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Preface

This monograph perallels a monograph entitled, "Tescher Education and
the Educationally Handicapped", which I prepared as part of an ESEA, Title
VI project administered by the State Department of Education, Division of
Special Education, Bureau for Mentally Exceptional Children., In fact,
Parts I and scgments of Part IX are almost fdentical in both works, and
this commonality is meant as another demonstration of the cormoneality among
the issues and problems which confront the field of education.

The new sections of this mongograph viere prepured as part of a
Research and Teacher Cducation (RATE) project funded by the State Department
of Education, Division of Compensatory Lducation, Bureau of Professional
Development. Tha purpose of this presentation {s to help clarify the major
issues and problens related to praparing teachers for the Disadvantaged.

I hove tried to include enough basic definitions, conceptualizations,
and bibliographic references and enough detailed examples to moke this
nonograph a useful primer for the reader who is just becoming acquainted
with the arca of teacher ecducation, At the same time, however, I have set
fcrth specific pocitions on many of the fssues and have offerec suggestions
and views regarding how seme problems might be resolved; it {s hoped that
these specific formulations will be of interest and perhaps of value to
the professional whose experiences have taken him beyond the primer level.
In addition, as a resource for any findividual ttho is interested in this
topic, I have ircluded relevant examples of current activity and thought
as reported in recent pnblicaticng, and I have taken this opportunity to
shere, in advance of publication, some ideas derived from the present
research and training activities in which I am involved.
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Because the manuscript utilizes material prepared as part of two
different projects, if I attempted to list all those persons who have
contributed'in one way or another, I would certainly fail to acknovledge
someone;‘ Therefore, I will simply take this chance to thank, once again,

everyone who halped.

Howard Adelman
August, 1970
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INTRODUCTION

In those schools vhich axe racially-isolated and/or which primarily
enroll gstudents from lower socfo-cconomic families, educational programs
have been relatively fneffective. Since 1959, federal and state legislation
has stimulated a considerable amount of activity designed to renedy this
stata of affairxs. 1In parxticulax, such legislation has encouraged a special
focus on improving tcacher cducation programs in ordexr to better preparc
tcachers to perform in ''disadvantaged' arca schools, and one result of this
special focus has been to raise such specific questions as:

lHust a ‘cacher have special qualities and competencies in
order to successfully teach the disadvantaged?

WWhat, how, and vhere should teachers for the disadvantaged be
taught?

Should disadvantaged students be viewed as ''exceptional’
children and their teachers be considered special educators?

This monograph enconpasses these and other questions relevant to teacher
education and the disadvantaged. However, it wvould be both naive and inappro-
priate to approach these questions as if they were entirely new and unique,
for they are only specialized versions of more basic concerns which have
long confronted those vesponeible for teacher cducation in America, Figure 1
sunmariees these basic concerxns which, broadly and practically stated, are:

that should be the role (nature and scope) of fornal education
in America today and what changes should be considered for the future?

What and how should we teach in the pudblic schools?

How can we best recruit, nducate, and retai- the high level

of personnel necessary for ensuring hiph qualfty educationt?

.l.
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It i clear that these questions are so clocely interwoven that the manner in
vhich any one 1s answered has profound implications for the others. It should
also be recognized that, us a result of the increasing emphasis on students
uwith '“special’ needs, each of these concecrns hus tue focal points which must
be dealt uwith sequentially. The first ccnters on these three basic questions
as they relate to the majority (general) population; the second centers on
modifications, additions and/or exceptions vhich must be made with refercence
to "exceptional" individuals,

Ideally, a complete discussion of the topic, '"Teacher Education and
the Disadvantaged", tould explore systematically each of these basic concerns.
Suchk a comprehensiva presentation has been adjudged to be beyond thae scope
of this monograph. It is felt, however, that a rcasorable and useful under-
standing of this topic can be accruad from a clarification of:

(1) the gereral issves and problems vhich are most directly
related to the recruitment, education, and retentfon of high-quality educational
personnel,

(2) the instructional needs of disadvantaped pupilse,

(3) some of the nmost bosic issues and problams vhicihh have
arisen specifically uwith reference to the recruitment, education, and retention
of tcachers for the disadvantaged,

The following ciscussion represents an attempt at such a clarification,

and it is hoped that, {n some way, the presentaticn {1l facfilitate efforts

*In the follouing discussion, the term concern is used to delineate
a brcad area of focus; the tern jssue is used to delineate a sub-area over which
there is theoretical and/or procedural disagreement: and the ternm problem is used
to delineate a sub-area over which there i{s no disagreement, but there is
difficulty in formulating an appropriate solutiun,




n

to improve the cducational opportunities of youngsters vho arc labecled
disadvantaged,

This monograph is divided into three parts.® The first (Chapters 1l
end 2) encompasses a bricf general discussion of tecacher education programs
with a viev to clurifying brsic issues and problems which confront any
individual who 13 interested in improving teacher education. The sccond
part (Chapters 3 and 4) precents this viiter's views regarding the disad-
vantaged and their instrictional needs. The third part (Chapters 5 and 6)
focuses on issucs and problems and presents some ideas which have arisen
specifically with reserence to the recruftmont, education, and retention

of teachers for the disadvantaged.

*The introduction to each part contains a brief abstract
surmarizing the goals and content of the chapters to be found in that
section of the monograph,




PART I: TEACHER EDUCATION -- A BRIEF GENBRAL DISCUSSION*

The history of teacher education in this country retlects a constant
searching for qualitative instyuction in pedagogy. The unsuccesful nature
of this search is clearly reflected in the majority of the statements made
in the 1960's regarding the status of teacher education. For example, as
Sterling M. McMurrin, former United States Commissioner of Education, stated
in 1963:

+. our average citizen has taken it for granted that
teaching, especially in the secondary and elementary schools, is
a profession entirely appropriate for persons of second~ or third-
rate ability, We have a1l too commonly, therefore, procueded to
provide them with second- or third-rata educations and pay them
third- or fourth-rate salaries.

And in the mid~1960's, Don Davies, then Executive Secxetary for the NEA's
National Commission on Teacher Education and Professimal Standards, gave

an equally bleak appraisal to a group of teacher educators:

Teacher education is the slum of American education. 1t
js a slum because it is characterized by neglect, poverty, isolation,
alienation, exploitation, lack of status, and insecurity. Teacher
education is in trouble, just as slums are in trouble, because not
-enough influential institutions or agencies or individuals take it
seriously or care enough about it to take positive action. The
scholars don't; the graduate schecls don't; school systems don't;
the coclleges don't; the state legislatures don't; the teachers' organi-
zations don't; the Office of Rducation doesn't. Our society simply has
not yet been willing to devote adequate intellectual and monetary re-~
sources to the task of developing a high-quality personnel for our
schools (as quoted in Davies, 1968).

*There are numerous books, monographs, and articles dealing
with teacher education. For a documentary history up to 1946 see Borrowman
(1965) ., Further historical perspective and a contemporary view of major pro-
grams, issues, and trends may be derived from: (1) the three reports of the
NEAfs National Commission on Teacher Education and Professicral Standards
which are based on the 1953, 1959, and 1960 national conferences sponsored by
the Commission; (2) the books prepared by Stiles, 1957; Stiles et al., 1960;
Sarason et al,, 1962; Koerner, 1963; Conant, 1963, 1964; Dorros, 1968; Smith
et al., 1969; Stoue, 1968, 1969; Weiss, 1969; and (3) a sampling of recent
articles in the Journal of Teachexr Education. 1In addition, of special contem-
porary relevance is the March, 1970 issue of Fducational Leadership, the theme
of whilch iz "Teacher Education: Instrument for Change?",

“5=
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During this last decade, however, perhaps the most heard single voice has
been that of James Bryant Conant. The extensive and heated controversy which
Conant's (1963) 'famous twenty~seven" recommendations stimulated has helped
to rmake the statements of McMurrin and Davies less true in 1970 than they
were in 1965, 1In the last few years there has been more interest and less
neglect., And there has been some action, such as the nine projects supported
by the U, S, Cffice of Education, Burecau of Research which have suggested
ncdels for elementary teacher education programs;* in addition, there has
beecn the passage of the Education Professions Development Act in 1967. The
basic problem remains, however; we are still not "...developing a high quality
personnel for our schools", and this lamentable state of affairs will likely
continue for some time to come.

Why?

The temptation is to lay the entire blame on the various socio-political
and ideological forces vwhich play such a potent role in shaping education in

America today. However, as a review of the literature suggests, a significant

*The reports of these nine projects are of great value to
anyone who 1is concerned with teacher education, As examples, see Allen and
Cooper (1968), .Johnson, Shearron, and Stauffer (1968), Joyze (1968), Soathworth
(1968), and Sowards (1968). "A Reader's Guide to the Comprehensive Models for
Preparing Elementary Teachers" is available througn the ZRIC Clearinghouse on
Teacher Education. It should be emphasized that these models have generated
and will coantinue to generate a great deal of activity (e.g., see Clarke, 1969),.
In addition, it may be noted that Engbretson (1969) has analyzed and evaluated
the original eighty proposals (from which the nine funded models were selected);
of particular value in this report is the discussion of pirogram components
and the bibliography.
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part of the problem derives from the fact that most teacher education pro-
grams have not been clearly conceptualized and the basic concerns, issues,
end problems which permeate such programs have not been critically analyzed.
Therefore, in the first two chapters, the goal is to bring the basic issues
and problems into focus and to offer some related thoughts.

Chapter ! explores four major issues related to the planning, imple-
mentatior,, and evaluation of teacher education programs. Thase issues are
(1) tWhat basic guldclines and major long range goals should shape formal
programs for educating teachers? (2) What should be the content of the pxe-
ard in-service phases, respectively? (3) How can this content be taught
purposively and appropriately? (4) How should the nature and worth of teacher
education pregrams be evaluated? In discussing these questions, four basic
propositions are formulated, major programmatic goals are summarized, the
major types end arecas of instructional content and the major process com-
ponents are conceptualized, and finally, a framework for understanding the
process of evaluating teacher education programs is suggested.

Chapter 2 focuses on problems related to luring, selecting, and keeping
high quality personnel and discusses these problems within the context of
three overlapping topics: (1) the public image of the education system,

(2) the criteria for admission into teacher education programs and into the
profession, and (3) the working conditions experienced by those professionals
vho work in public schools., Specifically, with reference to the first two
topics, the discussion explores the vicious cycle that perpetuates education's
negative image, the deficiencies of current approaches to delinecating the
characteristics of effective teachers, and the deficiencies of current ad-

nmission criteria. With reference to working conditions, it is emphasized
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that members of the education professions have not been educated and treated
as professicnals and that this lack of professional recognition protably is
a critical factor deterring the recruitmédt and retention of high-level
people, Specific factors related to contemporary working conditions which
are discussed ave the nature of in-service orograms and on-the-job wupport

(including differentiated staffing), and current salary policies.




