional systematic and

periodic coilections of'dataiusing-modified versions of the forms developed
for this pilot study should" provide additional insights into commonali-

N

ties and unique qualities.




: ' . Table 5-6
‘ - ACTIVITIFES IO ACHIEVE FACULTY COMPETENCY
Reglonal Dean's Grant Projects d
1980

- Categnry Year 1 : Yesr TI Year (1}

Lectures using internal and Workshop with external . None
external consultants spesker
Observations ' '
Simulations
Field trips ‘
Hands-on experiences
Media '
. Resource materials
T Suggested readings ,
Informal discuseions ' "
KNOWLEDGE Released time
Conferences
Retreats : : ,
Surveys ' : L
Fleld trips to mainstream sites
Research studies
Sf{te visaits ' .
Seminars and workshops :
Rewsletters
' Task force
: Information retreivsl
- method .

-'[6-

Develop faculty tesm Faculty workshop with Mini-grants
Sowmple module ' consultants Support through graduate assistants
Master plan and schedule . Humsn snd material support
Support materials ' Use of packet concept
' L Presentations by project stsaff

PERFORMANCE . in courses
Individual snd small conferences
Teaching-Learning packets
Review course syllsbi
Surveys ' .
Conferences
Conferences/Retreats/Lunch-

time Seminars ‘ . 1 04 )
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g (stegory Year T Year Ii Year (11
\ Film . Curriculum review Surveys
. Penel presentstion by Team tesching '
hsndicspped persons- ~ llandicapped Students' workshops
Readings ) o Noon-hour seminars
Lactures Materials development
ATTITUDES Values clerificstions Cross-departwent meetings
4 -gtaff development sctivities Workshop with public school
Seminars end workshops teachers
Deen's sddress Workshop on evslustions -
Surveys ) Administrstion of sttitude
Conferences scsles
Ssall group travel stste
progrens :
wockshops Mecetings with department Tescher educator teeching in
'l Incentive system chairpeople wainstresm setting |
‘Interdisciplinary seminar Seminsr sudits . psrticipsnt-observstion
, . Identificstion of national ~ , in field site
g BEHAVIOR end stste mainstresm Monogrsphs )
! conferences Stipends _
* Support for interschool plen
for mainstresming content
in courses .
Workshops end seminars Interdepsrtment noon Conferences
Small group sessions hour seminar
Small group facilitetors Cross college symposium
Staff development '
Informal feculty get togethers
Interdisciplinary visits
. uwrmusntr# Expanding advisory gronps .

Publicetion of quarterly
reporte ‘
Newsletters and updste of
legisletion on
hendicepiom
Consultetion conferences
Steering committee




Table 5-7 ' -
Summary of Project Activities by Year

"CIRCLE YEAR OF PROJECT

Project Code

Faculty Objective

J | o ' CIRCLE ONE
Variable [ NA Activities for First Year Projects Date of Activity {Actlvity Activicy
) Completion | Completed |In Progress Not Started
Faculty A. Assegs faculty knowledge of and attitudes toward
» mainstreaming formal and informal devices. 3 2 1 }
B. Introduce goals and objectlves of beans' Grant
to teacher education faculty. . , .3 2 1
C. Plan facuﬂty development for the year with in- '
'3 put from faculty , 3 .2 1
: ) ;
D. Organize and implement. workshops, field trips.
geminars, etc. . ’ 3 2 1
E. Train project staff and faculty. ‘ ' K] 2 1
F. Establish a project ‘Management Information Sys— , ‘
tem with staff and faculty responsibilities. '3 2 1
G. \ | 3 ) 1
‘ N. ' 3 2 1

’

« .
NA refers to activities that were not to be started in the current year or not begun at all.
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Table 5-7 (Cont'd.) .°

CIRCLE YEAR OF PROJECT
1 21 3 4 5

L5

Project Code

-
T

" Student Ob(j:ecr.ivé

CIRCLE ONE

« Variable | NA* ' A Activities for First Year Projects Daﬁe of Activity [Activivy Activity
. e » Completion | Completed |In Progress|Not Started
,/’ ‘Students ‘A, Assess students' knowledge of and attitudes ‘
‘ toward mainstreaming. \ ' < ' 3 2 1

B. Plan and sponsor cross departmental orientation
" 7 workshops for students. 3 2 1

U]

y | C. Schedule and ‘supervise field trips to gites with

! .

;'g handicapped atudem:s._ - _ i 3 2 1

D. Presentations re P.L. 94-162 ia social founda- o
: tions courses. : ! 3 2 1
E. . 3 2 1

. [ . R )

¢ F. 3 2 1

? . .

-

* . - A . . . . _‘4- ) .
NA refers to activities that were not to be started in the current year or not begun at all.
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Project Code

. . Table 5-7 (Comt'd.)

Curriculum OBjegfive

Date of

Activity

CIRCLE ONE

,Variable Activities for First Year Projects Activity Activity
. Completion | Completed [In Propress|Not Started
Cutriéulum' A. Faculﬁy involved In review and amalysis of Teacher ‘ A
Education curriculum re P.L. 94-142. 3 2 1
B. Qdmplete needs assessment of curriculhm and share - 2R - TR
- with faculty. 3 2 1
C. Plan for curriculum revision. p 3 ~2 1
D. T -3 2 1
— b'/yir_ = =
0;3an12af16h51‘§trdétdre Objective 5
Organiza- A. Consider reorganization of relevant structures to .
tional facilitate project goals. ' ) 3 : 2 1
~ Structure. 2 \ :
- ' B. Review SCDE organization with College Advisory , ' »
Committee.’ « 3 ’ 2 1
N A
C. Organize and convene Advisory Committee for pro- .
ject. - 3 2 1




Table 5-7 (Cont'd.)

__CIRCLE YEAR OF PROJECT

) 1 2 3 4 5
Frojecf Code '
Faéulty Objective
‘!griable NA Activities for Second Year Projects Date of Activicty |Activity Activity
_ : Completion | Completed ] In Progress| Not Started
Faculty A. ‘3" 2 1 ]
B. 3 2 T N\
C.. 3 2 1 '
. 3 2 1\
: E. ’ : 3 2 1 \\\ i
F. : : 3 2 1
G. 3 2 1
"H. 3 2 1
1. 3 2 1
n - — .
Students Objective :
Students A. 3 2 1
| B. 3 ~2 1
- 3| 1114
D. ) ) L
- | E , 3 2 1



Table 5-7 (Cont'd.) \

CIRCLE YEAR OF PROJECT
1l 2| 3 |.6} s

Project Code .

«\-
3

\
Curriculum Objective
I -

| o ' - \ \' : ‘

Variable NA | Activities for Second Year Projects Date of ° Activity |Activity |Activity

: , » , : ~ | Completion Completed | In Progress|Not Started
Curriculum A. ’ v , ‘ N 3 2 1

B. | 3 2 1

Cc. 3 2 1

D. ! 3 2 1

@& , e

Qrganizgtionnl Structure

Organize- . A - | 1 “ . 3 2 ‘ 1
tional : ‘ ‘ S : |

Structure B. ‘ o N : ‘ 3 o2 1

C.. ' h 3 2 1

S , . ;




Table S~7 {(Comnt'd.)

-

Projecf Code v

.

_ C EAR_OF PROJECT
1| 2| 3] e 5

Faculty Objective

“ir{able  NA* Activities for Third = Year Projects Date of Activity |Activity Activity
. Completion Completed | In Progress| Not Started
taculty A. 3 2 B 1
8. 3 2 1
c. 3 2 1
' D. 3 2 1
0 .
7 E. 3 2 1
F. "3 2 1
H. 3 2 "o
Students Objective ¢t
‘rudents A. 3 2 1
. _ ~4
B. 3 .2 1
1 ' .-
c. 3 2 1 116‘
. o\
D. 3 2 1
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Table 5-7 (Cent'd.)

. CIRCLE YEAR OF PROJECT

1fee [

- 3 4 5
“reject Code v \
Curriculum Objective °
) ‘ v , :
“.riable Activities for Third Year Projects Date of Activity |Activity Activity
o - “Completion Completed | 1n Progress! Not Started
Curriculum A, 3 2 1
B. 3 2 1
C. k] 2 1
D i 3 2 1
Organizational Structure .
organiza- A, 3 2 1
tional
‘rructure B. k] 2 1
C. 3 2 1
* 119 ’
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Additionally; examination of the levels of attainment information should
A

allow the region and individuél projects to develop realistig time lines

for goal accomplishment as well as to assist in the anticipation of prob-

lem areas. The goal is to develop more precise instruments, possibly

by interviewing a sample of a project's staff, to clarify -and validate
. } . ‘ » : ‘ L~
j . categories. Then a continuous and systematic data collection, analysis,

and reporting procedure must be devised. One such suggested system follows:

A Proposed Evaluation System and Requirements for
Application To Dean's Grant Projects

A data base musﬁ be(eétablished to get some notion of what projects
across the region do on an annual basis. At the oufgét information is
needed on the intendéd activities and objectives thaf ought (ideally) tol.
be accomplished, the pafticipating individhal ingtitutions, and a time
frame for the completioﬁ of the project's events. The information
gathered from p;ojects gso far represents a'set of baseline data from
which a sample ;onitoring instrument has been construcced (see Table 7).
From the data‘collected,yactivities have been drawn out and listed;
v they represent most of éhe'fifst-year projects. Columns have been in-
cluded to indicate the status of completion of these activities. Note
that space has been left for the addition of other objectives and acti-
vities not represented Qnd that an estimated completion data is re-
quired for each activity. It is intended, therefore, that a common in-
strument, such as this one, be constructed for each project year and

distributed at the beginning of the year for projects to use as a plan-

ning and monitoring tool for the year's activities. Staff members of

. the various projects will have the advantage of seeing "core" activities

s i ;
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which other projects intend to accomplish, and will be allowed to select
among them for use in their project by merely circling the letter of

the activity and then indicating aniestimated completion date. 'They '
are also to add those objectives{which'they beliepe to be unique to their
project and to assign them letters and a completion date. Once this
process is completed, and it may take considerable planning effort, it
constitutes an abbreviated project plan that will then he'sent to the
regional liaison or a regional evaluation team. Regional liaisonstwill
keep these-plans on file and distribute them periodically to the pro-
ject staff for a progress report. Projects respond by merely circling
the completion status of each activity in their own plan. Projects

may make one copy.for their own use and then return the form to the
regional liason. It is proposed that the instrument be mailed and
collected twice per year and that the information received be summarized
and shared with all projects in the region. Such a monitoring procedure

will facilitate periodic self-evaluation by project statf membergrand

~will allow the projects to obtain an over-all picture of regional opera-

tions as a kind of reference point during as well as at the end of the year.
Such methods should increase useful communication, provide information
on growth and accomplishment, and he1p to facilitate any assistance_that
projects at the local level may need in time for such assistance to
be effective.

To increase the richness of the data gathered, projects also would
be requested to fill out brief demographic reports and to indicate any

major change'in program structure or components when they respond

12z




periodically to the‘instrum” t. Also provided will be a section in

grouped by year of operation and, as indicated earlier,

no. data or individual projects will be.reported.p The lower the dis-

<the igher are the indicated accomplishment levels of the projects.
S ch reporting will aid the identification of particular strengths and
weaknesses of projects ‘as well as provide an accurate’ picture of |
exactly what actiuigies_took place generally across projects. The re-
port will be distributed to each project for self-comparison purposes
"and for planning for the upcoming year. |
Each year of operation will provide more data for instrument refine-
- ment. No doubt, changes will occur from year to year, some that already
" ¢an-be anticipated, given current evaluation data. Also indicated, how-
evEr. will be howx first-year projects,'forlexample, change over the years,
as .defined by those objectives that are written in by first-year projects
in the process of developing the initial plan (the first time they £111
Zout the instrument). Such "change" data will be invaluable at the regional
band national level for evaluation ‘and planning purposes on a wider scale.
All distribution and collection procedures could be handled by the

regional liaison_ on a regular basis, with project anonymity guaranteed to

local projects.

PRI
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v « , »
-

Instruments might be revised and updated yearly for distribution

Yearly evaluation reports‘of the data ;ggregate3'by project yeat
may' be reported locally, rggionally, and nationally. Once initial
instruments-afe construcféd,vthe system shoh;d be'able to be
managed with a minimum of cost'and efforf; if it is maintained
properly.

In summary,'this evaluation scheme is proposed on the basis of con-
sideraﬁle discussion and the Qnalysis of the‘data presently availlable
from Dean's Grant projects. The limitations on the usefulness of
these dat§ has revealed the need for a more comprehensive scheme
to gathervdata éeriodically and reveal ihdividuél growth of local
projects. One key stumbling block in a once-per-year.assessment
of projecf éccomplishmentl}ies in the diversity of project activi-
ties and the diversity of the institutions conductiﬁg Dean's Grant

programs. The suggested scheme is easily administered and maintained,

once it is in place, and it will satisfy these complex needs with

" a minimal local project effort. The informaé!on provided will have

high utility at local, reglonal, and national levels in terms of &

§escribing the épecific and general accomplishments of projects on

- a yearly basis. It is not intended to be used as a‘comparative de~-

vice or for use in making decisions'on project cbmpetence or eligi-
bflity for refunding. As proposed, the scheme should greatly in-

crease the usefuTlness of the data gathered for all levels of project

functioning. . 7 Y
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Chapter 6

The Dean's Role in the Dean's Grant Project:

Director and'Advocate15

Carol A. Sivage

UniVereity_of Portland
Diane Reinhard and Richard Arends

° .. University of Oregon

'y

The basic assumption of the Dean s Grant Program is innovative but \
problematic. These, grants, awarded by the Bureau of Education for the Handi- i
capped16 to 141 institutions of higher education in the 1980—81 academic

year, put deans in a critical role, that of advocate of curricular reform.