1

BASIC ISSURS RELATED TO
PLANNING, IMPLEMENTING, AND EVALUATING TEACHER EDUCATION PROGRAMS*

Most teacher education programs are infinitely criticizable. For ex-
ample, the academic and practical coursework required of teachers ~in-training
varely is more than superficially coordinated and integrated, generally ignores
individual differences among program participants, and not infrequently makes
conflicting and/or excessive demands.** (In too many instances, there is no
apparent unilfying conceptual framework upon which the teacher education pro-
gram is based. Instructional objectives for a particular course may be so
global that the curriculum guidelines amount to no more than 'This class is
to learn how to develop instructional programs in language arts and reading."
Instructors and supervisors typically are unfamiliar with what their colleagues
are teaching and many individuals seem to teach whatever they feel is important
at the moment, often without regard for a student's current level of sophisticat-
ion. Little effort usuvally is directed at clarifying and integrating system=-
atically and, where possible sequentially, the role of critical coguitive,
affective, and motivational variables which permeate the content of what is
taught in almost every course in the program. Thus, teachers-in-traiuing
find themselves in the ironic situation of attempting to learn how to develop
effective educational systems while participating in a system which provides

the poorest of models.)

*Part of this chapter is based on a previous journal article
(Adelman, 1970) and a Group Report based on a two day conference at the Advanced
Institute for Leadership Personnel in Learning Disabilities held at Tuscon
(Adelman, et al,, 1969).

*% These deficiencies, of course, are not unique to teacher educa-
tion; the same criticisms also apply to programs designed to prepare persons for
other professions, e.g,, clinical psychology,

) -9-
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As suggested in the introduction, it is tempting to lay the entire
biame for this state of affajrs on such factors as the lack of adequate
financial and/or institutional support. However, it is clear that a good
part of the prvoblem stems from the fact that too many professionals bave
made 1ittle oxr no effort to clarify and resolve the basic issues and problems
related to the plaaning, iwplementation, and evalvation of the tcacher educa~
tion programs in which thay are involved,

The purpose of this chapter is to bring four of the most basic of these
issues fnto focua.,. The four -issues are: .

(1) What basic guidelines and major long range goals should
shape formal programs for educating teachers?

- {2) What should be the content of the pre- and in-service

phases, respectively?

(3) Now can this content be taught purposively and appropri-
ately? -.

{(4) liow should the nsture and worth of teacher education
progrems be evaluated?
While these questions have been stated in a way which reflect practical needs,
it is emphasized that a wide variety of conceptual and philoscphical issues
and prodlems ave encompassad as well. This will become increasingly evident

in the follcwing discussion.

| ()

uidelines snd Goals
AQailable program descripticns convey the distinct impression that meost
teacher educétion prograﬁs are Topsy revisited, l.e., they weren't planned,

they juét grew. Many programs appear to have no other' guidelines than the

recognition that certain courses must be offered in order for an individual
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to receive a state~mandatcd ctedential, certificate or license.
Propositions., Since an explicit statement of program guidelines which

could ba aummarized and presented here could not be found, the following

four propbsitions are suggested as a basis for discussicn.

1. Teachexr education programs should offer a detailed, coordinated
curriculur involving academic, observational, and participatory experiences
through which &n individual can proceed in an appropriately patterned and
sequenced fashion.

2. Such a curriculum should be conceptualized as invelving two major
phases and threce processes, The two phagses are: (a) the pre-service phase--
which encompasses that period of formal preparation prior to being employed
and/or adjudged as minimally qualified for a particular role and function;
and (b) the in-service phase-~ which encompasses all subscquent formal teacher
education related to that role and function.* The three pfocesses are:

(a) a training process, which is designed to facilitate mastery of the craft

(and "art'') cof a particular role and function; (b) a delimited educative

process, designed to facilitate acquisition of a brcad and deep understanding
of the krowledge and research tools upon which the positive growth of formal

education in this country depends; and (¢) a general educative process,

usually referrad to as a 'general and liberal education", which should be

at least equivalent to that experienced by persons preparing for other

*It should be noted that a teacher vho 1s preparing for
anotter role in the educational system, e.g., as an admiulstrator, might be
involved both in & pre~service and an in-service program rimultaneously.
That 1s, he might be participating in an in-service program to improve his
competency as a teacher and in a pre- s“rvice program to prepare for the
administrative role,

EKC
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professions,*

3. Such a curriculum should reflect a positive commitment to meet-
ing the needs of the pupil population to be served, the needs of the en-
rolled participants®¥, the needs of the field of education and the needs
of society.

4. The needs of the program participants should he recognized as
being both personal and professional and the program should facilitate
development in both areas.

These propositions, obviously, represent no more than an extremely general
set of bellefs and assumptions (and truisms?), but at least they oifer a
visable and viable foundation upon vhich a teachexr education program could
be shaped.

Goals. An adequat:e frame of reference for program planning consists not
only of guidelines but of long range goals (as differentiated from the
immediate program objectives). 1In contrast to the absence of clearly
stated guidelines, the major long range goals of teacher education programs
have been more explicitly stated., Broadly presented, those goals vhich are
professionally relevant emphasize the need to provide each participant with

the opportunity (a) to acquire the minimal competencies which are needed

*Teachers-in-trairing usually are involved in all three processes
simultaneously.

*%Throughout this paper the turm 'participant' will be used to
describe any individual who is enrolled in a program of pre- or in-service
teacher education. The rajority of such participants ar~ enrolled, of course,
to meet needs related to their role as classroom teachers, but as used here,
the term usually will encompass those who are pursuing instructional, super-
visory, and administrative programs.
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for effective on-the~job functioning, (b) to continue to develop towards
a high level of professional competency, and (c) to learn to appreciate
and accept the full rvesponsibility of his professional role. Stated
differently, the goals recognize the neced to develop professionals uho
have the knowledge and skills which will allow them, and the attitudes
which will encourage them, to contribute to service and research activities
and, more generally, to efforts designed to clarify the appropriate role
of formal educat.ion in American society. Such service and research
activities are viewed as including (a) those which have & direet impact
un improving the educational opportunities of all youngsters, e.g.,
teaching, training, consultation, (b) those which are designed to evaluate
this impact, (¢) those vhich help to increase the overall understanding orf
the instruétional and learning processes and (d) those which help to
clarify the impact of formal education on the development and behavior
of individuels and society.

Thus, the goals, like the guidelines, may be seen to be general
but helpful indicatoxs of the appropriatc nature and scope of formal
teacher education programs. Together, these particular guidelines and goals
emphasize that the person who enrolls in such a program is not just to
be trained for technical competency but is to be educated as a member of

society and as a professional who has a unique role to play in that society.

Such guidelines and goals are ambitious, but hopefully they are not unreal-
istic, for if they are, it is probably also unrealistic to expect the
graduates of teacher education programns to function as professionals.
Content
As used here, content refers to that knouwledge wvhich is included in
\)*He curriculum of teacher education programs. Such content is both general

ERIC
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and specific, as well as technical and conceptual (encompassing the cognitive,
affective, aud psychomotor domains). The general nature and scope of this
content is determined not only by the formulated guidelines and goals, but
by the interaction of a complex set of forces-- political, economic, edu-
cational, psychological, philosophical, and so forth. That is to say, the
final frame of reference vhich determines a program's content will have
evolved from a series of compromises, many of wvhich unfortunately have a
negative impact on the program's quality.

Guided by such a frame of reference, the program's specific content
is derived from the accumulated theoretical and practical knowledge regard-
ing:

(1) grovwth and development (with emphasis on the pertinent
facets of sensory, perccptual, motoric, linguistic, cognitive, social, and
enotional development); -

(2) learning and performance;

(3) motivatiown;

(4) Iinstructional content and process;

(5) assessment and rescarch processes;

(6) intrasystem ccology (Note: This term is used to encompass
what is known about the importance of and how to interact with and utilize
others within the context of the school system.);

(7) extrasystem ecology (Note: This term is used to encompass
vhat is known about the inpcrtance of and how to interact with and utilize
others outside the school system.);

(8) the grouing discipline of Education
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Major Types of InstrucEipnal_Concerp . Such knowledge may be organized

-

in a variety of ways to facilitate curriculum planning and fmplementation.
Figure 2 and Table 1 present one attempt at categorization. As may be scen,
the curriculuw is conceptualized in terms of major types and arias of
instructional concern likely to be found in teacher education programs.

The five areas -- assessmant, program planning and implementation, con-
sultation, supervision, research ~-- were chosen becausa they appear to
represent the major activities discussed at some time during a teacher
education program.® The "types'' -- behaviors and skills, content and
concepts, avareness and attitudes -=- are an attempt to emphasize that the
term 'knowledge' or the use of "knowledge and skills' together is not
sufficient in describing the impact of participation in a teacher education
program. Attitudes are shaped, overtly or tacitly, and, hopefully, a general
awareness of areas is developed even when in-depth learuning is not possible.
Obviously, the three ''types’ are comparable to the psychomotor, cognitive,
and affective domains; however, until the educational objectives of teacher
education programs are more carefully delineated, it seems inappropriate

to use this classification schema which has been adopted by Bloon, et al.
(1956) and Krathwchl, et al, (1964). In the following discussion, then,

it should be noted that the terms "knowledge','"knowledge and skills", and

"competency' will be used interchangeably, and the assumption will be that

*These five arcas are not viewed as being a strict hierarchy.
Rather, assessment and program planning and implementation are seen as being
of concern concomitantly and as preceding preparation focusing on con-
sultation which, in turn, is seen as providing a good basis for preparation
focusing on supervision; research is viewed as 'spiraling' throughout the
program,




Assessment
A
Program Planning
R and
Implementation
£
Consultation
A
S
Supervision
Research

T Y P E S
Behaviors Content Avareness
and and and
Skills Concepts Attitudes
— —r——— | -
; @

] [l
i i
| i

|
e _«__mwkm_ - e e e e+
| |
| I
a |
T R e A
| i
| i
|
- SR S S
| i
;
I 1

Fig. 2. Type and areas of instructional concern in teacher education

programs.




Table 1
Five Arcos of Instructional Concern in Teacher Education Programs:

Definitions, Leong Lange Goals, and Primary Competencies

Assessment

I, Deffafition
Asscasumat may be viewed as a process by vhich an individual attempts
to understand hinmscif{ and other individuals in order to describe,
predict, explain, and make decisions

I1. Long Rarge Goal
The fundividual should develop an understanding of the uses, limitations,
and abuses of asscssment, fincluding the ability to employ and interpret
velevant formal and informal assessment procedures ani to dexive
fuplications from assessments made by others®

ilI. Primary Competcencies
Cbservatfonal end "testing' ability
(L.e,, knowlcdge regarding the importanse cf and how to gather,
systematically aud in situ, information velevant to one's own
effectiveness and to a particular pupil's general behavior
and acadamic functioning)¥
Interpretative ability
(f.e., knouledge regarding how to analyze and evaluate systematfically
the meaning of observatfonal and test data)*vor

Notes:

*The recason for teaching the teacher to be able to derive fmplications
from assessnents nade by others is that many school counselors, psychologists,
and physicians report findings without clarifying the fmplications for
school practices. Therefore, the teacher should be equipped to interpret
some¢ of these findings even though he =may not have been taught how to admin-
fster a particular assessment procedure, e.g., intelligence tests. It {s
recogniczed, of course, that some procedures are only appropriately finter-
preted by the professionals vho administer then.

**Such ability should include the competencies required for dete.mining
(a) the appropriate level for instructional focus (see Figure 3), (b) vhat
specifically should be taught at that level, and {c¢) what out-of-the-classroom
stcps should be taken to facilitate learniny and performance.

*The fnstructfonal implications one derives from such data are dependent,
of course, un cne's knowledge ¢f vhat is involved fn school-related learning
and performance, o.g., understanding the prerequisites a youngster must
acquire before he can function effectively in lcarning a particular school
Subject ,
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Table 1 (Continued)

Program Planning and Impleuentation

I. Definition
Frogram pleaning and implementation may be viewed as a process by
which an individual purposivcly and appropriately utflizes available
resouvces, cspcefally people and materials

II. Long Ranpe Goal .
The individual should develop the ability to formulate, initiate,
and/ox participate in activities, in and out of the school setting,
which purposively and appropriatcly facilitate leavning for each pupil

I11. Primaxy Competencies
Basic instructional ability
(.e., knouwledze vegarding the fmportance of and how to personalize
classroonm instruction to allow for the uwide range of developmentel,
motivational, and performance differcences which exist in every
classxoom)*
Curriculum ability . '
(i.c., knouledge vepgarding the importance of and how to develop,
select, adapt, apply, &nd evaluate the impact aud role of
methods and materfials which are relevant to mastery of btasic
learning and performance skills and for sensory, perceptual,
notoric, cognitive, language, social, and emotionzl grouth
and developnent)
Classroom managenent ability
(i.c., knowledge regarding the importance of and how to structure
a classroon of students in a way vhich is compatible (does not
conflict) with the fostering of each youngster's desire and
ability to learn and perform and the ebility to detect current
and potential behavior probleis and correct, compensate fo ,
and/or tolerate such deviations)
Interpersonal sdbility .
(L.c., knouwledga regarding the importance of and he: to finteract ecf-
fectively with pertinent others, both in and out of school)*
Seclf-corrective ability
(1.0., knowledge repsrding tho. doportance of cud how to gather cnd utfliae
evaiuative feedback assessment information to enhance personal
and professional effectiveness)

tlotes:

*It should te remembered that the focus here is on the compartencies neceded
for dcaling with the majority population; the cocpetencics requir:d for coping
with "exceptional' indfviduals are discussed in a later chapter.

**Besides the obvious interactions with pupils, the interpersonal inter-
actions within the school systen may be viewed as occuring on three levels,
f.e., interactions between an fndividual and (1l)those who are in positions
above him (e.g., supervisors, adoinistrators), (2)those in posfitirns comparable
to his (e.g., other teachers, counselers, consultants), and (3) those who are
in training or have para-profesajonal positions (e.g., aides). The major
interpersonal interactions outside the school system vhich are involved directly
with instruction, of course, are seen as centering around family members and
other professionals (e.g., physiclians, psychologists).
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Table 1 (Continued)

Consultation

I. Definition
Consultation may be viewed as a process by vhich an individual
attcempts to assist a colleague's efforts to assess and solve a
problem purposively and appropriately

II., Long Range Goal
The individual should increase his breadth end depth of knowledge

and skill wivh refcrence to assessment and progran planning and
implenentation®

111, Primary Competencies
1o substantively nesw; competencies are nceded -- only an increase
{1 the level of competencies already listed

Hlotes:

*Success in this area is vieted as befug positively correlated with
the individual's depth and breadth of knowledge and skill in these areas,
especially with reference to interpersonal ability since a consultant must
be able to interact in a non-threatening, tasli-oriented, and task-productive
manney.,

Supervision

I. Definition
Supervision may be vieved as a proccss by vhich an indfividual critically
analyzes, evaluates, and guides projrams and personnel in order to
facilitate the improvement of the programs for which he is responsible

11, Llong Range Goal
The individual should increase his breadth and depth of knowledge and
sk{ll in the areas of assessment, program planning, and consultation.
(Sore supervisory positions require administrative functions; in such
instances, programs should allow for the development of such skills)

I1I. Primary Competencies
No substantively new competencies are needed -+ only an fncrease in the
level nf the competencies already listed (Cxcept in those instances
vhere specific adminiscrative duties, e.g., budget preparation, are
part of the supervisor's functions
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Table 1 (Continued)

Research

I. Definfition :
Research may be viewed as a process by vhich nev facts are discovered
and accepted conclusions are supported, rejected, and/or revised

I1. Leong Fange Goals
The irdivicual should develop the ability to be a critical consumer
and a recpoasible aid effective producer of research

II1. Primaxy Competencies
Cousuner ability
{(i.e., knouledge regarding the importance of and howy to rvaluate
research £indings which have implications for one's work)
Participant abilivy
(f.c., knowledge regarding the importiance of and how to aseist
and/or initiate school-xelated studies)

. .20.
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the th:ee types of instructional concern indicated in Figure 2 are involved
whether purposively planned or not. It should also be emphasized that the
corriculum for the pre-service phase of teacher educatfon cannot and does
not attempt Lo cncompass the entire bedy of knowledge represented in

Figure 2 and Table 1, In fact, it is ohvious that only a relatively snmall
poction of such a body of knowledge can be taught during the pre-service
prograw, especislly if theory and practice are to be integrated and &ssimi-
lated. Theirefore, thre primary objective of pre-service instrrction must be
restricted to developing the minimal body of knouwledge and skills
(compatensiz2) neaded for on-the-job success.

Minimal Competencies. The nature and scope of the winimal competencies
vhich are neceded in schools are viewud as vavying, qualitatively and
quantitatively, uwith regerd to Lype of porulation served and the type of
professional role and function which an individual has been assigred (see
Pigure 4). Uith specific reference to teacher educatfon, minimal competen-
cles can be caveaprized for several levele of functioning. 'The first level
encompasses the minima’ core of competencies required for performing one's
role in a classroom which doss n>t contafn youngsters vho manifest secvere
learnfng and performance handicaps, f{.e., regular classrooms. This core
should include the coumpetencies requiied to deal with many of the population
variations related to age, socfo-econonic, geozraphic, and sthnic status,
Essentfally, the instructional objectives at this level are to develop a
delimited set of competencies drawn from the areas of assessment and progranm
tlanning and {mplementation. Zach subsequent variation in the teacher's role
aud furnction and/or population served is viewed as requiring additional pre-
sexvice education so that he can require the additional konowledge, {.e.,

oiniral competencies, which will enable successfu! functioning. For exanple,
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Fig. 4. XKey variables vhich indicate the nature and scope of the minimal
competencies vhich should be acquired in pre-service education
programs.
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additional minimal competencies are needed if the teacher is to function

in a clzssroom which contains youngsters vho manifest severe learning and
behavio:r problems or if thn tcacher is to consult with and supervise others

in the school. The additional pre-s»uvice education might invoive strengtien-
ing ulready acauired abilities and/or acquiriug new competencies drewn from
the same aad/or neu arcas.

Idcally, by the endvof the pre-sexrvice phase of teacher education an
individual has ecquired ti:2 vinimal competencies noneded for successful or-
.thu'jOb pexformanze. Tonerefore, the Primary purpose of the f{n-scvvice phace
1s to fucrecase an individual's breadth and depth of knowlcdge and thus his
competency with reference to a current professional role and fuuction and
population served. The ultimate poal, of course, is to achieve the highest
level of professional standards possible.

with reference to program content, than, it seems reasonable to suggest
that the potential benefits to be derived from atn auvirennss of operationally
defined competencies are prumerous. Unfortunately, neither the mininal com-
peten~ies needed fos success $n a given rnale and function nor the additional
competencies vhich must be ccquired to achieve a high level of professional
standaids have been specitied in very great detail. Until somecone docs

the type of job analysis vhich truly assesses vhat is required for success-

ful perforcance of various school roles and fuucticns and with differing
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populations a list of operaticnally defined competencies will not be foerth-
coming.* And, therefore, ciforts to plun systematic and coordinated pre-
and in-gexvice programs of teacher education vill contiuue to be handicapped,
as will be efforts to evaluate comprehensively the impact of such progranms.
Process

In eddition to deciding uliich competencies are to provide the focal
polrt for & formsl teacher cducation program, there is also the concern
regarding how this content s &¢ be taught puvposively and appropriately.

Thie, of course, is a matter of finding the process by uhich a progren

*A rclated problem vhich has not been widely discussed is that
in planning teacher cducation pvogrsms it would be apprcpriante to consider vhat
{s required for tuccess fn th2 progran ftself. it may be that 4in planning such
programs we set up irrelevant barriers by requiring competencies vhich are
nccessary only for succeeding in the teacher education pre-service progranm,
f.c., competencies vhich ara not required for succass in the field., Thus,

& job aralysis of v'.at §s required for success in the teacher 2:ucation pro-
gran itself is 2iso neecded in order to (1) reform the curriculum, (2) improve
sclection procedures, and (3) plan early coirective action to help students
develop necded competer.cics before belng required to perform at a level vhere
the lack of such conpetencies wonuld ba troublesoma,

it should be noted that some attempts ara being made to deal uith
the problem of specifying nceded coopetencies. For example, the program descrip-
tion for the St. Scholastica teacher education program, Profect Criterion, in-
dicates that there is a major emphasis on developing professional competency
through carefully stated performance objectivee "which describe learning in terams
of neasurable behavior " Also, {n a recent article, Allen and Krasno (1968)
state that tha University of dassachusetts' program includes ",...identifying
specific performance criteria based on task enalysis of tcacher training. At
the come tine, instrumentation is being deveioped for assessing each traince's
progress at nultiple points in the progren."

In the same article, Allen and Krasro suggest a general hier-
arcty ot teachiag competencies. They state that: ''l) pastery of content
knovwledge produces gubject matter competency; 2) mastery of content knoiledge
plus behavioral skills produce presentation competency; 3) mastery of content
knovledge plus behavioral skills plus humanistic skills produces professional
decision-making coppetency." These mnftere recognize that performance criteria
tust be established in each of these three areas in order to structure the over-
ail teacher education progrem content.