. o
N

The assumption of the grants is that by serving as pro;éct directors, deans
 can be instrumental in reorganizing teacher education. The original grant
announcement from Dr. Edwin W. Martin (Juli 29, 1974) stated the charge.

Addressed directly to deans of departments} schools, and colleges of education,
\ 4

it requested the dean's asaistance "as a change agent" to.prepare regular {

education teachers to meet the needs of handicapped children in an expanded

fr -

!

r

 mainstreanm.

lsghis report is based on a'lpnger technical report, Qperationalizigg

Advocacy: An Analysis of Deans' Roles ‘as Project Directors of Deans'vGrahts

by Carol A. Sivage; Diane Reinhard, & Richard Arends. Addrese requests for
information to Carol Sivage, University of Portland, 5000 N. Willamette.Plvd.,
| f

Portland, Oregon 97203.

6Now the office of Special Education in the U. S. Department of Education.
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There is little empirical evidence to support the assumption that deans

'are critical to the success of Dean's-Gtant Projects (DGPs). The purpose of
this study, therefore, was to investigate the behavior of deans in administer-
-—1ing the grants_ and.toeascertain_uhether the reported behaviors differed from
those of the roles advocated by the developers of the Dean's Grant Program
and by theorists of organizational change in higher education. |
The questiona addressed in this study are as follows:
1. 'What do dearis actually do as project directors of Deans'
- Grants? What are the real behaviors of deans which are
! seen as helpful to change efforts?
2. What discrepancies exist in descriptions of‘these
adminiatratora' behaviors? Do external funders, project’
personnel, and the literature preseat a view that dif-
fers from the actual behaviors of DGP directors in
repregggtativetsitea? _ - g
Methodology
The study used a form of case study exploratory research'which is
probably more properly described as "mini-case study" Because of the rela-
tively short time spent at each site (an average of 2 days per vigit). The
‘purpose is:similar to that of longer case studies, however, because:ﬁe tried'
to provide a detailed; factual, and'in—depth~desetiption of the subjects,
striving for wﬁat anthropologist Geertz (1973)17 called "thick description"
(p. 7).

Rl

17References are listed at the end of the -chapter.

.
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A stratified random sample of 10 DGP sites was selected which equitably

repfésented'thefcategories of institution siée and miésion,'geographical

region, and fundiné level of graﬁt. Furthermore, in order to obtain the
*”‘“””‘“”thiék#‘déscription of the dean's role, only sites which had had a grant for
. ?t least 2 yeﬁrs, and which had had the‘same dean for at least one year, were
considéred. The plan was for each visit to consiét 6f interviews with the dean
and appropriate project pefsonnel'and faculty during a period of two days per |

site. . o . »

. - - >
The first meeting in each case was with the dean. A master script was

| . used for consistency. It provided an outline of the purposes of the study,

the obligatipns of the de ;‘should he18 choose to participate, confidehtiality

issues, and next\ teps in facilitating the visit. If the dean chose to par-
ticipate, he had the‘option of selecting a contact person to manage details

of the visit. In every case, the dean was most eager to participate and wel-

-comed our researchs . .fl,b_ e O S
B [

We asked the dean and coﬁtact person at each site to send us preliminary
informatioﬁ to provide a context. Course deécriptions, descriptions of the
education unit, and information related to the DGP were especially useful, as
were university catalogs and information oﬁ the city and its environment.

The contact person at'each site was asked to schedule interv;ews with
éppropriate personnel associated with the DGP, including the dean, ﬁroject
coordinator, and faculty members, as well as some faculty members wholyere
very active in the DGP and .some who were not acFive. In éll, élmost‘loo\

persons (12 deans, 9 ‘project coordinators, and 73 faculty members) were

18Inasnuch as all the deans in the study‘weré male,bmasculine pronouns are

used throughout the report.

125
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- .
interviewed at the 10 grant sites for this study.

Results ..

PN U USSR SRS S S I SO e PR

THE DEAN AS ADVOCATE OF CHANGE

>

The two objectives of the study related to the topic of administrative
.

»

advocacy.
1. We felt the need to "operationalize" the definition of advocacy
'by gathering instances of observed oehaviors of deans who supported DGPs.
We hoped to categorize these behaviors and thas to create a systematic
framework of behaviors that support change. This framework, we thought, } o
could lead to an operational definition of advocacy‘ |
2. *ﬁe wanted to compare the very different contexts of public schools

and universities. Most studies of c.uange which we reviewed were carried

" out in public school‘aettings. We hoped, by virtue of the higher education

settings we studied, to add further insights on administrative advocacy in

/

the7autonomoua‘milieu of the university.

Because literature on deans as change agents in higher education was
almost nonexistant, we'found it useful to extend our 1iterature search to
a number ofvtelated topics: administrative advocacy in.general, the process
of . change in public schoola, and a fascinating body of literature on the
peculiar situational context of higher education.
- The firat concern, the supportive*behaviors of the deans we interviewed

and_concept of advocacy, which is developed through a review of existing

literature on the topic, define the two dimensions of advocacy which we

- ¢

propoae.

-

One dimenaion provides a view of what advocates do, using citations

of appropriatg 1iterature and information from our interviews. The roles of

125
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negotiator with egmpéting factions, persuader for participation, and choreog-

' rapher of.change_g;eudeeegdb;gf\\Neg;;.we move to the second dimension,

AN

Advoeaqy Intensities. The categofiea,»which aeem to differ primarily in

intensity of invplnelent, use actual ?ituetions from our research for clarity.
’The final section summanizea the two dimensions and'pfesents a graphic
framework of rnie- and deans' intensities of involvement as they admdniater
ﬁGP-. |

Advocacy: A Definition

The award of grants directly to deans was planned specifically to

. .develop advocacy, commitment, and awareness in these chief administrators

of schools and colleges of'edueation.‘ln the Rand Study”of Educational

‘—"6?:"fnﬁiBffinﬁnnFVEEibﬁ'"'GEi‘ﬁ"a'nf"ﬁfeeanoﬁ"d}”’E”’”ﬂ"é’ﬂéﬁ“gﬁ'ﬁ[’i.”n’,_fgﬁ“,”p".'“123)“."“'1'5’(" e T

Change,'administratora who were leading change efforts were dubbed "gate-

keepers of change".in;:eeogniéion of their vital role in either facilitating

Rand researchers reported that the projects that accomplished the least were
redireeted or subverted by administrators. Endnrsement and active support
by adminiutrators were almost necessary for success. |

A definition of advocacy is provided by Kritek (1976) "Advocates

defend the integrity of the‘innovation, recruit members, infuse them with

' valuea, and secure resources" (p. 97).. A dean who was active in the early

planning of the Dean's Grant Program extended the definition.n
. Special educators had tried to change regular teacher
‘treining programs for years, but they had no luck. A
dean could do it though‘ If deans could Be bronght
together for discusaion foruns, they could learn from

each other how to change teacher education. .The dean

'13u.
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could be chief planner, and deans' grancs could provide -

- - S e pianntng*money. (Corrigan; 1980) — - -

2
The award of planning money directly to deans could facilitate major changes
in curriculum. These early planners saw the power of these planning granté
_ as a means of legitimizing deaﬁa' participation in curricular reform and
¥ : ;

vdeveloping powerfhl administrative advocates for educating handicapped children

stress administrative advocacy as an. essential variable of successful change
efforts (e.g., Berman & McLaughlin, 1975; Bryson & Delbecq, 1979; Emrick &
Peterson, 1978; Gross, Giaquinta & Bernstein, 1971; Reinhard &_Afends, 1979;
Sivage, 1979b; Smith & Keifh, 1971). HoweQer, no study offers specific in-
2 formation on the activitiés of administratofs who™ are perceiVéd as advocates.

1
Thus, the focus of the following section is on one dimension of advocacy,

" the roles taken.by deans as they direct a DGP. The description‘of-these roles
comes from a review of the literature as well as from interviews and observa-

tions at the 10 sites we visited.

ANARCHY, AUTONOMY, AND INDEPENDENCE:' THE DEAN AS NEGOTIATOR WITH COMPETING
FACTIONS |

Séme ideas of theorists of organizational structures in higher education
coﬁﬁlicate the decision-making prdceases in higheg education. Cohen and
March (1974), for'%ﬁStance, déscribed the contexts of uqiversi;ies as
“organized anarchies, charactériéed by problematic goals,‘unclear technology

and fluid participation” (p. 3). Such characteristics complicate the pro-

134

in mainstreamed settings. The numerous change studies reinforcing this notion °

. / .-
cesses of change in structure, faculty~gttitudes, and participation which DGPs o




_organizations which are not "owned" by either special or regular education.

-111-

proposed to make. Norms of faculty autonomy in higher education 1nterposé
other difficulties to change (Baldridge, 1978; Dejnozka, 1978{'Mandelbaum, 1979).
Interdepartmental cooperation and communication are key requirements in

DGP operations yet the theorists, as well as our own observations, show com-

"munication to be a most difficult endeavor. Special and regular educators, in

the sités we visited, reported a lack of communiqétion and, in some cases,
outright hostility among their departments. | |

The lack of communication presents a signiﬁicant difficulty for DGPs
thaf propose'to prepare regular education faculty members and students in
what traditionally have been special education techniques. This sort of
change prééﬁpposes interdependence, communigh;ion among departments, and a

willingness on the part of faculty members to change and to learn new skills.

The most problematic aspect of DGPs is that they can easily become marginal

These "marginal and autonoﬁous grants,“/described as "loosely coupled"
‘(weick,1976),quick1y dissolve when‘funding ceases. The comprehensivevchanges
in cdrficulum, knowledge, and attitudes that these grants propose are not
institutionalized, nor are they integrated into the total organizétion with
careful,planﬁing and persuasion and negotiatiéns;among the competing forces
within higher éducation settings. VIﬁterdependence and cooperation are
essential for success, and the 1;dividua1 in the ideal position to plan,

persuade, and negotiate among these forces is the dean.

Internal Negotiations

The deans we spoke with often described their role as mediator and

negotiator between the often-discordant views of special and regular'edu-

cation. The political nature of higher education decision making described

by Baldridge (1978, pp;'19~20) typifies <the sitvations we observed.

132 o
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Over and over in our interviews we heare'of instahces in which the dean
had negotiated wﬁfh divergent groups on behalf of the DGP. Some instances
occurred within the education unit, ueually between special and regular edu~-
cation, but in several inetances the negotiations were in the larger univer-
sity. This-role as negotiator is a key one for the &eens we visited.

In-seven of the 10 sitea'we visited special edueation departments were
part of the education unit. If at these sites the DGPs were closely identi-
fied with special educatera,'reseatment often was expressed by regular
education faculty members. We heard at every site we visited thae the dean's
ownership and control of the grant was essential.  Faculty members told us,
as did the deans themselves, that in order to acﬁieve grant.objectives wi;h{

the regular education faculty it was beiter not to identify with any group

too closely, particularly not with the special education department.

Extefaa}~ﬂggeeiaeioas~

The deans we ihtetviewed spoke of some common problems in higher
education, particularly, declining enrellmehts that caused budget and program
cuts. They described various tactics they employ to insure the sufvivaf“ef
education progri;s, and they spoke opeimietically of the role thaf.DGPs miéﬁt
play in an otherwise gloomy forecast.

. Two deans whom we intervdewed‘described their active role in BEH-funding
(sic) negotiations, the sort of external negofiation that only the dean cen
do.) Other &eans mede it clear that the DGP had a high priority in the depart-
ment, as evidenced by its high visibility and the public relations at univef-
sity administrative levels. These deans represented the grant capably on |
committee assignments across eaﬁpue;

. We heard reports of deans who were carrying the goals of the DGPs to

political and certification channels at the state level. These deans were
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supporting standards for certification that would require all teachers to

‘be prepared to work with handicapped people, a marketable skill in the cur-

rent job“market.

We heard.that deans could manipulate the reward structure of the
university on behalf of the grant--deveIOpiﬁg overload policies and‘cuttingA
through red tape as no one else could. | . \

In summary, eur observations and‘interviews confirmed theories of
higher education organizations and polities;. We saw DGPs caught in the
middle of epposing views of education, with the potential of becoming a

marginal, and hence, dissolvable innevation. We interviewed deans who told

%

it

ps of their role as negotiator between divergent forces in the attempt to
ﬁuild ownership and integration of the grant into existing programs. It

aﬁpears to us that deans, as project directors of DGPs, are in a unique and

. and faculty advisory committees to achieve the goals of the grant.

" that deans insured faculty participation in grant activities through the

poﬁerful position to mediate conflicts-oef-values within education units and,

also, to negotiate with essential external forces.

¥

How they do this is the

subject of the next section.