ERIC
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participant can bes* leaxn the knowledge he neceds. (lhie appropriate process
obviorsly uill fit onc or nore of the Lhr.e broad overlapping processes pro-
posed in the section on guidelines and gouls, i.e., it will be a training
process, a dzlimited educative process, ar!/or a general educative process.)
Since the specific charactevistics of such a process will vary with reference
to the vey in ukich the major components of the teacher education program are
combined, the cmnhasis here is on clarifying those major corvonents vhich can

be varted diffcrentially during the pre- and in-sexrvice phases.

Hajoer Componeints. The majoxr components may be catcogized as:

(1) formal acadcmic experience;

(2) practical experiences;

(3) "iaformal" experiences.

It should be noted that such components are not necessavily to be vieved as
ticd to formal couvrse, unit, and hour requirements.
lore specifically, these components are vieved as follous:

(1) Femmal acadeaic experiences. This includes lectures,
seninars, taped presentatioas, individual study couxses, and velated readings.,
During the pre-service pnase, almost all thase experiences are guided by
institutions of higher education; during the in-scxvice phase, houever, in
addition to university and college sponsored activities, many lec:ures, con-
ferences, and special study institutes are offered by school districts, pro-
fessional end parent organizations, end private cnterprise. Generally, it
is agreed that such experiences should be patterncd and sequenced with each
other and uith practical experfences so thet needed knovledge and skill may
be acquired systematically.

(2) Practical expericences. Both actual and sinulated
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observational and participatory experiences are encompassed here including
student-teaching, internships, micro-labs, and so-ferth. Durirg the pre-
service phase, almost all such experiences occur as port of a specific course,
practice~teaching assignment, or an intexrnchip proguam; as with the acadenic
expericnces, houever, practical experiencec vwhich are part of formal in-service
teacher education programs are chaped by a wide variety of individuals and
groups. Ideally, practical expericnces provide thic opportunity for an indi-
vidual to see master demonstrations and to have appropriate supervised practice
fn order to facilitate the acquisition of relevant competencies. Such experi-
ences (a) ray range from bris. visitations in a variety of sattings to extended
pleccuent in a single setting and (b) may be related to service, training,
and/or research activities. OUbviously, it is cdesjrable for such practical
experiences to be structured in a tray vhich facilitates a participant's efforts
to learn, &and, in thfis conaectfon, procedures vhich enable a person to focus
systematically are helpful, e.g., guidelines pointing out how, vhere, vhen,
vay, vho, and vhat. Finally, {t should bc noted that in addition to indicating
needed competencies, the licy variables enumerated in Figure 4 elso reflect

the critical factors vhich can be varied f{n shaping relevant practical experi-
ences.,

(3) "Infornmal'' experiences. Although not always discussed as
such, meeting and other types of group experfences have becone another major
corponent of teacher education programs; this component cncompasses cxperiences
ranging from {nformational ncetings to encounter groups, Ildeelly, such ex-
periences arc desipued to facilitate professional and personal developnent
and grov:ith through the increased &vareness and understanding vhich is felt
to be a product uvf a grester interchehge among program participants and/orx

betueen paiticipants and their f{nstructors and supervisors.
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Process- Rclated Problems A great many problems related to these individual

e om -

compounents could be discussed. However, the overriding problems arc viewed
as the failurc to accommodate individual differences, the lack of coordination
and integration and the related problems concerniag who does have and who
should have primary responsitility for program plannirg and fmplementation.
With rofozence to individual difforences, it §{s fncongruous that the
content of teacher education programs should emphasfize the fmportance of
personalizing fnstruction, while the process of tcacher education 80 {recquent-
ly fails to reflect morc than a verbal concern for the differatces among pro=
gram participants. Even if one assumes that dovelopmental differences Will
he of negligible fmnortance and ignores the importance of motivational factors,
it is obvious that program participants will differ in terws of imoediate
perforuance atilities, particularly with reference to the rate at which they
becore proficient in meeting specific performance crirteria. Aund, clearly,
the problem of accom:odating such diffexences in nace i3 compounded in profrans
wliich fncorporate the major process components into a rigid formal
course, unit, and hour format.*
Another rajor problewu stems from the fact that components of
terachoyeoducation pregradms ravely axre coocdinated and fntograted into

a cyatecaric and cohesive process, i. e¢., few programs have

*Sece Southworth (1968) for discussion of the Universi*y of
Pittoburg's model for instiucting teachers "...using the same princupicc and
practices of individralizing instruction that the teacher will subsequently
use in instructing pupils."”

Als3o sece Rezmiorski (1970)for a recent account of how an
educational training program at the University of M{chigan has dcalt with
the problem of accomodating individual differences.




even attempted significant coordination and integration within the pre-
service or in-service phases and/or between these two phases. Most commonly
thz Jifferent experlence:s are initiated hephazardly, with ligtle awareness
of vhat competencies a participant has already acqu.red and with little,

if any, coordination with othcx concurrent or future activities oxr with
other progrzm components,

The problem of coordipnation and integration is closely xelated to the
issue of who should have primary responsibility for the planning and imple-
nentation of a particular teacher education program. OShould this responsi-
bility be centered in the institutions of higher education? Should it be
school-district certered? Should it be shared between the two, and, if so,
in vhat proportions and how? Should the institution take primary responsi-
bility for the pre-service phase and the district take responsibility for
‘in~service, aud , 1f so, wvho should be responsible for the nerded coordinaticn
and integration between the two phases of the prugram?* The problem here,

hovever, is not so much that there is an issue; the problem is that the

%It should be noted that the issue and problem being discussed
is one of responsibility not just cooperation. There are many examples of
school-college collaboration in teacher edvcation, e.g., see L. Brooks Smith
et al., (eds.) Partnership in teacher education. Washington, D.C.: American
Association of Colleges for Teacher Zducation and Association for Student
Teaching, 1967.

As a specific instance of such cooperation and coordination and
its impact, thn University of Massechusetts again offors a notable example.
Allen and Kiasno (1968) poin% out that the School of Lducation faculty uses
teacher cducation as the core upon which the entirc School of Education's progrvam
is based. '"fthus, teacher education is influencing and shaping all other aspects
of the School rather than being shaped by them, as hac been the case in the past."
They go on to state that a closely knit relationship between pre- and in-service
is being attempted, i.e., '"'The resources of the University, both technological
{such as videotape) and human (such as supervision) ars to be made available sys-
tematically not only to graduates, but to any teacher is the avea.'
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issue generaily is being ignored. It secms rezsonable to suggest that the
appropriate answver to who should have primary responsibility likely will
differ for difforent localitias. Therefore, the major problem is to interest
the appropriate individuals in making the effort to wvesclve this issue in
their pecticular locality,'

Althougzh a general discussion of the [roblems which are unique to the
individual program components is not being offered here, one problem related
ro the practinal experience component should be discussed because of its
special significance in teacher education. It is not uncommon for these
experiences vhich involve supervised participation to ba likened to an
zpprenticeship, and it well may be that an apprenticeshiy model is an appro-
priate process-modnl for this facet of teacher education programs. However,
it seems reasonable to point out that most supervised practice which occurs
in teacher education programs rarely resembles a comprehansive apprentice-
ship process since one of the most important aspects of the apprenticeship
model generally is missing, i.e., the oppoxtunity (a) to observe the ''master"
perform his craft, (b) to have supervised practice with regard to vhat vas

learned, and then, (¢} to observe some moie, and o forth in cyclical fashion

#Attempts to solve this problem are reflected in the various
models vhich are being sugpested as viable alternatives to current teacher edu-
cation programs. As examples: See Stone (1969) for a duscussion of the Educa-
tion Profiessions Institute (EPI) model which he proposes as a separate agency
of higher education specifically devoted to providing professional training foxr
teachers~to-be, teacher aides, associete teachers, intern teachers, regular
teachers, mzster teachers, and teachers of teachers; also see Collins (1970) for
a discussion of the Teacher Zducation Center concept which he feels may lead to
Zreater coordination and integration of teacher education programs and more care
ful Jdelineation and acceptance of responsibility for such pro_-ams. (He points
to other possible implications of the Center concept including eome which are
related to a number of the problems discussed throughout thismonograph.)
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until the level of minimal competency 1s reached and assured. Indeed, it

is one of th2 great ironies of teacher education that during pre-service
programs participants so rarely have the opportunity to watch a "master'
pexform for a protracted period of time. For example, in practice-teaching
the studeut often is regquired to assume responsibility for the entire oper-
ation of the class by the second week of the assignment and from that point
on only has verbal exchanges with the supervising teacher. As a consequence

many teschers have served their "apprenticeship' without having had the

valuable cxperience of seeing their supervising teacher perform over a period

of several weeks, i.e., they wece deprived of the chance to see a good model
of teaching.* And, c¢f course, once a teacher accepts a full time position,
there are few opportunities for observing a colleague perform for any length
of time. Thus, it seems likely that many teachers have not truly served

an apprenticeship, and it is interesting to speculate as to the impact this
has had on their performance.

In this connection, it might be worth investigating the value of an
aﬁpropriately implemented apprenticeship model. This could be accomplished
by comparing a group of teachers who are trained without the type of com-
prehensive apprenticeship experience described above with a matched group
vhose training does include (but is not limited to) such a comprehensive
apprenticeship.

It seems clear that those problems which have been discussed in

this and the preceding sections are conceptual and practical, are widespread,

and are remediable. Jhat is needod is greater jinterest in the form of

*1It is unclear vhetii:. or not some internship programs have
overcome this preblem.
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rational uand empirical activity.®

Pﬁntil récently, the quesﬁions of howv to evaluate, systematically and
compreliensively, the nature and worth of tcacher educsation programs gencr-
ally was iguovad, Curréntly it is one of th2 most discuseed and least under-
sf§od isdues”in the ficld of teacher education.‘ For this reason, this section
'encompasses an attempt to present a brief cohcéptual framevork for understand-
ing whéﬁ is meant‘by the tern evaluation’and uhat-is involved in evalu;ting
educationvprograms in geneval and teacher education programs in particularf

Stake and.Déﬁny (1969) have expressed the goal of program evaluation
as folldws: Tvaluation is not a search for cansé.and effoct, an inventory

of present status, or a prediction of future success. It is something of

.

*Schalock (1969) reports on a project vhich provides an example
of an attempt to deal comprehensively and systematically with many of the
content and process related problems which have been discussed so far in
this monograph. In Oregon, a consortiun of colleges and schoois has evolved
the Comfield (competency based, field centered) model teacher education pro-
gram. Schalock states: ''The model derives from the primary assumption that
prospective teachers should be able to demonstrate prior to certification
the functions that :hey are expected to be able to perform after certifi-~
cation....'" Four other assumptiuns vhich underlie the model are: (a) that
the teachers be able to demonstrate the ability for independent, self-
directed learning and adaptability to new situations; (b) that teacher
education be personally relevant, i.e., accommodate to individual differences
in rate, stylie, objectives, etc.; (c) that teacher education "...be respon-
sive to the needs of a pluralistic society by preparing prospective teachers
to function within a wide range of social contexts;" and (d) that to
accomplish a genuine respongiveness to society, teachers must be able to
function in a broad range of local educational programs and therefore,
teacher education "...must provide for community participation in its own
definition and operaticon.? Also see Wolfe (1969) for refercnce to a
number of other innovative projects.,
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all of these but only as they coatribute to unlerstanding scbstauce, =unciion,
and worth,%

Most wrxitzrs in this area nave made a distinction between evaluation
and reseavch 25 velated to education programg, avd the distiaction has been
conceptualized in a number cof ways. In general, evaluation may be vieucd as
any proccess by vhich infoxmation is gathered about a specific program; often
such infoymation is non~generxalizable because of the lack of appropriaie
stardards by which appropriate relative and/or absoluie comparisons might
be made, In contrast, educational research wvhich focuses on program evalu-
ation may be vieved as a process by vhich information is systemaiically
gathered using carefully controlled procedures and appropriate comparisons,
thereby producing information vhich may have widespread implications. lMclIntyre,
Meierheary, Hoffman, Baldwin, and Fredericks (1959) distinguish between eval-
vation and research as related to cducafiion programs by conceptualizing the
two as on a continuum with informal evaluations at oue end and highly con-
trolled comprehensive research efforts at the other end.

Perhaps the greatest value of the distinction between program evalu-
ation and research is not so much that it clarifies the conceptual differ-

ence between the two but that it clarifies the limitations of many current

*For purposes of this monograph, evaluation is distinguished
from assessment;, uith the former term used to refer to the process by vhich
attempts are made to understand programs in oxder to describe, predict, ex-
plain, and make decisions, e.g., determining the overall impact and value
of a teacher education program or of a specific teacher's program. In con-
trast, assessment has been defined in Table 1 as a process by vhich an
individual attempts to uiderstand himself 2nd other individuals in order
to describe, predict, vxplain, and wmake decisions, e.g., assessirg a pupil
or a teacher assessing himself.
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cvaluative efforts., Ideally, all programs should be comprehcnsively cvalu-
ated usiag a research design wvhich allows for absolute aud/or relative ~om-
parisons with appropriate standards. Such formal and systematic evaluations
vould provide both useful feedback for a epecific progruam and goneralizable
inforwation uhich would be of value to othe2rs and, ther.fore, are viewed

as indispersitle in offoxts to deal with the baslec i:ssues rconiwonting tcacher
aducation,

Stake's Genevael Frameuork for Zvaluating Educational Proprams. Since the

emphasis in this section is an clarifying, conceptually, the various facetls
vhich should be concidered in efforts to evaluate current teachcr zducation
programs, it will be helpful to begin with the general conceptual framework
for evaluating educatlonal programs vhich has been formulated by Robert Stake
{(1967) %

In brief, Stake emphasizzs that 'the two basic acts of evaluation' are
description and julgment, and both are needed if programs are to be under-
stood (see Figure 5)., 1In addition, his conceptualization clarifies that,
if a program is to be fully described and judged, therc must be data (a) foxr
assessing the functional contingencies between antecedent conditions, trans-
actions, and outcomes, (b) for assessing the congruence betwcen what is in-
tended and what occurs, and (c) for making ahsolute comparisons based on

standards of excellence and/or relative comparisons of two ox more programs.

*Stake's article should be read in its entirety by anyone wvho is
conrcerned with evaluating educational programs on any level. Of additional
relevance are:  the series of reports published by the UCLA Center for the
Study of Zvaluation of Instructional Programs and by the UCLA Center for the
Study of Zvaluation; the discussion of the National Assessment of Educational
2rogress presented in Caps Capsule (1970) (this issue also contains a list of
references directly rclated to such assessment); and finally, there is the
recent major volume on educational evaluation edited by Tyler (1969).
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Obviously, such a matrix of data would provide much of the information needed
fur deseribing, demonstrating the effcctivencss of, and improving a puvogram's
basic guidelines and goals, content and process, as well as for making general
decisions about such programs.

Fvaluating Teacher Zducation Proprams. It is clear that Stake's framework has

direct application in eff®:4s to evaluate teacher education programs. Such
evaluation, hovever, encompasses not only the direct application of the
framevork to the teacher education program, but also to the wvarious district
and school specific programs in vhich the teacher education program's partici-
pants and graduates are involved. Thus, for example, data need to be gathered
regarding the impact on the teachers-in-trainipg (such as their ability to
plan and implement a rcading lesson), on the students with whom they work
(such as whether the students learn the reading skills included in the lesson},
and on the district and school programs in which these teachers are employed
(such as vhether basic policies regarding rcading methods and materials
change) ,

An additional complexity centers around the dimension of time., It is
evident that all formal educational programs are lengthy and that educational
programning is most appropriately patterned and sequenced with reference to
long range goals rather than immediate instructional objectives. Indeed, the
most relevant criterion for evaluating a program’s success is the long range
impact, and it should be recognized that the use of immediate objnctives as
criteria may be misleading. For example, the positive or negative impact of
something learned today may only be reflected at a later time; in addition,
the fact that something is not learned at a particular moment is not tanta-
mount to saying that it should have been learned at that moment, for it well
may be that it will be more easily mastered at a subsequent time. Thus, in
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vieu of such temporal factors, it is evident that the differences between
tuo groups of individuals from different tcacher education programs may not
Se apparent at the conclusion of their respective programs buil may be very
evident two years later.

Another nced is for evaluating not only the congruence between vhat is
intended and what occurs, but also for assessing possible major side effects.
For example, most programs do not have well delinea:ed objectives in the
affective domain, and therefore, two programs uhich produce professionals
of equal ability with reference to stated performance cxiteria may produce
individuals with very different attitudes regarding the field of Education.
Further complications arise from the impact of individual difference variables.
For cxample, a procedure may prove to be more effective for an individual
uith a certain pattern of perscvnality characteristics than for an individual
vith a different pattern.

And, of course, there is the important dimension of cconomic.iupport
(time, staff, space, etc.) required to bring about particular effects. For
example, the accomplishments of a neu procedure must be evaluated with
reference to cost factors in order to determine its feasibility for large
scale implementation.,

Finally, since all teacher education programs need to he improved, the
programs should be evaluated with reference to the degree to which evaluative
fcedback is used systematically to improve various aspects of the program,
e.g., content and process.

Problems. Besides the very real practical problems related to attitudes
toward and the financial costs of comprchensive program evaluation, there zre
a number of conceptual and technical problems, i.e., problems related to what
should be measured and how to measure it.

ERIC

IToxt Provided by ERI



3B

One of the most critical problems is counacted to the previously dig-
cussed problem of stating specific competancies vhich are to be developed by
the tcacher education progrewm. Vithout clearly stated beliavioral objectives,
those pecrsons responsible for evaluating the program will be seriously handi-
cnpped, e.g., in their efferts in (a) establishing appropriate priorities
vagacding vhat is to be ascenscd, (b) assessing the congruence between what
iy inteaded and vhat eccuvrs, (c¢) assessing possible side effects, erd so forth.
Another critical problem is that appropriate measurcs and procedures
for evaluating soue very ioportant aspects of teacher education programs
are just not available. This fact alone has made it impossible, to date,
to even contemplate fully evaluating any educational program.
Perhaps the unhappiest problem of all, however, zesults from the fact
that the resolution of the above problens will require cousidurable time and
resources. Thus, too many programs will continue to be evaluated inappropri-
ately oz will not be evaluated at all. And there are many individuals vwho
vould prefer to sece no evaluation rather than an incomplete assessment which
may be misintevpreted, especially since there are many instances where program
evaluation procedures and data have been misused and abused., However, it
would be well for such individuals to remember that such misuse: and abuse does
not invalidate the importance and usefulness of cvaluation. It should be clear
that much of the criticism vhi®h has been directed at the inadequacy (unreliabil-
ity, invelidity) of current measures, '...and the unfairness of decisions based
o2 them, represents a localizing in the to0l of the blame for the lack of clarity
vhich characterizes the thinking of citizens of this democratic: society, for
it is the citizenry vho determine the values and policies vhich direct the use
of the socicty's technical methods. 1In fact, Lt has been pointed out by many
writers that the test instrunents vhich have been developed to date are themselves
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primarily a reflection of the values and policies of this society"

(Adeluan, Zimmerman, and Sperber, 1969) .=«

In summary, then, it is emphasized that evaluation is both appropri-
ate and necessary if ve are to have dynamic high quality educational progrims
and in view of the consequences of not evaluating such programs, it would
seem incumbent on critics of evaluative efforts to join those educationists
and paychologists who, as individuals and thro. -’y their profassional organiza-
tions, are conscientiously attempting to deal with the real problems which

exist in this avrea.

*It has bheen suggested that test authors have tended to create
measures for those personality dimensions, motives, behaviors and attitudes
vhich our society values and rewards.




2
Hajor Problems Related to

Recruiting, Admitting, and lMaintaining Personnel

In the preceding chapter, the primary focus has been on esploring
four questions directly ralaied to improving the quality oX tecacher edu-
cation programs, Another factor which can halp to improve such programs
is for the field of education to attrect, admit, and retain an increasing
number of high-caliber iostructors and students.

With reference to luring, selecting, and keeping high quality individ-
uais, there ave a large varicty of problems which have been discussed over
the years, e.g., the negative status of teacher education programs and of
teaching as a career; the irrelevant barriers which have beazen established
for admission to pre-service programs and to the educstion profassions;* the
lack of pursposively plauned and implemented in-service programs, the lack
of diffarentiated staffing patterns; the inadequacy of current salary policies;
and so forth. In the following discussion, such problems uill be touched
upon briefly within the context of three overlapping topics: the public
image of the educational system in this country; the criteria for admission
into teacher education programs and into the profession; and the working

conditions experienced by those professionals who work in the public schools,

e —————

There is no question but that the educational system in this country

could use a good public relations man. Too many people have little good to

*The term "education professions" is used to encompass the
various rnles in the field, e.g., teachers, counselors, administrators, pro-
fessors of education, and so forth,



"say about schools ox about individuals vho seek careers in the education
professions. The reasons for this situvation are many -- some of which are
justified, some of which are not. Howevcy, whatever the reasons, it seems
likely that this negative image has not aided in cfforts to recruit and

naintain high quality personnel.

The following extracts from Koeiner's The lMiseducation of American

Teachers, (1963), are offered as pertinent examples of the type of negative
appraisals which have been made and vhich both reflect and influcnce pudblic
opinion,

"Professional education suffers very greatly from a lack of
congruence between &ctual performance of its graduates and the training pro-
grams through vhich they are put. There i{s what can only be called an appal-
ling lack of evidence to support the wisdom of this or that kind of profession-
al training for teaching."

"Iducation as an academic discipline has poor credentials., Rely-
ing on other fields, especfally psychology, for its principal substance, it
has not yet developed a corpus of knouledge and technique of sufficient scope
and power to warrant the field's being given full academic status.'