FACILITATOR Of CHANGE WITHOUT REVOLUTION: THE DEAN AS PERSUADER FOR
PARTICIPATION

- The deans we visited and the faculty members we interviewed told us how
DGPs are organized. At each of our 10 sites, deans vorked through coordinators
. We~found
There is evidence in the <

powers of persuasion, both direct and indirect.

literature to support this role of persuader, especially given the politicai

nature of university decision making (Baldridge; 1971; Conant, 1978;
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Salancik & Pfeffer, 1974). Kanter and Weatley (n.d.) argued that deans need
qualicies of “moral suasion." It is their skills as political actors that ‘
éount. They wrote,

In the boundary roles in a college or university--
roléé that must mediate between environménts, constitu-
encies, and factions--the skills that seem important are
the ability to: bring people ﬁogether; give Bad news
withdut provoking~too much resentment; salesmanship;
negotiation; understanding the faculty and how to deal
with them;'andAtactica as a "supreme mediator." (p. 5) :

These writers described a task for which deans are uniquely prepared. As
chief administrators of DGPs, they can offer‘political astuteness and the
pOwef of their office to what might otherwise be a marginal and easily dis-
solved chaﬁge effort. | |

The examples of power and persuasiveness we observed seem to fit into ,

three éategories: direct perauas&on, power-of-the-office persuasion, and X

‘persuasion through others.

Direct Persuasion

We found a number of very direct ways in which deans tried to influence

faculty'nember:'to participate in DGP activities. The particular methods

" are highly dependent on personal style and situational context; thus, one

method ﬁight be rated as highly successful fof one dean in his particular situ~
ation but as unsuccessful for another person in another place. Nevertheless,

we identified the folldﬁing particular sets of direct persuasive behaviors:

e

=




 outs, and articles. This method, in its particular institutional context,
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Deans who talk about the DGPs, its goals, objeetives, and potential,
make a convincing persuasive argement for participatien. This direct verbal
support is most impprtaht, we foﬁnd, at the grant's initial stages. The
deans wefinterviewed who made a point of active persuasion at faculty
meetinhs Q: the beginning of the year were remembered as advocates by faculty
members and‘coordiﬁetors. Their supporc usually took the forms of commitment
to the goals and "yigion" of the grant, and legitimizing project staff by
identifying them with the DGP. o ]

Memos, leccers, handwricten.noces; and columns in the facu1ty newsletter
were vehicles ;o provide direct written support to DGP activiiies. For

\
instance, ‘'one dean wrote a column in the biweekly newsletter. fn the column
he stressed long-fange goals for the college and his vision of the future of
teacher education. In his particular large-university situation, and with
his personal reputation as a scholar, thisrtechnique*was most successful in
persuading faculty members‘to‘inform themselﬁes about grant activities.

Other deans used their visibility as scholars to produce articles and
make oral presentations on DGPs. This na;ional visibility was a powerful
device to involve faculty members at the iocal level.

In another site, the dean had a more informal style of leadership. He

preferred handwritten notes which were attached to DGP communications, hand-

L

was perceived as supportive.

Yet another dean, who wea faced with multiple pressufes in his urban
university, found formal letters to be a useful direct persuasive device.

This busy deaﬂtsent letters of invitation to faculty members to attend

inservice workshops. Although they were less personal than a handwritten
Lx .

&
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Persuasion through Others
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note, he reported that this technique fit his busy schedule and the formality-

of the faculty with whom he worked.

" Indirect Persuasion

We were surprised by the strength of the "power of the dean's office."
Faculty members in each of our 10 sites described how the dean persuaded
them to participate in the DGP. In addition to the direct behaviors reported

' X ‘ -
in the preceding section, the descriptions usually included an undefinable

entity, sometimes described as "clout" but usually subtle ‘and not describable .

in specific behavioral terms.
When deans advocate and support activities, faculty members know it.

We were impressed by the pervasiveness of this knowledge even when the dean

- was relatively uninvolved and invisible to faculty memﬁers. At each of the

. ' o ' .
sites we visited, faculty members could tell us what and whom the dean favored,
* N )

even when the dean‘prefefred to work through associate deans and department

chairpersons. This knowledge appears to be based on a series of actions .

whiqh can be identified and, also, on a set of more subtle, unidentifiable

behaviors. The concept of)ﬂgesealtﬂ,seems to describe what we say--all the

— H -
deangl,behaviE?Ej’EI;;;t and subtle, fit into a pattern that broadcasts a

. . »

message of advocacy or nonadvocacy. A dean who broadcasts '"advocacy" in

favor of the DGP is a most subtle and powerful persuader of faculty involve-

4

Some of the deans we interviewed let others help Avith persuasion. At
one site, an upcoming international special education conference on campus

was sponsored by the physical education department: The preparations in-

cluded building remodeling to meet'accéssiﬁility standards; they convinced

£

.
Bog eed

NSy

I S TR o0 NN
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the educetion departﬁent;qf the scope and potential of the movement for
equity for hendicapped persons, ‘
In another example, nationally knewn'scholars were bein brought to
the campus oe behalf of the DGP. Facu%ty members were impres ed with the
fu

power and prestige of these presentors: and with their commitm t to and

support of the DGP. Deans who were demonstrably part of the nétwork of DGP’

consultants en!'participentS'were persuasive factors in‘stimulating faculty o

particpation at the local level.
We propose, as a result of our visits, that persuasion be fine-tuned
to fit the dean's style of leadership and the particular university situa-

tion. There is a very thin line between persuasion and overt direction,

"and the placement of this line depends on both leadership style and situa-

- tion.- As a result of our research, we confirm what’ our literature search

Q

| ERJC

.told us: deans lead by persuasion, not authoritarian direction. Whether

direct or indirect, this "moral suasion,” as Kanter put it, is an extremely

powerful stimulue to change. e

MANAGING A TEMPGRARX SYSTEM: THE DEAN AS CHOREOGRAPHER OF CHANGE

Most change studies’ agree with the finding that "the process of
introducing and implementing change in schoefe is far more difficult thaJ)
current views envision" (Hall, Loucks, & George, 1978). Change is a process,
not an event, according to theee“studies. An extended period of gradual

. *

behavior change, often difficult and time cqnsuming, is qssociated ‘with the

change process (#all et al., 1978 Reinhard & Arends, 1979 Sivage, i979a)
DGP planners have theorized that deans are in an’ excellent position to

facilitate, or choreograph, the change process %eeded to- reorganiZe teachei’

education programs. ' Our research concurg in idenxifying activities of deans

that clarify\the choreographer~of—change role. .
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Our interviewl suggeat that deans can assess the receptivity.and
capacity of the faculty for change as no one else can. We heard about deansf
activities and actions that facilitated the mutual adaptation of DGPs and
faculty members who were affected by the projects' activities.

We obaerved how deans can deal with predictable conflicts between
divergent factions by careful choreography, coordinated planning, and

coaching. Additionally, we identified activities by which deans provide

. .the.structures. and snpports to facilitate the processmof_change,wusiugﬂthev U

DGP funds to provide.bersonnel and financial resources.
. ] ' / M B
Achieving Role Clarity

-

Most of the deans we visited left,dayhto-daydproject operations to’
others, usually, coordinators and/or management teams. Research on change’
processes indicate that this*hdministrative role is appropriate at the im-
plementation stages (Bryson & Delbecq, 1979). It must be remembered that all
our sites housed experienced projects (2 years previous funding was a
selection criteria).

Communication and brainstorming are essential to achieve role
clarity--the who-does-what, day-to-day management of the project. We heard‘>

time and time again that teams made .up of the dean and coordinator must’

%Iearly define their individual roles in the management of the grant, and

we observed a great variety in how these roles were defined. Individual
personalities, academic status, and the context of the situation appear to

be determining factors in role definition.
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At one site, for instance, the coordinator, a w ll-respected full -

!

professor, provided‘both day-to-day management an conceptualizatibn for his

fifth-year DGP; the dean wds minimally involved/ At another place, a new

V

dean and .a project coordinator (a graduate student) achieved success by
/

office proximity and almoét daily meetings, egspecially in the initial stages.

Hhen the coordinafor of the grant is a low-status faculty member or

,

a graduate student Ve observed thatfit is especidlly important tor the dean
£

to coach and visiyiy and actively communicate project goals and ectivities.

Careful role definition and highly visible communication between the dean and
coordinator are especially important to legitimize the activities of the

" latter in such cases. c ’ S ~ , )

Several sites were,coordinated by:relativelf high~status faculty members,
an associate dean in one case and full professors with many pubiiéhing credits .
in others. 1In these DGPs, the dean provided a slightly different sort of
support: easing the way for project goals and keeping communication channels ‘-
open. Coordinators in these projects, perhaps appropriately because~of their
experience, took a more active role in conceptualizing the goals of the .
grant. . In some cases the coordinators were the primary planners with the |
dean providing mainly‘consuitative functions. We could summarize the ’ e
issue of role clarity by soeculatiné that who does the job is not so important" .

because what seems to count is clear communication and the dean's visible

support for what gets done.

Providi g‘SOcial Support

We diecovered that in DGPs, as anywhere elee, hard wbrk deserves

recognition. Specifically, deans who took the time to compliment hard-working

coordinators, to thank faculty members for extra efforts on behalf of the C

e
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project, and to express confidence and social support for'difficult change
efforts, were highly appreciated. Soclal support from the dean is a trust
builder. Coordinators and faculty members told us they have confidence and
can be more assertive in achieving project goals when they know that the
dean supports them. | |

Using and Allocating Resources

DGP funding is usually relatively low, as compared to other grant

awards, but we observed that it is more important to consider relative

i

l funding in comparison with other available discretionary monies. In other
‘words, if the dean has $40,000 (the mean award) and it all can be used for
faculty retreata, inservice sessions, and other rewards, then he has a
comparatively powerful regource to stimulate curriculum change. The
coordinator and staff of the DGP, if carefully chosen, provide another

\

excellent resource ?h terms of technical~assistance and support to faculty
1s important enough to repeat. Deans control a powerful

members. The point\
reward system throuéh the.Dean's Grant funds. ‘Whatever the siae of the grant
award it provides a relativelz large addition to the dean's discretionary
monies. In most of our sites, these discretionary funds were a scarce
resource, indeed. | |

We heard’ of numerous instances in which DGP funds were used to persuade
and reward faculty participation. Released time for faculty members to work
on grant objectives and faculty grants to stimulate module development were
common devices. At one site, the dean administered a mini-grant competition
among faculty members who wished to investigate educational techniques for

handicapped students. Other projects chose faculty retreats as an inservice

and staff-development technique.

3
13
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e oBactved*inatancea‘in WhiEE,é?ﬂ“ﬂth°k a direct role.in,budget
management. In other cases the coordinator provided a budget for the dean's
approval. At one site, the dean facilir;ated a :large_r pianning'group's de-
Eisions on budgetary matters. The deans we intéryiewed described afmorer
involved role related to funds ini;ially; for instance;'in reiation-to BEH :
(sic). 1In at least two cases, ﬁhe dean was able to‘éugﬁént,ggﬁd in one |

case to save, the grant awards by careful negotiation and persuasion of

thevfunding.agency.

~ Project coordinators play a crucial role. In virtually all the sites
we visited, if the grant was too closely assoc;ated with the sﬁecial edu-
cation department, pfobléms developed. Coordinators who most auccessfﬁlly
Bridged the gaé‘between departments proy;ded a careful mix of credibility
and understandihg of both régular and special education. This crgdibili;y
among.bqth regular and special education faculties is absolutely éésential,

as is a spirit of cooperation and helpfulngsa in the coordinator. 'The per-

sonality and style_of the coordinator must be compatible with the context of -

the situafiah, and the dean 1s in the perfecé position'to make sure that
there is a match.

| \'In review; we observed that DGPs can provide vitéi and scarce regources
to deans as they reorganize teacher-training prbgrams; These resdurce; are

in the forms of discretionary funds to stimulate change activities and addi-

.

Eionalupersonnel to facilitate those activities. The key figure in this

strategy is the dean, who serves as choreographer: choosing, directing, and

overseeing an appropriate cast of chgfactcrn to fit'thg situation he directs.

K
el
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CATEGORIES OF ADVOCACY INTENSITY

The second dimension of advocaey describes categories of intensity or
levels efpinvoivenent as the deanevadainister,DGPe. These categpriee; or
intensities of ‘involvement, are often related to personal leadership style
and situational cOnteit as the deans administer the goels 8ndvobjectives
of the DGPs. 'Tﬁe first stage, "Being There," is crucial if a dean is to' be

perceived as an advocate. The other etagea; "active/Informed Involvement”

and "Integration With Institutional Mission" are rare and more situationally
™ .

i

dependent. _
Being There - . - .
’ At each. of our 10 sties we heard the same tﬁing: The dean must support
theFDGP. when we tried to find out what this support meant, we discovered
that in many cases our respondents meant. "peing there,” in terms of either

the dean's bodily presence at seminars, lectures, and meetings, or his

'signature-—"being there"-on DGP memos and letters. We viaited a cross-

eection of DGPs in large, small, research, endvteacher-trgining institutions,
and in all theee plaeea we heard the same thing: Physicel presence means
advocacy.

Almost every dean we yieited stressed the iﬁportance of;attending_DGP
activities. In some cases, apparently, simple physical presence is enouph,
but this presence is absolutely eeeential for advocacy; Qur respongents'
reported "looking for the dean" at DGP activitiea. The fact that these busy

adninistrators find time to attend these events is perceived as supportive

‘ by most faculty nember;'vhom we interviewed. We can speculate that the amount

of support suggested byzthe dean's phyeicel presence is a function of his

isolation from faculty ectivities. Thus, at one DGP, sinple physical presence
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connoted a great deal of qupport“because the university was large aqd thg ‘

dean usually was perceivedugs uninvolved with faculty matters. At another -

WBG? the deén said, -while looking’gt his calendar, "fhere's no(ﬁay I can get
"out of this Dean's Granf activity; I'must support the grﬁnt";tbut this |
ﬂegative-sounding stéteﬁeﬁt ﬁas"pérqgived as supportive by onlookers who
knew of this dean's gverbookéd séheduie._
At other universities we épbké with‘deans who attended all DGP planning
sessions as observers and 1isténers. This somewﬁat passive attendance
seemed to facilitate and support the planning, especially when several
departments were involved. 1In higher‘education sgttings,'time is a valggd
resource, and how'the dean allocates his time is symbolic ofasupport.‘ffhis
fact is understoéd, we found,‘across departmeﬁthl levels so that even p;ssiye
attendance is important. |
‘A second aspect of the Ybeing there" stage relates to the dgénjs

signature. 1In mo;t of our visits, faculty mémbers and deaﬁs stresséd the .
importance of coﬁmunications from the dean's office, and of the dean'é
signature in a prominent place. Signatures appeared to be especiaily im-
portant oﬁ the dean's requegts for additional faculty participation in
inservice and other staff-development activities. At this'"being there"
stage, the memo or meeting notice is usually written by someone else, often

the project coordinator, but we found that the dean's letterhead and, host

ortant, the dean's signature must "be there."
, 8 !

ACTIVE/INFORMED INVOLVEMENT
We were surprised at the number of reports of the dean's active and
informed involvement in the DGPs. In many cases, deans not only attend

meetings and inservice sessions but they play an active and informed role:

introducing speakers, giviﬁg presentations, and demonstrating a kndwledge

o . and conceptual understanding of the bGP purpogses. In several cases, the

CRIC*
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'dean and project coordinator interacted at meetings and planﬁing‘sébsions

in a way that showed nutual participation and decision making. - These behaviors

were observed as supportive of both the DGP and the person in the coordinator

position. Ouf‘respodhents‘told us that knowledgeable deans who ugderstood
the grant and took an active and inforneé role ;n its activities ﬁére seen
as strong advocaten. Their involvement is demonstrated in a number of ways,
as for‘ina;ance, the following: | ‘

One dean volunteers information about the DGP and its activities to
colleagues in the hallway, onm car ﬁrips to conferences, and inAother in-
formal settings.

Several deans we spoke with were activé in coordinating DGP‘conferences
| and fetteaﬁs, inviting and entertaining the speakers and participants.

One dean wrote about the Dean's Grant in his quarter1§ reporﬁ to local
schools, and he volunteers to talk to superintendents and teachers about
the project. | . ’

Two other deans have had articles published in national outlets on DGP
activities, and another writes regular "Dean's Columns" for a bimonthly
newslette:.

Several deans took unusually active roles in cqnceptualizing the goals
of the DGP. tn~these univeraigies, this active attention to curriculum
ch7hge was observhd to be a strong commitment.

| One,ﬁean shoved his commitment to DGPs by learning the technical
~language‘of special education and.becoming a recognized advocate of handi- .
> i o

capped persons at state leﬁels.

In several visits we heard of deans who were eapecially active in

planning DCP activities, chairing meetings, apprgving agendas, and the liké.

~




N -125-

Activity level seems to be a measurab e variable. Faculty members,

coordinators, and deans tended to - compa ‘e the dean's DGP activity“with‘hts‘
general involvement in other things. Obviously situational context and
leadership style play a lsrge part in these Yatings, but generally a high
level .of activity is,DGPs cqmpared with other Activities was observed to

be a very supportive behavior. , \\\

4

INTEGRATION WTH THE INSTITUTIONAL MISSION
" ~ Most of the deans we studied were reported to be visible; some were‘
actively involved in the DGP; and a few reported a goal of institutionaliza-
tion or integration with the institution's mission.. These‘deans expressed
commitment to the larger goals, the concept snd vision of the education
unit and the university. They told‘us that they viewed the DGP as a vehicle
to achieve that larger goal and they intended the project to be integrated
into the total program--a primary criterion of institutionalization.

!

These deans reported inherent value in the vision of the DGP. They
niade speeches that stressed the integration of the project into the total
education program. They responded tb other external forces for change, such
as certifying ageneies and state and federal legislation, and‘they stressed
the role of the DGP to helﬁ make the mandated changes.‘ Their commentsvto
faculty members stressed‘the importance of change to fit the mandates of the
laws, and they stressed the importance of engagemenrﬂby everyone.

Summary

TOWARD AN OPERATIONAL DEFINITION OF ADVOCACY

In review, our list of supportive behaviors fit into systematic

categories. We propose, as a result of this research, that advocacy be
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examined on two dimensions: '(a) the roles that advocates take and (b)

providing information on the intensity of the advocate's involvement. These

dimensions are not mutually exclusive. Rather, they overlap and overlap
as the grid in Table 5-1 111uutrates; Examples from our -site visits helped

to define the categorieu used.

He have identified a series of deans' advocacy roles that provide one

‘dimension of the framework. We observed deans who negotiated with competing

environmental factions, both internal and external. We described deans who

persuaded faculty members to participate in DGP activities, using personal‘

persuaaion, power-of~the-office perauauion, and even allowing others to per-

suade for them. Finally we observed deans who succesefully choreographed

change, coaching; directing, and overseeing an appropriate’cast of characters
e .

tovfit the situation.

Although these -roles of Negotiator, Persuader, and Choreog;apher of

Change are represenéed in the literature we reviewed and supported by our
. : s
data, they are clearly not the only roles that deans take. However, for the

purposes of this study, an examinotion of the role of deans as project‘

.?1rector of the DGP, they are appropéiate and provide one dimensioh of an

A

oﬂeratiopelﬁoefinition of advocacy.
. The eecohd‘diuenuion,'as we have said, describes intensity of involve-

ment. The first and mo t.esuentialﬂcategory is "being there," which is

’ ai-ple, physical presence at DGP activities or the dean's signature and

letterhead on written conguniqueu. This sort of advocacy is relatively
uninvolved but we believe thfmit is absolutely.eaoentialrfor deans to "be

there"vif they are to be perceived as advocates.

14,
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ADVOCACY ROLES

Being There

Table 6-1

The TwovDilencionc of Advocacy

ADVOCACY INTENSITIES.

Active Informed
Involvement

Integration with
Institutional Mission

Dean as Project
Director - signing

Calling BEH to s
negotiate funding.

Developing alternative
funding sources to keep

the grant. “| grant goals going when
;I 1 funding ceases.
Negotiator - :
Role Dean's Grant "Legitimizing" the Dean's Grant activities
clearly operates coordinator as integrated with other
from dean's office. mouthpiece of the .. . } -activities; joint and °
. Physical location dean, - rather than cooperative seminars.
of coordinator's of special education
office. at faculty presenta-
tions. :
Dean's physical Making a Dean's Grant | Bresentations stress ~
presence at presentation at faculty] common purpose of Dean's
seminars, retreats meeting or larger Grant and institutional
. and Dean's Grant university meeting. goal. ‘ ‘
activities. '
. Countersigning - Writing supportive Scholarly writing;
Ee;:¥:der memos. ' memos . . "Dean's Column in news- .
letter.
Dean attends, Dean takes active Dean is active in state-
national Dean's part in national role, | wide efforts at teacher
Grant Conference. is visibly part of education reform. Dean
Dean's Grant Network becomes recognized advo-
bringing in speakers, cate for the handicapped.
" etc.
Role clarity - " Active participation Striving for integration
clear expectations - in planning - volun- with larger goals at 3
of who does whit. teering services - administrative council ’
_ v actually writing a meetings.
' learning module, or - .
participating in
video-taping.
» ]
Choreographer Most involved in Active involvement Grant resources used for
of start-up stage - in ongoing planning. larger goals - secre- Y
C::;GC then delegation.. - tarial module develop- 4
e

ment - reorganization 4

Suggesting changes in -
seninar format to better
integrate with existing !
schedule, ‘ 2
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Some deans took an active and informed role with grant activities. The

second intensity, Active/Informed Involvement, includes such behaviors as

learning a new technical 1anguage of special educationm, volunteering for
duties, and volunteering supportive comwents about grant activities.
A few deans took an integrated view of project activities. This 1e§é

Integration With Institutional Hission, goes beyond support of the relatively )

- narrow scope of project activitiet. At this stage, deans veport a great
valuing of the central concept of DGPs: reorganization of teacﬁe: education
the better to ﬁeet the needs of all children. They express a desire to use
the grant as a vehicle to achieve this larger goal. In other words, théy
both advocate and intend to integrate the central concept.of the grant into’

the larger institutional mission. They’propose to institutionalize the

grant so that its ceutral concept will remain intact when funding is finished.

. This, in our‘view, is the highest intensivy of advocacy behavior. P

‘ Conclusions
Tﬁt training, biases, and observations of the three investigators who
conducted this study led to a number of discussions as th; research progressed.
The following "pet hypotheses” resulted from these discussions; they are the
ones on which all three basically agreed. It seems appropriate for them to

conclude this report.

1gorne author is an ansistant dean and a specialist in evaluation and case study

nethodblogy. Another is a teacher-education faculty member who has specialized

in orga?izational’deﬁelop.cnt and schoo]l improvement and change strategies.
. The third is trained in special education and educational administration and

has worked with DGPs at the regional ‘¢vel.

14y
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1. Deans are more involved in these grants than we would have thought.

We were very much surprised at the high leveI“Sf“Yﬁ;elvement evidenced by the
deane we interviewed. In most cases they spoke knowledgeably about the DGP
‘and its goals. Some deans spoke to us of institutionalization: the integra-
tion of DGP goals into the total program. Each of the 10'deans we interviewed
perceived himself as'anvadvoceee.of.DGPs, performing at least the minimal
"being there" role in'DGP activities. |

2. The Jean's “power of the office" is invaluable to a DGP. We found

a quote that whimsically illustrates faculty’ views on whac deans do.

Education is too important a business to be left to deans.

A dean is ayperson eoo dumb to be a professor and too

smart to be president:...and “I know deans are caretakers,

and nothing more, but I donderﬂwhy they‘have such nicef:

offices, and such big salaries?” (reworded from Gould, 1964)
No matter how inept or invisible the dean may appear to‘be, he still has ihe
power to allocate'resourcesi and he‘has the overview and authority to nego-~
tiate with competing factions as well as thg final say on policy decisions.
For these reasons it is essential that the dean demonstrete ownersh;; and

advocacy of the DGP.

3. Faculgy members know what thé dean advocates. Our respondents almost

slways told us which individuals and programs were supported by the dean. The
pervasiveness of this knowledge was fanghating Sometimes faculty members
measured the dean’ s;favor by.the size of offices, sometimes, by choice assign-
ments or positive statements in public places. In every site we visited there
was an;underground understanding of what and whom the dean favored. Faculty
autonomy and collegial decision making notwithstanding, being favored by the

dean was important.




-and direct nonsupportive behaviors were related to the‘nrojects.' We~think=deans ]

" Each pressuretb change impacts on educafion dramatically. DGPs can provide

P 4
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4, Deans operate within a widlkbggdof acceptable behaviors. Ad6oca¢y
and the deanfa nunport are essential, as we have said, and yet there is a _
:pectium of behaviors that are perceived as suppdrtive. We heard of hundreds
of "advocate" behaviors but we were hacd pressed to list more than 30 total
nonsupportive benévicrs related to the DGPs. Often, these nonsupportive be~

haviors were unfortunate character traits or omissions; relatively few active

have a great deal of discretion in how -they can behave; they must act in an - ;

extreme manner to be perceived as nonsupportive,

"5, The deans' involvé;ent in the ‘'DGPs is often paradoxical. We believe
that deans lead through persuasion. DGPs provide a very persuasive‘vehiclé’
for change: '"legitimizing" involvement in curricular reform, as one dean pdt
it. The deans we interviewed were conceptualizers; usually they left the day-
to-day managgnent of the project to others yet the deans' powefs cf persuasion -
and'advocacy were often che eggsential ingredient of change. |

6. DGPs are a fortuitously timed effort when combined with other external

forces for change. We heard of poor student evaluations, declining enrollments, .

external agency and state certification changes at almost every place we visited.

positive help: resources and personnel to upgrade skills and eventually to

produce for the current job market/a more marketable teacher who is prepared
e . :

// . '
to teach a range of students, from exceptional learners to the so~-called

. ; /'/
"normal™ child. _ /

[N

7. DGPs are a synergiétic effort; they provide the widest benefit when
combined with other foncgs. This point reconfirms the benefits of institu-
tionalization as we hav4 discussed it, Long-lasting-change occurs not by

margiual add-on, and #hort—term efforts but by an integrated approach that -

T~

combines many separat# forces. For instance, a DGP, combined with the gOals
. [
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of a Teacher Corps grant, and added to the external ptéssures previously
mentioned, can create an extremely powerful foréé for change. When combined,

] .

these forces produce a bemefit greater than the simple sums of money involved;

P

they produce a synergistic farce to stimulate change. .
>X 8. S1tg551gggi_gggEggg_gg_ggggggigl_59493§erstanding DGPs. - University -
'aize and mission,ile;derdkip style Qf ;he dean; ability, status, and compe-
‘tence of projec; staff, allbinfluencé a’DGP. Expecially important is the .
education unit itself and the conflicts among departments and individuals. A
v knowledgéfbf many contextual variable; is‘essential because DGPs must be
~ considered within an environmen£a1 contéxt. Given that these DGPs are so
dependent on context and personality, the variety in goals, objectives, and
préject activities is underétandable{‘ DGPs are best evaluated individually,
taking into account their current conteits. Also, becauée.DGPsfare juét_ong ?