“As {s truc of many other ficlds, onéd of the.greatest .obstacles
to reform in Zducation is administrative inertia., Having groun into an iamense
academic industry uith a top-heavy bureaucracy, and thus uwith a giant complex
of jobs, power und vested interests to protect, Education has been stuck in
dead center a long time. Educational administretors look with the sane mis-
givings as those in other areas on the innovator, or on any radical departure
from the status quo; in Education, in contraat to other fields, there are as
yet insufficient forces to oppose the policy of stagnation.”

", ..the inferfor intellectual quality of the Education faculty
is the fundamental i{mitation of the field, and will remain so...for sone time
to come. ,..there 48 still @& streng strain of anti-intellectualism that runs
through the typical Education staff, despize their increasingly frequent
apostrophes to academic quality. Until the question of the preparation and
the intellectual qualifications of faculty members is faced head-on in Educa-
tion, the prospects for basic refora are not bright,"

"Likeuise, the academic caliber of students in Education remains
a problem, as it alweys has."

"Course vork in Zducation deserves its ill-repute. It is most
often puerile, repetitious, dull and embiguous -« incontestably."
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In similar fashion, teachers and public school programs have been criticized
for their shortcomings and failures (Holt, 1964; Kozol, 1.67).

In all, Zducation's image is an unfortunate one which needs to be
changed if high caliber individuals are to be attracted to and remain in
the field, However, it would be unrealistic to think that this negative
image will be changed on 2 large scale basis in the near future, especially
since the relatively small number of highly qualified individuals in the
field is a major factor perpetuating Bducation's negative reputation. A
"wicious cycle" obviously exists, and little eff rt scems to be being made

to alter the situation.*

Admission Criteria

Bluntly stated, the major concern here fs: Who should be let in and
vho should be kept out of the cducation professions? This concern is closely
connected to the question: tilhat are the fmportant characteristics which result

in one person being successful and another being unsuccessful in the education

*One procedure vhich may have a positive impact, both on
the quality of public school instruction and on the quality and quantity of
recruits, io the currently expanding use of older students as classroom aides
and as tutors for younger students., If such experiences prove to be effective
and revarding to all concerned, participating students well may be attracted
to the idea of teaching despite the field's reputation; in addition, teachers
may find their pupils lecarning wore and thefr johs easier. Such outcomes are
clearly desirable and may prove helpful to improving Lducation's image. It
fs to be hoped that evaluation of the impact of such activities will be forth-
coming, for, if this is a beneficial procedure, greater effcrts can be expanded
to provide opportunities for early exposure to and involvewrnt in teaching.
In addition to the above procedure, it will be evident that the ideas which are
presented in subsequent sections should also have an impact on recruiting and
waintaining high quality individuals, thereby resulting in qualitative improve-
ments throughout the system vhich, in turn, should help to brecak the vicious
cycle that perpctuates 3ducation's negative image.
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profesoiona?

Characteristics of Effective Teachers, The concern regarding such character-
istics has led to many studies focusing on teacher traits and effectiveness in
the hope of finding criteria which would be pertinent to selection and train-
ing. Unfortunately, as major reviewers of the literature in this area have
reported, such rescarch ",..has not yet yielded meaningful, measureble criteria
around vhich the majority of the nation's cducators can rally..." (iiitzel, 1960;
also see Gage, 1963; Biddle and Zllena, 1964) . Nevertheless, statements are
continuously made regarding the attributes of effective teachers. Such state-
ments are usually broad and all encompassing, e.g., 'teachers ought to be
bright, vell-balanced, uell educatcd people vho like youngsters and who are
interested in intellectual and cultural mattevs' (Koernmer, 1963). Another
example is offered by the NEA's National Cormission on Teacher Lducation and
Professional Standards (1963) vhich states that individuals should meet high
standards of intelligence, academic achievement, physical stamina and health,
emotional stability, moral and ethical fitnesy, knowledge of correct spoken
and written Znpglish, and ability to work with others. A more descriptive

but still general set of attributes is suggested by Smith et al. (1969).

"If a student {s to be prepared for the evolving world, thean an
essential attribute of the effective teacher is auvareness of the realities of
that world. ...the teacher must be able to structure and supervise situations
where men can engage in useful activities...the tcacher must have the skill to
bring persons of diffevent races and <lasses together and t> kecp the cormuni-
cation process going until differences are resolved....the teacher must be % +ll
varsed {n history...art and music....The effective teacher must be prepared to
negotiate interpersonal contracts with students. The effective teacher s a
person the students trust. Only a student can discover if the teacher is trust-
tiorthy. Therefore, in the training and the evaluation of the trainee's per-
formance, his pupils should be used as a source of data. The teecher must
share valuable knouledge and experience...he must show the student that what
he has to offer is valuvable...(and) must have that vhich he is asked to si.are...
The teacher must knouw hew to communicate to broad segments of the society...

The teacher must be able to understand the student's world." With reference
to this last point, the uriters are particulary concerned about class, race,
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and ethnic prejudices and coaclude that "No teacher with such prejudices
and no teacher training institution which contributes to the development
of such prejudice can claim to be doing its job."

In contrast, the assumptions and descriptions vhich arise fr.om empirical
studies tend to be more systematically stated {but, so far, have not proven
to be any more helpful in establishing admission criteria)., For example,
in « study of the relationship between teacher personality and teaching
effectivenss, McClain (1968) points out that it is important to deal with
"(1)...personality as a complex, multidimensional factor..., (2)...dlfferences
in personality charactiristics of elementary and secondary teachers, and
(3)... personality factors related to sex differences." He reasons that
"a teacher may be high on certain of the relevant measures but not on all

and still be a gond teacher because particular strengths may compensate for

particular veaknessasg*

: #*In his oun efforts in tlhiis area, tlcClain utilized Cattell's
Sixteen Personality Factor (P,F,) Quescionnaire vhich encompasses the follou-
ing bipolar itens:

Pactor _Low Score High Score
A Reserved vs. Outgoing, tlarn-hearted
B Less Intelligent vs. liore Intalligent
c Affected by feelings vs. Emotionally Stable
8 Humble - vs. Assertive
F Sober vs, Happy-Go-Lucky
(e} Bxpedient . v, Conscientious
H Shy vs. Venturesonme
1 Tough-Minded vs. Tender-Hinded
L Trusting . . vs. Suspicious
H Practical va, Imaginative
N Focthright vs, Shreud
0 Placid v8. Apprehensive
Q1 Conservative vs. Bxperinmenting
Q2 CGroup-Dependent vs., Self-Sufficient
Q) Undisciplined Self-Conflict vs., Controlled
Q4 Relaxed vs, Tense

While the results of this study are interesting, the specifics are not important

to the present discussion; fn general, hotiever, the findings may be interpreted ae
suggesting that eventually work based upon such an instrument as the P,F., Questior-
naire and related specification equsitons may produce a set of satisfactory cri-
&r-1ia for guiding and selecting personnel,
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gg;fent Criteria. Since selection criteria for determining who {s admitted

to preparstion progra~s and to accredited professional standing generally
have been formulated without appropriate cmpirical support, it must be
recognized that current procedures may be invalid indicators of subsequent
success. In the field of Education, selection and admission procedures
have been criticized as being inadequate, ineppropriate, and/or an irrespon-
sible deterrent, i,a,, inadequate -- vhan they are set too low; inappropri-
ite-= when they are judged to be irrelevant; and/or an irrespansible deterrent--
vhen the judged irxrelevance tends to turn avay and thereby exclude individuals
vwho are potentially able. Depending on the criticism, it is usually pointed
out either that (a) manpower demands have reached crisis proportions at
least in some arcas, and therefore, if standards are set too high, the man-
pover supply might be reduced to the point where critical positions remain
unfilled; or (b) the criteria chosen represent the most seasonable compromise
betuveen the need for standards and the costs of more relevant screening and
selection; the resultant negative impact on quality and any discrimination
against individuals are vieuved as unfortunate by-products of such a compro-
mise.

Current admission criteria, then, probably should not be viewed as
admission gtandards but as compromises which have been judged necessary by
one or another group.* Since most of these compromises cort:ibute to the

eatablishaent and maintainance of low standards for personnel in the education

*Anong the most frequent compromises are: (a) the establish-
ment of a grade aversge of ''C" as the sufficient admission and/or reteation
critetia for many teacher-training programs; (b) the requirement of no more
than possession of a bachelor's degree by too many graduate ptogrems; (c) the
accusulation of time and units as sufficient for most certification processes,
(d) the liberal granting of provisional and/or restricted credentials.

Q
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professions, it seems clear that the assuamptions upon which such ¢ompro-
mises are based should be fnvestigated empirically. And in the absence
of empirical data, common sense should prevail in judging the validity of
" such assumptions. '

Teacher Certification: A Critical Example. To clarify further some of

the problems and to:share some .thoughts and ideas regarding admission

* procedures, this section focuses on the critical area of teacher certifi-
cation with specific rexereace to obvious deficiencies and possible remedial
action. The stated rationale for teacher credentials, certificates, and
licenses {8 to guarantee that only qualified individuals are alloved to
assume professional roles and functions fn the public schools. In practice,
however, certification procedures not only have not provided such a guaran-
tee but probably have turned many competent people away from a career in
®ducation. It seems reasonable to suggest that -this situation has ari{s-n
because current certification requirements axe not tied closely enough to
per formance criteria -~ and for good cause, {.e., the minimal competencies
vhich are required for on-the-job success have not been well delineated.