H4
of a number of elements forcing changes in teacher educa;%on, it is hard to

isolate their effeéts from those attributable to certifiéation changes, receht
legisldtion; and other élements.

The research disc@ssed here must be interpreted Qith'cercain cautions.
It 1is subjeét.to some problems of internal and external validity, as is all

case stddy research. We, made significant_effortS“to overcome thesé probiems ;
by Cross-checking sources and striving ;oward a uniform methodology (Guba,
1978). 6hr study is not strictly quantifiable, nor was it mean: to be.
Rather, wg\attempted to provide depth of descfiptiop, what Geértz (1973) called
" "thick description,” factual and alive with detail. This sort of description

is intended to clarify and increase our, understanding of the complicated and

, diverse settings apd personalities involved in the Dean's Grant Program.
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i . Chapter 7

A Preliminary Study of the Clusters of Capabilities:

An Approach to Curriculum Development in the Dean's Grant Projects

Hhrjorie W. Gazvoda

Américan University

Nature of the Study

A working paper entitled A Common Body of Practice for Teachers: The
) 20

Challenge of Public Law 94-142 to Teacher Education®’ was developed in spring

1979 by.the N#tional Support Systems Project. The text addressed the curficu—
lum aspects of the need to revise teaéber education in résponse,toAthe changing
policies on eaﬁcation for handicapped students. The paper was developed
through four draft stages and numerous levels of criticism and discussion by
ﬁersons involved in Dean's Grant Projects, |

'é najprAaspect of the paper is the identification of 10 clgsters of
Capabilities thgt delineate the knowledge, concepts, pracfices, skills, and
competencies whiEh, togethér; may be viewed as "the essential cbmponents of
a professiénal cultufe, the p:ofessional behavior that tﬁe publié can expect
all teachers to perform at a sgfe and competent level" in response to Public

‘Law 94-142. The clusters represent one way of conceptualizing the task of

2Q,p11shed under the title, A common body of practice for teachers: The

challenge of Public Law 94-142 to teacher education, by the American Agsocia-

tion of Colleges for Teacher Education (Washington, DC, 1979), the publication
includes a set of seven critiques of the basic challenge paper by leading

authorities in teacher educatiom.

-134-
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v members participating in the DGP. (Responses were expected to vary because
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restructuring ceachér education in relation to'Public Law 94~142. The areas
iﬁcluded in the clustefs are Curriculum Modification, Teaching Basic Skills,
Class Manggement, Professional Interactiona, Scudent-Stﬁdent Relationships,
Exceptional Conditions, Referral, Individualized Tegching, Professional Values,:
and TeaqherePareﬁt Relationships. ‘
" Inasmuch as the majority of Dean's Grant Projects (DGPs) focus Qn teacher
education, the clusters were identific1 as a possible tool for assessing the
degree to which teacher-educati;n_progrnms address the coricepts and skills

embodied in Public Law 94-142. In the Spring of 1980 the clusters were used

in an in-depth study of the DGPs-the research population. The content of what

" became the DGP Questionnaire was develqped‘on the basis of suggestions and

research questions which were identified in eaflier critiques of the paper.

PROCEDURE

o~
t

On Mﬁrch 8, 1986, the DGP Questionnaires were mailed to-tﬁe 112 projects ,,/”“
thén in operatioh; A cover letter asked the dean's assistance in collecting
the data, Each institution received 16 instruments and envelopes to provide
for anonymity. The suggested respondents were (a) a faculty member whose
program of course had beeﬁ‘efﬁected by the recent changes in education, (b)

10 students in programs or courses affected by the DGP, and (c) five faculty

of individual project characteristics.) J ®

PURPOSE OF STUDY
The study was conducted in order to ascertain the extent to which the
knowledge andbskills included in each cluster are emphasized in DGP-influenced

teacher-education programs. Because the clusters are comprehensive and
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‘qpplicable to any toi&heerreparation program, they allow the gencralization
.{Lf data to all traihing programs, and they illﬁstrate the areas given pfiority
by the DGPs.

‘Thevdnta collected from the 59 DGP institutions were analyzed by .

1. general population of the sﬁudy;

2. respondents, by positidn (i.e., faculty, student);

3. nespondehta, byAaize of inetitutioh;

4. respondents,‘by major field of study§ and,

‘5. respondents, by year of grant.

A demographic description of the study population is given in Table

6-10

~

Responses of Total Population
Thé responses of the ;étal population to parts of the questionnaire are
presented here. Each respondent answered three questions and administrators
and faculty members answered a fourth one about each of the~10 clusters.

ngstion One

1. To what extent is the material in each cluster addressed in
your program? Write the number corresponding to the most
applicable choice in the appropriate column for each cluster.

1. Not addressed at all

2. Addressed slightly, but not in depth

3. About half the content is addressed

4. Content is addressed sufficiently o S

5. Every aspect of the content is covered in depth
Ay K

The responses formihe toial‘population of réspondenta were as follows:




"~ Respondents in the Study by Position

Table 7 -1

(Actual Frequency = 460)

. Responses Percenﬁages
Administrator 34 7.4
 Tenured Faculty 141 30.7
Nontenured Faculty 64 13.9
Graduate Students 58 12.6
Undergraduate Students 153 33.3
ProjectAferQOnnell 3 o7
Other _1 _1.5
460 100.1
-137-




Question One: Percentages of Responses and Mean

! o | n (2) (3) 4) (5

Not . Slightly About Suffi- Every
Addressed Addressed Half ciently Aspect Mean
Cluster 1
Curriculum Modification 3.9 o 2.1 27.6 36.1 6.8 3.184
Cluster 2 : , | -
Teaching Basic Skills 10.7 23.5 21.1 34.5 8.9 = 3.077
Cluster 3 - o , . ’ ‘
Professional Interaction 6.5 32.6 25.7 27.6 6.1 2.940
U Cluster 4
v b1 Teacher-Parent o
i Relationships 15.7 32.4 22.8 22.2 5.2 2.684
Cluster 5 , : '
Class Management 3.3 18.0 28.0 37.8 11.7 3.371
Cluster 6 | '
Individualized Teaching 5.0 » 24.8 27.0 27.0 14.8 3.227
Cluster 7 . :
Exceptional Conditions 2.4 28.3 20.4 31.6 16.6 3.311
Cluster 8 _ \ _ - ‘ ‘
Referral & Observation 5.9 24.8 24.6 132.2 10.9 3.177
Cluster 9
Student Student
_ Relationships 12.8 29.1 21.7 27.6 6.1 2.86
o 15-;,' Cluster 10 | o
. ) Professional Values 4.8 . 20.2 20.7 35.9 16.3 3.408 .
Q . ) '




Q

~at this time.
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»
Reviewing the means reveals that for Cluster 3, Professional Interactions,

Cluster 4, Teacher-Parent Relationships, and Cluster 9, Student-Student Rela-

tionchipc, the material is addressed less than half the time. Awﬁi;;glify of
the respondents indicated that Clusters 1, 2, 5, 6, 7, 8, and 10 were being
addresced'aufficiently. It is ;180 noteworthy fhat fdr Clusters 3, 4, and 9,
the plufa;ity indicat;d that fhé content was addreaseﬁ slightly but not in
depth.v Although the range of responses indicates thacéall cluste:s may need

ubre emphasis, Clusters 3, 4, and 9 cleafly are receiving the least attention

+
Question Two

2. Earlier critiques of the paper describing the "Clusters of
Capabilities" have provided the following comments. Please
choose the one that best reflects your feelings for each
cluster.

1. Too idealistic

2. Would take more time than we have for teacher education

3. Would take more resources than we have

4. Underestimates the import of general education

5. Overestimates what can be expected of regular educators -

6. Assumes that regular educators are brighter than the average

7. Makes urgent the movement toward a 5-6 year teacher-education
program ‘

The responses to Question Two for each of the clusters follow:

'A\ Question Two (in percentages) ‘
\ -
1 2 3 4 3 6 1 Mean

Cluster 1  14.6 30.9 8.3 4.8 7.6 5.0 22.2 3.693
Cluster 2 12.0 26.1° 9.6 7.0 10.9 4.6 22.0  3.892
Cluster 3  13.3 21.5 15.0 3.7 7.8 4.3 20.3  3.986
Cluster 4  15.0 24.3 13.0 6.5 8.5 3.3 21.7 3.726
Cluster 5 7.4 21.3 10.4 7.2 7.4 5.4 28.0 4.333
Cluster 6  13.0 20.7 9.6 4.6 8.9 5.0 28.5 4.168
Cluster 7 7.2 18.7 12.2 5.2 8.9 5.9 29.6  4.437
Cluster 8. 7.4 18.9 11.7 8.0 8.7 6.1 25.0  4.290
Cluster 9  13.3 23.5 8.7 5.9 8.0 5.2 230 3.921

Cluster 10 9.6 14.1 9.8 7.6 7.8 7.0 28.5 4.488

16
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Review of the d;;a indicatés that only two résponses received consistent
_support: dI;g@ﬂ?,_”quld take more time..." and Item 7; "Makes urgent the
movement ;oﬁatd a 5-6 year...." The data also show in the little support for
Itci 1, "Too idealistic," that the cluster ofvcapabilities maf be a helpful ™
way to conceptualize a teacher-education prograﬁ. |

The respondents indicated support for the beliefs that

L
a. the clusters were not too idealistic;

b. more time for teacher evaulation is needed; and
c. the movement toward a 5-6 year teacher-education program is

urgent.

- Question Three

\ ' _
3. Do you feel that the "Clusters of Capabilities" provide a

framework for viewing teacher education Programs? Please
answer for each cluster.

1. Yes
2. No
3. No opinion
4. Don't know
The participants were asked if they considered the "Clusters of Capabilities"

to provide a useful framework for viewing teacher-education programs. The re-

sponses for each cluster are as follows:

16;
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Question Three (in pgrcan;igelz

- No Don't
Yes No Opinion Know
Cluster 1 74.3 - 13.9 7.4 3.0 .
Cluster 2 72.8 16.7 5.4 3.9
Cluster 3 69.6 15.9 8.3 5.7
Cluster 4 68.7 15.2 ) 8.? 6.1
Cluster 5 78.9 9.1 6.1 . 4.3
Cluster 6 75.7 11.1 7.0 4.6
Cluster 7 80.0 7.2 7.2 39
Cluster 8 79.3 8.3 6.7 3.9
Cluster 9 68.0 12.4 8.5 8.7
Cluster 10 80.9 7.4 6.7 2.8

Strong support exigts for each cluster. The strongest support was given

to Cluster 10 (80.9); the weakest, to Cluster 9 (68.0).

Quegtion Four

Administrators and Faculty only Answer Question 4

4. How do you feel about the applicability of each cluster to your
Dean's Grant Project or teacher-education program? :

1. It is impossible to apply the above description to the DGP
or teacher-education program at our institution.

2. 1 disagree with the content described in the clugter.

3. I am interested in this area and will be working on it in
the future. ‘

4. I am interested in working on this area and will need
assistance in the future.

In the following table, the responses have been arranged by percentages

for each cluster:
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diacion Four (in percentages) .
Impossible Di:iggte Interested Interested
to Apply ~ Contént ¥ Working Help ?
Cluster 1 14.7 7.1 61.2 15.6 .
Cluster 2 - 10.8 179 . 56.1 13.9
= Cluster 3 13.3 10.2 S4.4 20.4
Cluster & 12.9  10.7 . 52.7 21.4
Cluster 5 1.7 4.9 65.9 16.1
Cluster 6 8.6 8.6 59.5 22.5
Cluster 7 6.3 2.7 59.8  29.9
Cluster 8 10.3 3.6 ’ 63.2 ' 21.5.
Cluster 9 11.2 9.4 57.8 - 20.2
Cluster 10 7.2 32 ek 234

»

Over 50X of the teipondentn stated that they are interested in each
EA cluster and will be wstking‘on them in the future. The stronéeat support was
| given to Cluster 10 (64.4%), the least support, to Cluster 4 (52.7%). The
greatest need for help was in working ou Cluster 7 {29.91).
§ 1If one combines the résponses t» each éf‘the competency clusters that
- indicate interest in vorking on it and those that indicate interest in receiv-
ing help on it, all clusters receive a poLitive response of more than 70%.

The table follows:
" -

-
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Combined: Will\be Working and
| Need% Assistance
,Cluster /. : ‘ Percentage

1 /Curriculum Modifications . 16,8 -

2 / Teaching Basic Skills | , 70.0 |
3 Professional In%eractiqns: Conﬁultation 4 748 ‘ l ;
4 Téacher-Parent Relationships ' b - 74,1

5 Class Management . ' . 82.0 .
6 / Individualized Teaching 82.0 q

Exceptiénal Conditions ' . 89.7

-

~i
. .
:

8 Referral and Observations _ 84.7
9 Student-Student Relationships ” ' 78.0
lj/ Professional Values & Legal Imperatives 87.8
/ .

/ oo e - Conclusion

The analysis,bf the curricular implications of Public Law 94-142
for teacher educéfiog, which led to the development of ‘the 10 clusters
f capability has received strong support as a viable approaéh to the

eform of teacher education.