As Allen a-d Hagschall (1969) state, ''no one yet has any idea of the criteria
of performance (as ¢rposed to 'units' of any given course) that a person
ought to méat fin order to be a successful teacher at any level or in any
subject amatter field," Thus, current credentialling procedures which
establish time and units as requirements are at best a guarantee that

an individuai has completed such requirements and at worst they are a

~ barrier to competent lndlvlduals‘who have not accumulated the appropriate
units. cféegly. if tho‘true goal 18 to guarantee that an 1ndiv§dual can

" do the job successfully, ther qualifying procedures should assess not time
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and units, but actual competency, i.e., knowledge and skill.*

The problem here lies in developing practical procedures for assess-
ing actual competency. One such procedure might involve a comprehensive
oa-the-job evaluation of vhat an fndividual lknous and can do cffectively
before a credential or license is issued. Such a procedure is not as
impractical as it may seem at first glance. From the standpoint of immediate
practice, all that might be involved, in essence, is a shift in the responsi-
bility for judging the individual's qualifications, 1.g., from a credential's
analyst or clerk in a state department of Education to the joint action of
the appropriate professionals in the fnstitutions of higher educatfon and
the school districts. That {s, in such situations, it would be possible
to empover a school district to employ any graduate of a professionally
accredited pre-service program with the stipulation that the individual
would have to meet the dietrict’s accredited minimal standards within a

given period of time in order to be licensed for that role and function and

thus be allowed to continue to teach. (The State could issue the certificate

*It should bo noted that, {n addition to cercening out
applicants vho arc unquestionably of poor quality, the {nformation acquirei
from admission procedures vhich attempt to asscss actual coopetencies also
can be uscd to improve the competencies of those who with further education
should be and those who alrcady are good candidates for a teacher education
progran or a professional posftion. That fs, such infortation can be used
by pre~ and in-scrvice program planncrs and instructors as guidelines for
foproving and/or developing necded competencies before requiring an indi-
vidual to perform at a level vhere the lack of coapetency would be trouble-
some. 1In this way, the profession can recruit and maintain the best of
those individuals who are of a high c8liber but who must still develop in
order to meet established criterdia, as well as those who already qualify
by such standards.
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on the recommendation of the district and could maintain quality control
through professional accreditation committees which would revieuw the pre-
service prograns and the school-district's minimal competency standards.
And, hopefully, the quality of accreditation procedures would improve

as basic issues are resolved, i.e., such as thosc related to content
process, and evaluation discussed in chapter 1.)* Less satisfactorily,
verbal (uritten and/or oral) and performance tests could be developed

to assess knowledge and skill. However, it should be recognized that the
avarding of certificates based on such test data does not represent a
puarantee of teaching competency but a prediction of competency. And since
the accuracy of such a prediction is a function of the relfability and
validity of the test, it should be noted that predictive accuracy uill
probably decrease (a) the less the test situation approximates the teach-
ing situation and (b) the less comprehensively the test samples an ir3ivid-
ual'’s knouledge and skill uith reference to his teaching impact.

In summary, then, this d.scussion emphasizes the problems related
to and the value accrued from properly established and employed selection
procedures. It should be evident that the probiems in this area aroc in-
timately. related to the previously discussed need for clarifying tminimal
competencies and professional standards. Only after such competencies and
standards Qre delineated w411 it be possible to establish appropriate cri-
teria for assessing performance abilities for purposes of prediction,

evaluation, and/or program planning.

*It 18 recognized that some statcs currently issue e teach-
ing credential based on the recotmendation of an institution of higher educe-
tion vhich has a progren approved by the State Board of Education,
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[loxking Conditions

Peu fields are free of personnel complaints regarding vorking con-
ditions. Consequently, it is difficult to make a differcntial assessment
regarding houw critical the complaints in any one field are with reference
to ‘attracting and maintaining high quality personnel. In Zducation, vhat
does se~m clear {s that, vhile most school district personnel do have pro-
fessional roles and functions, such personncl, generally, have not becn
educated and treated as professfionals. And this lack of professional
recognition probably is critical with reference to recruitment and retention
of high-level people.

For example, it is difficult to imagine that many individuals vho can
qualify for any of a variety of high-level carcers would choose a ponsition
in a fiald vhere there is little opportunity for: (a) ¢ mprehensive (and
necessary) in-scrvice education, (b) intoraction with exciting and dynamic
colleagues, (c) visible status among colleagues and in the comunity,

(d) participation in establishing policies related to the criteria for ad-
mission of new colleapues and in decision-making reparding one's own

roles, functicus, and working conditions, (e¢) advancement in stature and
salary based on excellence of performance and contributior, (f) experiencing
feelings of accemplishment and self-worth with reference to one's everyday
on=the-jobh functioning, and so forth. 1Indeed, it {8 surprising that any
“bright, wvell-balanced, vell educated" nerson tould choose such a career.
Yet, thege are the conditions vhich are encountered by nost teachers today
and these are the conditions which would appear simultaneously to be the
cause and the cffect of teachers not being treated as professionals.

The question, then, is: How can these vorking conditfons be altered?




- SOu

Among the factors related to uvorking conditions vhich seem particularly
important in recruiting and retaining high-level personnel are the nature of
in-service programs and on-the-job support, including differentiated staffing
patterns, and the current policies related to salarfes.® Therefore, the
question of How to improve current vorking conditions is explored within
the context of thes: topics.

Ineservice. The inadequate nature of current in-service programs has already
heen touched upon. In view of the fact that no pre-service teacher education
program claims to produce on the average, more than minimally competent pro-
fesoionals, enrollment in a comprechensive in-service program is a necessity
for the beginner. For example, any beginning teaclier is confronted with a
variety of classroom- (and extra-classroom) related probleos many of vhich
.are beyond his conpetency to handloe, initially; therefore, 1. is evident

that on-the-job education and training are needed. Unfortunately, for the
most part such support just does not exist due to the fact that neithexr the
supervisory staff nor more experienced colleagues are readily accessible and
formal in-service propgrams generally are inadequate,

It shovisl be noted that bLesides not providing such on-the-job support,
nogt schools assign beginners at least as t. ch responsibility as is assigned
experfenced staff and {n some cases even nmore. Thus, for example, {t is not
uncommon for a new teacher to have one of the least desirable and most dif-
ficult classroon assigrnments and a varfety of extra-classrooa duties such

as hall, playground, or luncheon supervision.

*For a broader discussion, see The Teachey Dropout, edited
by Stinnett (1970). This 1is the report of a symposfum sponsored by the Phi
Delta Fappa Cocnission on Strengthening the Teaching Professfon, in cocperation
uith the NEA National Coumission on Teacher Education and Professional Standards.
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Efforts to alter such conditfons fnclude: (1) assigning beginners
to less demandfag (and less critical) classroom situations, therely reducing
the amount of immediate in-service education and support vhich such individuals
require, (2) reducing the extra-classroon demands on beginners, (3) initiating
systematic (intograted and cooxdinated) in-scrvice programs for all personnel
vhich are keyed to leval of exparience and current needs, and (4) changing
current staffing patterns o facilitate the utilization of staff whose
experiences and/or special competencies make them invaluable in-service
educatoxrs. The first three points are oither sclf-evident or have been
discussed in earlier sections; the idea of differentiated staffing patterns
deserves further discussion.

Differentiated Staffing. One of the last arcas in the education professions
to inftiute differentiated staffing patterns has been teaching. In most
schools, teachers arc called upon to do everything from being a monitor and
a clerk tc baing a master fnstructor. Howrevexr, the value of differentiated
roles increasingly is being recognized, and new; positions are appearing as is
reflected by the existence of teacher aides and technologists, of assistant,
associate, and master teachers, and of a wide variety of specialists, (In
addition to making horizontal and vertical role and function distincticns
[}ncludina those betueen professional and non~ and/or para-professionals),
it i{s important, of course, to recognize and reward qualitative diffeientia-
tions among the atoff.)

Hith reference ty improving vorking conditions, di. ‘erentiated staffing
has allowed for more efficient, effective, and satisfying use {(3) of all
teachers by utilizing auxilliary personnel for those tasks which do not
require the conpetency of a certified teacher and (b) of those teachers whose
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experiences and/or special COmpet;ncies nmake them cffecctive tcam-teachers
and 1nva1uéblé'ra§ourcus in providing in-scrvice .and ;Bﬂfthc-job.
support for other personnel, For example, volunteer and paid adies have
been used by nov in many schools to cope with a uwide variety of clerical
and monitorial dutics, and there are a number of finnovative program3 designed
to explore more systematic uses of experienced and specialized teaching per-
_ abﬁnél in {n-service programs. One such program, in uhich this writer ic
fnvolved, uses the classrooms of three tcachers in a given school ac the
focal pbfnc of in-gservice education for that school, Rather than presenting
nev ideas and procedures thirough a lecturc and workshop forrat, ir-depti
.in-aé;Vice efforts are being directed at these three teackers. Their
clasérooms. then, have become concrete and alviays available demonstrations
of'deairablé‘prbcedurea vhich are to be shared uith Fhe.reat of the school’s
personnel. Thﬁb, these three teachers are playing a new role bnd‘per£0rming
an important function in these echools. They are contributgng'nqt ohly to

their own students' grouth but to thefr colleagues and tﬁrough theﬁ' 
poteptga}ly to the grouwth of all the youngsters in the ;chool. 1t should
be. noted that the principals of schools vhere such denOnatratioﬁ classroons
havé'geén develeped have found £t both feasible and productive to have
staff tembers take responsibility for cacher Fther's classes for sufficient
perlohé of time to allow any teacher to go to the demonstrationfxééms-and
leart new procedures. However, if aides or assistants vere available, ;uch
réleaséd tice for in-service education vould be even more feasible.

In addition to improving the current norkihg situation, it should
be noted that diffcrential staffing patterns eventually may eid in coping
with the manpover shortage (1) as a result of increased recruitment, not

enly of those vho vieuw such staffing patterns as an improvement fn woriing
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conditions, but of those vho enter the field at a simple level, e.g., as
aides; and (2) due to a better deplcyment of resources. As Smith et al.,
(1969) point out: '"There is no shortage of rav manpower but a shortage of
trained personncl.," Thua, it may be that, as auxilliary perconnel are used
to cope with tasks currently, but needlessly, performed by teachers, and as
teachers' roles and functions are reconceptualized, the number of teachers
needed per school will decrease.

Differentiated Salary Policies. Probably, the most critical and poverful

factor influencing the rsecruitment and rctention of high-quality personnel

to a field are the financial incentives, in general, and salaries, in
particular.” In Education, the concern is not so much over starting sularies
since they are often competitiv:; “the real trouble is at the top, where
salaries are not competitive.... and where capsble people find their
greatest deterrence from entering or remaining” in the field (Koerner, 1v63).
As a result, what is becoming increasingly recommended is the removal of
present salary ceilings and the establishment of some sort of incentive
principle, i.e., establishment of a policy of increases based on criteria
which reflect not only role and function, but quality of performance ard
contribution. The problem, of course, is in specifying such criteria -~
vhich returns the discussion to the previous issues and problems related

to specifying minimal competencies and professional standards and the

*The subject of financial incentives is a complex one,
ranging from concerns regarding opportunity for advancement to the value
of various fringe benefits, The focus here is restricted to salarics since
this topic provides a sufficient ¢xample of the current conditions and nceded
changes.
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evaluation of educational programs.