Chapter 8

A Look tq the Future

The context in which the Dean's Grant Projects have operated during their
first five years (1975-1980) has been changing rapidly. School progrems for
handicapped ‘children and youth have been altered remarkably to'bring them into

l

cﬁ:pliance with Public Law 9&-142' strong new demands haVe been made upon
teacher: of all kinds; and college faculty members have become aware of new
expectations in teacher-preparation programs. Obviouslp such changes mean
that the people leading Dean's Gr;nt Projects have a responsibility for the
;recurring assessment and renewal of all facets of their projects. During the
next five years Dean's Grant Projects should experiedce needs different from
those of the past because the context will have changed.

As part of the process of review and renewal,/attent%pn has been given
recently to a futures. perspective in the DGPs. SAecifically, the Advisory
Board of the National Support Systems Project (NS&P) begaﬂldiscuesions about
needa and prospects for the future as part of 1te deliberations in 1979 and
1980. As a result of their advice a study of/the "mature projects was .
un&egtaken in the Spring of 1980.° Staff‘meﬁéers of projects in their fourth
or fiftq'years were asked to express their views on the future of Dean's |
Grant.Projects. Also considered were the contents of interviews conducted
by Dean Corrigan with a set of Déan's Grant Project administretota in the -
Northeastern Region. Results of all the queries on the future eg;; summarized
_for review and further development in two’ronnda of discussiong by the NSSP

Advisory Board. Finally, all the(deliberationa were summarized by the NSSP

director for presentation in this chapter.

~1l44~
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This sun-ary»includes many individual'gxpressions and the reactions\
thereto. Individuals sometimes presented ﬁheir-ideas in writing and then
others re#cted with suggested modifications and priorities for the various
topics dn& ideas. Many other idgas were generated in discussions. There

was not a great deal of voting or other formal means of establishing con-

census. Thus, what is recorded here has surely missed something of the

nuances and priorities that were intended by the various contributors.
Nevertheless, it is hoped that this summary generally reflects tﬁe views of
the many contfibutprs.to discussions on the future of DGPs.
The look to th;'fqture‘is organiied aroundbthree,genera; topics:
1. Discbntiﬁuanée} When should federal funding.for DGPg be
discontinued? | a
2. Issues and Problems: What areithe emerging issues and
problems in DGPs.that will require attention iﬁ the
future? |
35 The future: What topics are emerging as challenées for
- future éctivities in DGPs?
The examination of each géngral topicufollows. " The conclus;ons in each area
of discussion should Be_cpnsidered as fecqmmendations or advice which should

be made part of the deliberations of all persons participating at all levels

of Dean's Grant Project operations.

Discontinuance: When should federal funding for DGPs end?

Considering the local project level, discussions suggeét that once they

-

are begun DGPs should be supported for operat.c.s over at least a three-year

period; they should be discontinued before completing a three-year cycle only

~
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< 7
under extraordinary conditions. The problems of facdlty development and

curriculum change addressed by DGPs are very difficult./they 1nc1ude profound

‘problems of conceptualization, technical difficulties, and political cha11enges.

Thus, it is proposed as a general policy that-illyprojects be funded initially
for a threeeyear period and be'discontinued duriaé that cycle only for serious,

continuing failures to progress and to make reqovery efforts. A second three—

/

year cycle should be approved when;the need is clear for further support to

s

complete and extend the significant work of’ the first cycle."ﬂltfis,expected
PP e
that a second three-year pycle will be apprgpriate’ﬁﬁgtwoften\in\large teacher-

s
preparation institutions that operate complex programs and in those institu-

tions. that show unusual promise for becomin7 cénters of outstanding development-

. and dissemination activities.

The funding of local projects beyond-six years, it is believed, should
not be expected routinely. Only when the worh of the first six years has been
exemplary and plans are advanced for in—depth follow-up studies of the program

nd its graduates should funding beyond six years be considered

Specifically, it is suggested that federal supports for a local project
can be terminated safely when the folldwing developments have occurred:

e The proposed curriculum changes in teacher preparation programs

rhavepbeen developed; pilot tested, evaluated, and approved for
general operations. ghis conclusion assumes that the teacher-

"preparation faculty has achieved the necessary competencies and

made the necessary comnitments to operate the changed program

and is prepared for self—sustaining discussions, evaluation, and
planning of the program s operations; it also assumes that local
funding and support systems for. the changed programs are in good.

order.

A - 16y
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o Regular and special education teaehet-préﬁaration faculty
menbers have concerted .their efforts foy,the operation of
‘ the unified te;cher-préparation program of the institution.
® There is no continuing neeg for special network arrangements

with other institutions operating DGPs to advance local

pianning and motivation.

It is also considered appropriate to discontinue funding for a local DGP under

such negative conditions as the following:

'@ The faéulty members and/or leadership‘ﬁf the teacher-education
program no longér are committed to changes in accordanée with
existing policies (e.g., Public Law 94-142) . |

o A serious impasse is encountered and the project stalls or
flounders, and no clear struct;re for recovery is proposed.

6 Needs and plans are documented poorly and fail to reflect
competeﬁt efforts for development. |

e No significant effort is made to profit from experiences in
other DGPs through theAnegwork arranéements‘édpported by the
Office of Special Education (OSE).

In the total ﬁrogram cohtext, it is widely agreed that DGPs as they are

prgsently operated do not $arrant or require long-term support. This is to
éay that at some time, probably in about a decade, it should be possiblqjco
discontinue the entiré.DGP federal support program as(it is now known. It
is timely now to think about the condisions under which the DGf prdgrams
niﬁht be discontinued. ébme tentative thoughts on this subject follow:

It should be possible to discontinue the entire DGP program aé a support

strategy when the following conditions are met to a substantial degrée:

16y
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e The curricular implications of Public Law 94-142 for regular !
classroom teacher preparation have been concebtualized

acceptably and usefully to the satisfaction of most concerned

parties.

e A literature summarizing the conceptualization and its trans-
lation into teacher-preparation materials is available as a
regular part of teacher-education literature.

e Certification and accreditation bodies regularly require high
atandards of performance in teacher education and teaching
practice in all areas of education covered by Puulic Law 94-142.

vo~The implications of Public Law 94-142 have penetrated the schools
and colleges so thoroughly that teacher-preparation faculties are

‘initiatingqaignificant practices for handicapped students as a
vpart?uf their local development"and maintenance efforts.

° Significant numbers of operating models -of revised teacher-
preparatidn'programs are availablevin all parts of the nation‘

“and in institutions of the'various sizes and types.

° lhe professional organizations of teacners and teacher educators
haue established clear and strong patterns of activity showing
concern and leadership on topics related to Public Law 94-142.

° Development; evaluation, regsearch, and disseminaticn functions
relating to the preparation of regular classroom teachers to
help serve handicapped students have been built into generic
R, D, & D agencies of education.

Each preceding criterion for the discontinuance of the Dean 8 Grant Program’

‘suggests a dimension of work to be undertaken by OSE, institutions of higher

education, and the various professional bodies.

-
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Emerging Issues and Problems

The following topics have emerged prominently as issues, problems,
or largely unmet needs in DGPs during their first five years of operation:

® A general congein with the increased linkage of DGPs to issues,

.on many campuses. How can the teacher—-preparation units

'Generallytimproved attention to documentation and evaluation

‘changes and products of various kinds as weéll as projects as

~ wholes.

resources, and ongoihg programs in minority group education,
including, espécially, more emphasis on the understanding by
school personnel of minority famiiiesAand of procedures for
school-parent cooperation. Creative developmental work‘and
more cdnuunication are required in these areas.

"Life space” or academic épace has emerged as a major issue
secure sufficie;t time and resources for the serious prepara-
éion of teachers?

A need is expressed to link DGPs to inservice and continuing
education programé for teachers and othe; school personnel.
The strict separatioh of pre-service tea;her preparation from
continuing eaucation programs is not realistic or wise.
Closer working rélations with state departments of education,
especially invrelation to comprehensive state personnel

development systems, are seen as much needed. »

of DGPs is needed, including attention to specific cu;riculér

Effective models are needed to translate what has beeg/;earned
' s

in DGPs into standards for teacher certification *and'program

L

accreditation.

17; i
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e More attention is needed for outreach activities by DGPs at
regional and state levels. How can DGPs be helpful to

nearby institutions that do not have Deans' Grants?

. The Future

This final oection:offere,a list of suggested goale‘and processee to
guide the activities of OSE, NSSP, project staff.membete, and all other
persons who will be concerned with Deans' Grants over the next several years.
Goal statements are given first, followed by brief cowmentaries on who or
what agency may need to take procedural initiatives. It is assumed that
prinary‘attention‘in any DGPrshould go to the full development of its local
plan, but it ie also assumed thae each DGP shares in some of the responsibility
for outreach or dissemination.and futures planning. In the foilowing materia%
it is also assumed that something like the NSSP will continue to help to |

provide communications among ‘the DGP projects and with other agencies and

groups as necessary. -

Goals for the Future

.o Early and strong attention should be given in the DGPs to

- revisiong of curricula for the preparation of educational

administrators and the curricula in other specialized areas

(e.g., school counseling and school psychology)3 in addition
to geacheé¢education. This direction ean'be encouraged by
bSE‘priority announcements.

e Attention should be given to all teacning areas in DGPs. So
far, aftention in most projects has focused on the elementary

level; however, efforts are needed in secondary, adult, and

-1'72ﬁ’ . N
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vocational education as well as in special lﬁbject areas. This
broadened effort should be stressed in'OSE announcements.
Colleges and deﬁirtme%tl of education should be encouragéd to
build their caﬁacity to prepare teachers for work with parents
and to understand family life, especially with reference to
minority families. This emphasis can Se encouraged by OSE and
NSSP. .It should be made a priérity area for the developmental
work of NSSP.

Efforts should be made to strengthen quality standards for
teacher certificati&n and accreditation in areas relating to
DGPs. Leadership in this effort should be taken by NSSP,
lodking‘gspecially to collaborative.work with the AACTE“;;d

its state affi;iate groups and with NCATE. Work 1s needed at

both state and national levels. \

DGPs should seek stronger'tie; with parent and advocacy groups
concerned with handicﬁpped children and youth. This goal requires

implementation at all iévels; including local DGPs and the regional'

and national structures.of NSSP. Handicapped persons should be

involved equally at all levels.

) Attention should be directed in DGPs to advanced graduate'prograin,

especially in reference to the next generatiqn of teacher educators;
they should be informed and committed to the kinds of goals aﬁd
activities that are at the core»of DGPs. Attention and action

are required mainly by OSE to open up DGPs to this broader scope

of activiiy.

174
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e A special study should be made of DGPs thzt are part of consortium
| arrange-ehts. This idea expresses concern for méthods of achieving
outreach to all colleges that offer teacher-preparation programs.
QSSP should observe and report on the present four consortium

projects within the next year.

e Work should go forward vigorously on the clusters of capability
éoncepts, including the developnenf of resource unifs for college

' faculties and the initiation of activities for the various
foundation areas. For example, what are the implications of the
clusters or other curriculum formulations in the DGPs for the
psychological or philosophical foundations elements of teacher
‘preparation? The NSSP should lead here.

e DGPs at all levelé\\should cooperate fully with the AACTE, the
NABSE, Qnd other aa&ociations of teacher educators as channels

to disseminate the results of projects. Individual DGPs and

. - 'NSSP should lead here; NSSP should maintain close}wofking rela-

tions with the national offices of AACTE and NABSE.
o Some attention should be given to policy studies that may help

to reveal basic barriers to and possible solutions of pfoblemb
in compliance with Public Law 94-142 at the teacher-education
level. These activities bhould‘help to achieve awareness by
social policy leaders and political”figures of some of the
implications of thé new policies in education fér teacher prepara-

tion. An example of an issue needing attention is the "life space"

problem encountered in many DGPs. -NSSP should lead here.

o - - - 174
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e Explorations shculd be made leading toward coordinated efforts in
DGPs with»prograis in related fields, guch as bilingual educa-
'fion, -ulticulturai education, niérant education, and Title I
(ESEA) . OSE. staff should. facilitate diacussions among federal
officers responsible for these programs and help to begin dis-
cussions through NSSP-sponsored meetings. |
§ o e A report docuneﬁting the progress and probléma\of DGPs should
be prepared annually. The report should involve the development
of a data system whighlgan be applied through all DGPs. NSSP
should lead here. InAeffect, this topic holds the'present report
| | to be but the first of a series of annual repofts.
? e Contacts should be developed at all levgls of the DGP program
with state departments 6f educationn with special reference to
the Comprehensive State Personnel Dévelopment (CSPD) activities
! ‘ of each state. NSSP‘should be in touch with leaders in the CSPD
i activities at the national level; éach DGP diregtor should be in
touch with appropriate state officials.
E @ Work should go forward on the imprermént of the management of
{ | DGPs, as in the training materiaia Snd systéms déveloped in
E collaboracion with Prof. John Bryson of the Hubert Humphrey Institute
| of Public Affaifa at the University of Minnesota and the leadership
" training activities headed by Prof. Bert Sharp at Fhe University

of Florida. NSSP should lead here in encouraging further develop-

ey

mental and training activities.
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Conclusion

The Dean's Grant Projects have developed very well in their first five -

years, Strong projects in many kinds of institutions now cap serve as models

for future ¢:.:lopments. The curricular implications of Public Law 94-142
for te§cher education have beeniexplored thoroughly and a useful literature
on the subject is being developed within the DGP structure. Beginnings have
been made for outreach and dissemination activities by fhe ek;sting DGPs 80
that all teacher-preparation institutions may profit from the DGP experience.

Pafenta of hahdicapped children and other persons who have much at stake in the

‘Dean's Grant Projects have become aware of the efforts being made 'in institu-

tions of higher education to assist in implémen;ing the important new policies |
on gducation for handicapped children. In sum, the growing body of knowledge
And practice apd the strengthenihg{support system for the Dean's Grant Projeccé
constitute an impoftant resource for the future as the schools attempt to

deliver fully to handicapped children their right to free and appropriate

 education.

t i
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Examples of Egpluat}&e Instruments

Used in Local Projects

State University of New York (Brockport) - Placement Inventory
‘State University of New York (Brockport) - Competence Inventory
University of Arkansas - Attitude Scale

University of Conmnecticut - Faculty Questionnaire

University of Illinois‘(Urbana) -~ Dean's Grant Questionnaire

~ University of Michigan - Regional Evaluation Plan
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PROJECT 30 Interest Inventory

As prospective teachers you will be faced with -a wide variety of
problems arising from the many different kinds.of students you will work
with each day. Brief descriptions of behaviors of exceptional children
are given below. In each case indicate how you would prefer to handle
the situation if the decision were entirely up to you.

PART I PLACEMENT: Where do you feel the child in question would
function best .and receive the most benefit?

-

For each child select one of the following placement alternatives
A. Place ﬁn“regular class with little or no additional
B. Place in regqular class with cénsiderable support
supplementary staff. }
Cc. Place in special class or special school.,//f/ ¢

D. Place in a total care enviromnment; i.e.; institutionalize.

5. Barbarid;;ars thick glasses, and»hef eye-ballé jerk spasmodically -
from s+de to side; she can't see the blackboard very well, . and reads
poorly. '

6. Chuck can get about only in a wheel chair; someone must move it for
/, him or carry him in their arms because he is unable to control any
of his limbs. - j ,
7,. Dgpald is six years old and does not speak very much; what he does
" say is indistinct and childish with many missing or incorrect sounds.

8. When Alice wears her hearing aid she hears as well as any other
/ child; her voice sounds flat and hollow, and is somewhat unpleasant

to hear.

9., Alan wears a leg brace and walks with the aid of crutciaes: he gets
. along quite well by himself though-and ordinarily needs no help
from anyone. .

10.- Dotty is eight; she has difficulty following the class and doesn't
- seem able to learn to read at all. -

11. Every few weeks without warning, Stella will have a violent physical
convulsion during which she may bite her tongue or lose control of

/" her sphincters; after several minutes she returns to consciousness

- with a severe headache, nausea, ari acute feelings of depression.

12. Flora has neither bladder nor bowel control and must be taken to

" the bathroom at frequent intervals. .

13. Doris is slow, absent-minded, and a daydreamer; she seems usually
/4 quiet and withdrawn, avoids others, and is inhibited and restrained
- 1in her behavior. ‘ ‘

o - | | BTN




PROJECT 30 Interest Inventory

PART I PLACEMENT: .Continued
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. ' . Response Options

A. .Place in regular class with little or no additional support.
B. Place in regqular class with considerable support from

supplementary staff.

C. Place in special c¢lass or special school.

144
M5

15.

o~
\-—”

1’66

3 . . s
17.]~Irv is sexually precocious; masturbates in class, uses obscene

18.- Albert does not pronounce all of his speech sounds correctly, but

19.

T : v
‘w about average in most other things.

20... Chester is deceitful, tells lies, and cheats in school and at play;
13 he has been involved in several thefts, and is a persistent truant.

ZlQ}\
22./;
2

2

_stimulation or excitement must also be avoided.

- reader very well; however, her hand writing is poor and she is

Andy hears most, but not everything, that is $said in class even

June's eyes are crossed but she fias adequate viéion in either eye
despite the muscle imbalance. .

. ‘ S
‘Harry sulks, and sometimes gets quite noisy whenever he loses the

D. Place in a total care environment; i.e., institutionalize.

Every hour or so Henry stares upwards at the céiling'for several
seconds and loses consciousness; he has been like.this for several
years but is otherwise developing normally. « ‘
Fred can feel the vibrations of loud music from a radio or phono-
graph, knows when a door has been slammed, but does not hear speech
unless it is shouted. . A

Greg tires .easily and needs frequent opportunities to rest; excessive

r

language, and has made advances to several girls in his class.

can be understood. \

Betty is only.a little over seven but she can read the fifth grade

though he wears a hearing aid.

oo
1

direct attention of the teacher.

Helen's right hand may sometimes begin to tremble uncontrollably;
during the next few minutes the spasmodic movement spreads along
her arm, shoulder, and head before it finally stops. ‘

K
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PROJECT 30 Interést Inventory}

"PART II COMPETENCE: Indicate your own competence at this time in
being able to teach and provide adeguate support
for each child in question. . ;

For each child select one'statément that best describes your £feelings
about your capability to adequately teach and support that child.

A. If you feel you could teach such a student in a regular classroom
without any support. '

B. If you feel you could teach such a student in/a‘regular'01assroom
with advice from a specialist or consultant which would occasionally
be made available to you whenever you felt a need for such aid.

€. If you feel you could teach such a student in a regular classrcom
provided there was a full-time specialist available at your school
who could provide supplementary training for the student and
* frequent consultation with you.

D. 1If you feel you could not teach such a student in a regular class-
room regardless of the available support.

For simplification} your response options are:

A. Without support
B. Occasional support -
C. Regular support
D. Could not handle
25 Alfred is defiant and stubborn, likely to argue with the teacher,
be willfully disobedient, and otherwise interfere:with normal '
classroom discipline. : E

Zézq Roger's face was severeiy disfigurjd in an auto accident; he is _
) completely recovered physically but the surygeons do not expect to ]
be able to make his appearance more acceptable for many years.

27?q Cora is sUppOSéd’to have a hearing loss, but she seems to hear all
' right -when she sits at the right end of the front row of seats.
28.p Debby cannot use bathroom facilities unless someone is there to
help her; she is perfectly capable of making her needs known in .
ample time to avoid accidents. .
. o Ve .

29:E§Eight year’dld Edward sucks his thumb all the time, apparently
indifferent to the reactions of parents, teacher, or other children.

30, Occasicnally E@war& will repeat a sound two or three times before
he seems able to go on; he speaks when called on but does not
" volunteer much. ‘ :

.~ needs to have thiﬁgs explained over and over again; eventually,
though, he appears to learn everything the others do ‘even though

31. Chuck doesn't seem to catch on to things as quickly as most, and
‘ it- has taken longer.

y

o \

IToxt Provided by ERI
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PROJECT 30 Interest Inventory

PART II COMPETENCE: - Continued

Response Options

A. Without support
B. Occasional support
~ C. Regular support .
. D. Could not handle

32. Harold is a capable student but has’/a physical defect whlch appears
,A\to evoke laughter, ridicule, av01dance and rejection from the
other children. /

s 334~ Jane can tell the direction fromfwhich the sunshine enters her
\.. classroom; she cannot- read thefletters in an ordinary book.

34. Virginia rubs and bllnks her eyes occas1ona11y when reading, and
L/seems to find it difficult to dlstlngulsh between certain letters
of the alphabet.

Stan's walk is a slow shuffle: he gets along on level surfaces or:
‘b?moderate inclines quite well, but is unable to manage stairs at all.

- 36,4\ Roy has a bright purple birthmark which covers one cheek and the
. 38y
: side of his neck. ,

37f% Carla is a persistenﬁ talker, whisperer, and notepasser.

- 38 Ben is unable to walk and has been confined to a wheelchalr, he
manages thzs very 'skillfully and needs very l1ttle help.

391\ Les was born W1th a malformed left hand which is w1thered and
mlsshapen up to the elbow. 3
40 John has no dlfflculty on the playground or at the blackboard but
E5 he gets qu1te uncomfortable when he has to use his eyes at close
range for any length of- tlme. i

41. ' Hugh eventuall& mutilates or destroys everything that gets into
his handg; his books are marked and torn, ‘his desk ink-~stained
and scarred, and he has even managed to crack a blackboard panel.

————

42. Arnold;ls an extrem ely bright nine year o0ld who is far ahead of
\N/the rest of the clasS in most subjects; he spends a good deal of.
his time working on a mathematlcal system he calls "kinestatics".
43(:}8111 has difficulty in startlng to talk, grimaces and strains, and
-"repeats sounds on- about half the words he says in class.

4ﬁ}* A hearing aid prov1des no help for Harriet; she lip reads fairly
well and can hear when she is not facing the speaker if shouted at.

-
'

'“11 1977 : 181 Monroe #2-Orleans BOCES R.D.sE.
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' UNIVERSITY OF ARKANSAS
DCAR'S GRANT:  MATASTREAMING

ALtilude Lowerd Mainstlreaming ‘ ]
Form 11-A C / '
- \
Last 4 Social.Security digits: __ __ __ __ o
_ ’ . ' \
Put an X on tep of the response which most accurately represents your A
current cpinmon aibcut Lhe statemenf. There are no corvect answers., . \

Key: SD Stfongly Disagree N Ne Opinion: A Agree :
D ivagree - SA Strongly Agree

1. 1 believe that placing a handicapped = S9 D N A SA
student in a tynical classroom N ‘ ,
- would damage the student's self-concept.

2. A handicapued child 5ii1l be motivated SD D N A - S5A
to learn in a rcjular classroom.

3. A handicapped child will likely form SO D/ N . A SA
positive sccial relationships with
other cniidrea in a regular classrooi.

4. 1 think trat the integration-of s b W A SA
' - handicapprd students into the regular i
ciassroom will harm the educational

ackievencit of average students. | k \ ;
§. Th: expsrience of being in a,fgg;;ar‘ sb D N A SA

classronr witi incresse the chances ef
a handiczzped child attaining a mare
productive and incependent place in
socicty. '

6. Having-to teach handicapped pupils SO D N A SA
places an unfair burden on the ' _ A
majority of classroom teachers.

7. Given my current understanding SD D N A SA
I believe that."mainstreaming” will
benefit the teacier as well as all e
children. - :

8. Assignmnent of a nandicapped child to SD D N A  SA
a reguluar classroom is a wise
administrative decision.

182
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Aruitoxt provided by Eic:
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" TABLE

RANKING OF RESPONSES TO THE ITEMS ON THE FACULTY QUESTIONNAIRE

Clarence R 'Ca‘lJQ_f‘“
v ef c‘"%@é“icor\

N Faculty Ranking of Items
N
. < .
= ] .
& S y
i L & | Weighted < Average of Ranking
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» A
~ . 1121314 |5 .
. ; [ , /
1« Do you fenl that the Neun's Painetreiming Grant has been implemanted ! 1 4 7 2 52 3'7 6
u'-..-et'-fnl/l, sithin the Lcheel of Educption? !
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. Erotedenl st 413l als 48 3.4 8
4. Cen yuu en-ver queatiune | regarding bindjcenned leaynero from yeur ‘
eiudentn? 4 2 S 44 ii 3 04 8
S. Are yav inforeed pmciph sboul the}noe-‘s of handicappal learners to ‘ l
1each & npecaal sducatien sudule related to yeur area of speciali- !
tatjen? ) 213 413 1 37 ‘ 2.8 1
ry !
6. Ne. you feel a8 a ravult of the Dean'e Grant that pre-service etudents :
are recrptive to the concept eof educating handicapped learners in the " ; .
leu:t riutrictive enviremment? . 1 N 6 5 2 50 , 305 7
T+ Shotld the Scheol of Kducation centinue ity preseat directioen in
preparing etudvnte te werk with special mesds learmers im the
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8. Hau the ¥ninwtrers Crint ao implesented in the Scheel of Eduontion |— ’ . .
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$. D> you teel the Kaimntreswing Grant as implemented in the School
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with epucrul) nieds studente? 1 3 3 6 40 300 10
10. Are you aware of oorv(c‘w within the Schoel eof Edwcation em which
you can drov for informatien rocardmc sainstreaning of the handi~ )
eapped? 1 2 5 5 53 , S 4 0 4
1. Shuld the maimtremming srant and serviess it prevides e cemtimed? 7 5 48 ) -~
) : 4.0 4

ERIC

183 o ,A

Ky




4,

[

(University ofiIllinois)

52 yo.

DEAN'S GRANT QUESTIONNAIRE

How often did you hear faculty members in the College of Education talking
about PL 9u-142 and mainstreaming during the past seven days? '

- almnst always . - rarely
- often 5 - almost never . ‘ oo
- occasionally '

What is the general attitude refleétedvin the conversations vou have heard?

Check one: Check one:’
- positive toward PL 94-142 - positive toward mainstreaming
- neutral toward PL 94-1u42 - neutral toward mainstreaming
- mixed, with some faculty - mixed, with some faculty for
for it and some not it and some not ‘
- negative toward PL 94-142 - negative toward mainstreaming
-.POt applicable - not applicable . ‘

How can the conversations you hear be predominately characterized?

- seeking more information ;

- acknowledging how PL 94-142 and mainstreaming will change things at UIUC
- being concerned about how well we are preparing students

- wanting to research PL 94-142 and mainstreaming

- wanting no part of it -- too busy, etc. ‘ '

- not applicable :

Wwhat percentage of students you te&ch have shown some awareness of the responsi-
bilities they will face with the advent of PL 9u4-1u42 and mainstreaming?

- 0-20 ) - 40 - 60 - 80 - 100
- 20 - 40 - 60 - 80

If a substantive topic (other than concerns for salaries or departmental
politics) is of more concern to the faculty as evidenced by the talk you
have heard than PL 9u-142 and mainstreaming, what might it be: (CHeck one)

Bilingual/Multicultural Education

|

Competency Testing

|

Values Education

Back to Basics

|

; Open/Iﬁformal Education

Teacher Education (e.g., its future o this campus)

|

|

Other:

There is no other topic of more concern to the faculty than mainstreaming . ‘

|

|

%
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DEANS' GRANT PROJECTS
CENTRAL REGION )

Competency Cell: ' Project Year:

Specific goal (for_ghgg\ccmpetenqy cell, for this year):

Activities (used to reach this goal fer this year):‘
1.

2.

»

Degrees of attasmoeat (for this gozl, for this year):

v’ ! ) ] L.
1, -
.

v

1 2 3 4 5
| ) L |
4 . )




DEAG' GRANT EYALEATION PROCELURES  (Central Ragion)

PART 1

Assumptions

i

1. Dueans' Grant cveluvation procedurcs must be cnhierent and cormunicalile,

watlon mest provide cevidauce of change end level of atiajnment
le Lolluwing componento:

a. Faculty corpetency in areas of:

(1) ¥rowl=dse

(2) Perforcance :

(3) Attitudes 5 ~
(&) Behavior .

(5) Pelatlenships

b. Student ccnpetency in arcas of:

(1) Kaouledge

(?) Feriormance
(3) Attituces

(4) Behavior

(5) Relationships

- N 4
c. e@urriculum reevaluation z2nd rivision

(1) Caurscs
(2) VFaperivnces = "Field” Txperiences
(3y Materials '
(4) CSiructures , ’

3. Preject menitoring towards designated poals.
PAIT IT

Examples of "how to" for 1, Z, and 3, cbove, such as optimal- levels of
attainvent. »

15,
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INSTRUCTIONS FOR DEANS' GRANT EVALUATIOR FOrs (Central Region)

Competency (ell - Cowﬁctcncjes are divided into arcas of faculty,
students, and curricuvlumx. You are to fill out an individunl comptency
sheet for each of the cell subca{vgorles that anply to vour Projéct
poals. Howcver, you need not develop goéls for ceclls that are not
being worked on this year. If you were to fill out a slect for each
competencyvccll, yeu would have a total of lilsheeLs (5 for faculty
competencies; 5 for studeﬁt-comnetencies, and 4 for curriculum -

re-evaluation and revision).

Goals arve to be stated in one—-year terms and should bhe rclated to

the specific competency tell. State only this jear's goal for this
competency, not your long—-term objective.. o

Activitkes should include only those which arc related to reaching
the goai of this cell comptency. Activitics may be listed in either
bchaviaﬂa} or categovical form. Be sure that they are comprehendable
(t.e., tbat anyene reading them could discern the essence of cach of

the listed activitics).

Degrees of attainment should follow the fermat of the attached shect.
Be sure that the best and worst things are those which could occur
this vear.

Note vour current estimation of where you are on your deprecs of

attainment. . ‘ .

-165-1 8>
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II.

I11.

Iv.

(SAMPLE) . ' Schoel:
DEANS' GRANT PROJECTS

CENTRAL RIGION
Curriculum Recvaluation

Compatency Cell: § Revisjon - Courses ____ Project Year:_ v

%, "Thé Ad Hoe Task Force on Mainstrcaming will agroee on an all-teacher

v.

lSpecific goal (for this competency cell, for this year):

' To develop and mecet with a3 representative group from Teacher Education to determine

the impact of the anticipated State requirements for the education of exceptxonal
children in regular classrooms.

Activities (used to reach this goal for this yecar):
1. Identify Ad Hoc Comnittee Mcmbers from various programs.
2. Meet with committtee to discuss State plan.

3. Decide with committee on alternative strategiee for 1nc1usxoq of
mainstreaming competencies.,

’,

Degrees of attainment (for this goal, for this year):

1., The Ad Hoc Task Force on Mainetreaming will decide to waxt until the
State mandates specific requirements before’ proceeding with an all-school
(teachey education) plan for curricular inclusion activities.

2. The Ad Hoc Task Force on Mainstreaming will examinc possible plans for
curricular inclusion activities, in compliance with anticipated State =
requirements.

3. The Ad Hoc Task Ferce on Mainstreaming will agrece on an all-teacher
education plan for curricular inclusion activitics, and set tarpet
implementation dates.

cducation plan for curricular inclusion activities and will bepin
implementation in compliance with anticipated State requirements.

5. The Ad Hoc Task Force on Mainstreaming will dccido.on and imﬁiemnnt.
with a monitoring svstem, an all-teacher cducation plan for curricular
inclusion activities, in comp}ianCO with anticipated State requirements.

Present degree of attainment (Where you are now in reaching this goal):

1 2 ' 3 ' 4

: v 5
l’ ! ) l S = (| l g
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DEANS * bM‘ﬂ TR AN MY
CINTRAL REGION

I. Competency Cell: Faculty Awarcnors b Attitudes Project Year: First (1979-80)

‘11. Specific goal (for this competency cell, for this vear): .
To develop faculty avarciess of the problers and issues involved in implenenting
P.L. 94-142 in a way that goerates interest in develepirg solutions.

-

I11. Activities (usad to reach this goal for this year):
1. Dean's address to faculty at the beginning of the academic year.
- 2, A variety of project sponscred workshops to which faculty receive indivicual
invitations, incluiing at least one designed specifically for feculiy.
3. A serics of field trips to sites of mainstreaming projects being impleventad
with varying degrees of success.
4, Selected facuity are invited to participate in regicnal meetings of Dean's
Grant projects. ' S ’
5, Faculty are surveyed about the extent of orportunity of stoldents to attain
- mainstreating copetencies and their willingness to provida creater cpoortunity.

IV. Degrees of attainzent (ior this-goal, for this year):

1. Fewer than 10 percent of the faculty involved in teacner educzticn grograms
't will demcnstrate any interest in or avzreness of the problens involvad in
uplenenting P.L. 94-142. XNone of these will be willing to assist in
garerating solutions. : '

2. Betvean 10 and 30 percent of the faculty involved in teacher esuzation rrosranms
will Gaenstrate interest and awareness of problems.Che-third of these will
indicate a willingness to participate in scluticn-sesking activities.

P

. _ .- wr T

3, Betweon 30 and 70 percent of the faculty invelved in tcacher edus=~zfion orogriss
will demonstrate interest in and awareness of the problems and one-third of these
will indicate a willingness to participate in solution-seeking activities.

4. Between 70 and 90 percent of the faculty deronsirate an awareness of ahd
an interest in the problems and one-third of these will indiczte a willingnass
to participate in golution-seeking activities. '

5. Between 90 and 100 percent of the fac'dlty involved in teacher educaticn prrograms
will derensirate an irnterest ‘in and awareness of the prcblems and one-third of
these will indicate a willingness to participate in solution-secking activities.

V. Present degree of attl/{nment (wﬁeu you are nov in reaching.this gosl):

1 ~{/z\ 3 4 s
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DZANS' GRANT PRCIECTS
CENTPAL REGION

1. Compatesacy Cell: C-4, Structures Project Year:_ e

. - F
11. Specific goal (for. this cospetency cell, for this yea:): Goals #l.‘fh, and §5

Interdisciplinary (Educstion and Health Sciences) Project Activitiss
stimulaze faculty s=mbers to explore means for improving the structure
of preservice educstiion program delivery.

111. Activities (used to rcach this goal for this jear):

1. The Collece of Education reorganizad the year prior to form2lly Initiating the
Deans' Grant Project; the matrix structure yieldsd acress-departnent cooperation
to change courses, rmaterials, and clinical experiences during the Project year one;
conflict among specizl, elementary, and secondary education was eradicated through
divisiors functioning across depariments; matrix unit objectives were intensified,

2. College of Health Sciences and College of Education faculties participated in progr
review and conferances; the interdisciplinary Deans' Grant Steering Comittee initi
ted, through its structure, & forum for considering program change,

iV, Degrees of attaizmrent.(for this goal, for this year):

1. No plams for changirg the structure of preservice educaticn celivery ére under
’ consideration.

»

2. Sone departments have considered rrorganizing themselves to better provide
pre-service tezcher education programs; there is debzte but no real change,

-

3, Seconcary and Elemertary Education Departments work clesely with Special Educa-
tion to consider joint appointments to benefit students through faculty re- ‘
source sharing; Educational Administration and Counseling Departments teke
an active role in exchanging units with other faculty members with differen
expertise related to the Law. ; .

4. FEducetion units formalize a collaborative structure for encouraging recular
and continuous exchange of expertise 2imed at preparing preservice educators
capable of serving the handicapped well; education faculty members seek cppor-
tunities to work with other human service professionals, such 2s those in
health sciences--and vice versa. :

S. Huren services professionals--including professors and practitioners in educatio
health sciences, mental health, corrections, social work, 2nd others--collabor
ate in formalizing a new structure for the delivery of preservice to human

. services professionals.

V. 7Present degree of attairzent (vwhere you are nov in reaching this goal):

1 2 3 4 5
| . ‘ b I !
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Conpetcncy Cen Curriculum - field :xperfencesp:ojecz Years

Specxfic §oal (for this coawetency cell, for this year)

RETHY 7 8

S' GRANT PROJECTS
CENTRAL KEiGION

¥

Design a new instrument for evaluation of student teachers’ performance
in a du2) certification (elementary/special educatinn) program_
- Staff provided consultaticn’ services.]

Activities (used “to réacb this poal for this'year):

_Fifth .

Selected a team of eIemﬂntary and specia! education student 1§aching

coordinators.

Team obszrveZ perfcrmance of dual cerutfica;e student eachersfin both

elementary and spec1a1 educationh settings
Team conducted joint snﬂwnars. :

Tear requested input from SUFETV!STHQ teachers

Team dezsigned evaluaticn 1n5trumen;5.

S,

chrcef of at:aiz’.v:‘nt (f gr t‘g,.s gcal, for this ytar}

1.

Prescnt degree

- ho student teaching coordinators interested .in col?abora ing.

‘Team unable to col1aborate.

Observations comp)eked but no 1nst uments designed
F]

1

‘Preliminzry draft of instrument designed. :

Design of evaluation irstrument completed.

1 2 | 3 ;
|- | o M— J

of artainment (where you are now in reucning this po2l):

5
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Aruitoxt provided by Eic:

I..

'§, Seminar leziers assess czrefully the degree to which their studen
4

PEAYS' CRANT PROJECTS
CENTRAL REGION

Cozpetenty Cell: Stulent Coopetency - KnowledFsoject Years: 1T

Specific goal (for Ehig'tompétency cell, for this year):

The student-teacring seniners introduce stulents to the IEF process - what 4t
je atd YMow it furcticns, For this year, we would like each seminzr lealer
to cover ibhe informaiion in. the IEF insiructional unit,

.
.

Activities (used to reach this goal for this year):

Review of maierials froz= IEP unit for 1978-79.

Iosemvice for =11 seminar leadsrs to familiarize ithem with revisions
of unit, '

3. 4vailadility of Dean's Grant pers individual conferences to
furiber zseist individual sexiner le . o :
tvailahility of materials to assist seminzr lezders in implementicg
cootent, ’

[ 22

Deprees of attzinment (for this goal, for this year):

. .

1. Kot one sez’nzr leader follews thrcugn
process.,

to "teach" stulents about the IEP

o

2. Same geminzr leaders teachk the maieriazls inyroughly, but most skip over
the topic - trealizg it lightly end as though it has a low priority in
the progras.

3. Pverr seciper lecder is involving their studenis in the materizls end
2lloiing tne time to it that tae deparizent directied thez io doj this
may involve bringing ik a guest lecturer from Special Education who may

be more fa=iliar with the IEP process.

4. TPvery seminzr lezder who concucts the lessons on INPs has experienced the
process in the public schools znd enriches the leszon with perconzl zccounts

_of its successes or arTanges to b=ing into ihe sexminzr a przcticing {eacher
who bas hed the relevant experiences to enrich the lesson.,
‘e acquired

the imporiani comcepts of the IZP unit and recycle studenis into additional
leesons if found deficient. o

Present degree of attaindent (vhere you are now in reaching this goal):

1 2 3 4 5
i . V(/ | h
— T L} ' '
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' DEANS' GRAN1 PROJECTS
. ‘ CENTRAL REGION i
I. Competency Cell: Project Year:_

11. Specific goal (for this competency cell, for this year):

11I. Activities (used to reach this goal for this year):

1V. Degrees of attainment (for this goal, for this year):

1.

V. Present degree of attainment (where you are now in reaching thi= goal):

2 3 ~ 4 s
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Central Region Deans' Grants
GOAL ATTAINMENT
(Samplc)'

We would like each team to formulate three major goals for the project.

For each goal we would 1like you to indicate five degrees of attsinment.

Degrees cf Attainment

1. Most unfavorable cutcome thought likely.
2. Lless than expected success.

3. Eipectod lev 21 of success.

4. More than expected success.

5. Best anticipated success thought likely.

Degrees of attainment should be specified in behavioral terme.  For
exarple, 1f you were teaching a course, a peal may be that your students

demonstrate competency on your exams.

1. All students have ‘scores of C or héelow.

2. Test scores pesitively skewed with few A's.
3. Test scores normally distributed.

4. All students get A's and B's on exam.

5. All students get A's on exams.

19,
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