In summary, then, it is emphasized that the issues a~d problems
related to improving the quality of teacher educetion arelcémplexly
interrelated but relatively clear. It should also be empha#i;ed that
these issues and problems are the same vhether the focus is on preparing
personnel for genreral or special education populatjons. The question now
arises as to vhat additional issues and problems must be clarified with
reference t» the recruitment, education, and rctention of personnel for
the disadvantaged. However, before this question can be ansuered intel-
ligently, it is necessary to clarify the nature and scope of the pupil
population which is referred to as disadvantaged and to conceptualize
the specific instructional neceds of this population. Therefore, Part II
is devotaed to a discussion of the nature of the heterogenelty wl i{ch exists
in the disadvantaged population and the juplications of this heterogeneity

for classroom instruction.
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PART II: THE LISADVANTAGZD CHILD: SOME THOUGHTS REGARDING THN
HETZROGENEITY N THE POPULATION AND SOME IMPLICATIONS
FOR INSTRUCTION

It has been over sixty years siance Alfred Binet and his co-voriers
undertook the problem of developing a series of tasks which would ideantify
those school children unable to profit from regular instruction., During
this period, there has been an Iincreasing emphasis on the differentiition
of groups of handicapped or exceptional children and a concomitant prolifer-
_ation of special education programs. Among the most recent groups to be
singled out for emphasis has been the so-called disadvantaged.* As a

result of this special emphasis, cthere has been an increasing demand for
teachers who have the knowledge and skills to cope positively with such
students. Concomitantly, there has been a vast array of books, monographs,
and articles vhich provide varying conceptual and practical views of the
reasons why these students are ''disadvantaged" and what the schools should
be doing to meet the educational needs of such youngsters.*¥% tVhile these
varying viewpoints have led to considerable debate over labels, definitions,
and procedures, it is generally.recognized that the pupil population subsumed
under the label 'disadvantaged' is not homogencous and that most definitions

have Little value in clarifying the instructional neceds of this population.

%As defined in Title I of the Elementary and Secondary
Zducation Act of 1965, the term '"disadvantaged' has been used to designate
those pupils who come from fanmilics whose income is below $3,000 per year.
In addition to economic impoverishment, howtever, Lt is clear that the term
ig also used to designate sepgments of racial or ethnic minority groups and,
in such instances, the term often is intended to connote that such groups
are culturally different. .

*%Almost any book in the area provides ample references. For
example, Bercfter and Engelmann, 1966; Bloom, Davis, and Hess, 1965; Fantini
and Weinstein, 1968; Grotberg, 1969,




As a result;’most prﬁfessionals who are éoﬁcerned with planning and imple-
meuting well-conceived programs for preparing personnel to teach such youngsters
still must resolve two basic issnues. -

(1) What is the nature and scope of the hetorogeneity which
exists in the dieadvantaged pcpulation?

(2) Uhat are tie implications of this heterogeneity with -
referznce to classroom practices?
Chapters 3 and 4 preseut a conceptualization which is intended to help clarify
these issues.* . "

In Chapter 3, the position is taken that a given youngster's succass or
failure in school is a function of the interaction between his strengths, weak-
nesses, and. limitations and th~ specific classroom situational factors he en-
counters. On this basis, it is hypothesized that from an educational, polot ‘of
vieu, the population of students who are labeled as disadvantaged encompass
those youngsters wvho learn and perform well enough to avoid being viewed as
problems, as well as at lcast three types of youngsters with learning and/or

'‘behavior problems. These are: (a) youngsters whose perform.nce stems primarily

*The views presented in Chapters 3 and 4 have been applied by
this writer to other groups of students which have been assigned special labels,
i.e., the Learning Disabled, Emotionally Disturbed, Educationally Handicapped,
Thus, the discussion draws on {(a) a Keynote address at the Pourth Annual Phi
Delta Xappa Conference for the 2ducationally Handicapped, University of Redlands,
Harch, 1970, (b) an article entitled ''The Not-So-Specific Learning Disability
Population:,..", Zx:eptional Children (in press), and (c) a two part adaptation
entitled '"Children with Learning Problems:...'", Academic Therapy (in press).

"
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from the deficiencica of the learning environment in which thay are enrolled;
(b) youngsters whose poor school performance results from minor disorders
which, under appropriate circumstances, would be compensated for; and

(c) youngsters who manifest learning and/or behavior problems which eten
primarily from deficiencies vhich they bring to the learning ecnvironment.

In Chapter 4, a set of sequential and hierarchical teaching strategics
are suzgested involving a two step process by which teachers can identify
and attempt to meet the remedial needs of youngsters in each of these three
major subgroups. Finally, there is a brief reanalysis of the role played
by speciaiized teaching techniques and materials in correcting such learn~

ing problems.




HETEROGZNEITY IN THF, DISADVANTAGED POPULATION

As Vernon Haubrich states: "It 1s futile to look at the disadvantaged
as a homogcneoug group" (Smith et al., 1969). The xesearch of Stcdolsky
and Lesser (1967), among others, have demonstrated the hutevogeneity among
and within the various subgroups subsumed under the disadvantaged label
sud, consequently, have challenged the very meaningfulness of thne term.
Similarly, a study in which this writer was involved (Fernald School, 1969)
found no significant differences 11 learning ability between a group of
disadvantrged students with leaxning problems and a comparable group of
more advantaged students vwith such problems,

Despite such challenges, implications and recommendations specifying
the naturc. of "compensatory" education programs for a wide variety of
disadvantaged children have been based, rather blatantly, on data collected
from small samples too often consisting solely of children Ziom one minority
group and/or from one geographic area. Correspondingly, conclusions derived
from such studies have been used to support the idea that the educational
needs of the disadvantaged are markedly different from the needs of other
groups who have been given special education labels, e.g., the Learning
Disabled, the Zducationally Handicapped., liany investigators have explicitly
varned against the formulation of such prem&ture conclusions, but for a
variety of reasouns, these varnings generally have gone unheceded.

The question remains:; What is the nature of the heterogeneity in the
pupil population vhich has been labeled disadvantaged? The purpose of this
chapter is to suggest some answers by first discussing an interactional view

of factors which determine school success and failure and then relating this
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model to the heterogeneity vhich exists in the disadvantaged population.

An Interactional View of School Success and Failure

The position taken here is that, while the proportions may differ,
the disadvantaged population contains the ~ame groupings as the population
cf students who, by contrast, may be called "advantaged®  These subgroupings
are conceptualized as ranging from youngstera who learn and perform well
enough to be viewed as good learners to ycungstars who manifest severe
learning and/or behavior problews,
At present, the majority of youngsters in disadvantaged area schools
do perform poorly in comparison to their more advantaged counterparts.
"Indeed, most disadvantaged students have experienced a considerable amount
of failure in their efforts to perform as requested in the classroom. Un-
fortunately, while the impact of such faflure is recognized, some important
implications of this impact often ar; ignored. 1In particular, there has
heen a tendency to ignore the implication that such faflure produces effects
vhich can confound efforts to diagnose, reliably and validly, the factors
which cause such poor performance, Thus, it seems likely that some deficlencies
which have been attributed to disadvantaged youngsters and are seen as hinder-
ing school performance are based on inferences derived from data wvhich are
of questionable "postdictive' validity. In fact, it may be that such
“deficiencles' are little more than reflections of the impact of school
failure.
Despite the lack of reliable and valid etiological data, many profes-
sionals have tended to act as if all youngsters who are labeled as disadvantaged

are handicapped by internal deficiencies which cause learring and/or behavior




problems in school. Unfortunately, this emphasis on "readiness' deficiencies
and on the 'disordered child" has tended to restrict tne range of afferts
designed to enhance our knowled;s regarding the appropriate teaching strate-
gles for use in disadvantaged area schools (and for use with other groups

‘of Yexceptional’' students).

There is a viable alternative to the "readiness" and 'disordered child"
models, This alternative view emphasizes the dynamic nature of thu process
by which school skills are acquired. Thus, the model stresses that a given
youngster's succecs or failure in echool 1s & function of the interaction
between his strengths, weaknesses, and limitations and the specific classroom
situational factors he encounters, including individual diZiferences among
teachers and differing approaches to Instruction. Stated differently, with

" specific reference to children who manifest school learning and/or behaviorel
problems, this interactional model suggests that such problems result not
only from the characteristics of the youngster, but also from the character-
istics of the classroom situation to vhich he is assigned.

Key fCharacteristics of the Youngster and the Classrxoom

Throughout . the following discussion, there is frequoent rzference to

the characteristics of the youngster and of the program in which he is
required to perform. Therefore, there is 8 need to be more explicit as to
just which characteristics are of major rulevance.

- The important characteristics of the youngster are corceptualized as
his behaviors, skills, interests and needs as manifested in.the school
situation.  In addition, of course, it is recognized that all youngsters
differ from each other in terms.of: (a) development -- in sensory, perceptual,

.motoric, linguistic, cognitive, social and emotional areas; (b) motivation -~
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defined in this instancz as the degree to uvhich a youngster views a specific
classroom activity or task as meaningful, interesting, worth the effort, and
attainable vhrough an appropriate amount of effort; and (¢) perfcrmance --
enphanizing rete, style, extent, and quality as the major variables..

The important charackteristics of the classroom situation include the
personnel, goals, procedures and materials which are employed in the school's
efforts to provide effective and efficient instruction. Of particular
relevance for the following discussion, these situational variables are seen
as combining differentially to produce classrooms which vary critically in
terms of the daaree to which the program: (a) allows for the wide range
of developmental, motivational, and performance differences which exist
ir every cassroom; (b) is compatible (does not conflict) ﬁith the fostering
of each youngster's desire to learn and perform; and (c) is designed to detest
current and potential problem students and is able to cOr#ect, compensate for,
and/or tolerate such deviant youngsters, This dimension may be conceptualized

as the degrec tc which the program is personalized.*

*Classrooms which are personalized usually have a wide
variety of "centers" designed to foster and stimulate interest in learning;
the teacher in such a classroom typically emphasizes individualized programs
for each youngoter, rather than a three group, basal text oriented approach
to instyy:ztion and, in general, he attempts to nminimize failure experiences,
as well as tedious and boring activities., '

It 13 recognized that many professionals do not feel that
such personalized programs can be developed in regular classroom programs which
enroll 35-40 students, Therefore, it is worth noting that this writer is in-
volved with a project which has and is currently training teachers of culturally
disadvantaged younpgsters so that they arc able to successfully personalize
classroom programs containing such large numbcrs of youngsters, .

- ERIC

IToxt Provided by ERI
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~ Formal Hypotheses and Implications

The nature of the interactiou of the child and program characteristice,
then, 18 scen as *he major determinanc of schliool suc.ess cr failure. The
hypothesized relationehiip between these two sats of cliyvacteristics and
school success and failure can be stated formally as follows: the greater
the .ongruity between a youngster’s characteristics and the characteristics
of the program in vhich he is required to periorm, the greater the likelihood
of school succeas; conversely, the greater the discrepancy between the child's
- characteristics and the program characteristics, the greater the likelihood

of poor school performance.

This nypothesis suggests thet there are children whose school difficult.es
ave due primarily to the fact that their classroom programs are not effectivcly
personalized to accommodate individual differences. Thercfore, as a corollary,
it is hypothesized that the greater the teacher's ability in personalizing
instruction, the fewter will be the number of children in his classroom who
exhibit learning and/or behavior problems; conversely, the poorer the teacher's
ability in persounalizing instruction, the greater will be the number of
children with such problems. (Among advantaged school populations, an
increasing number of esuch problem youngsters are diagnosed as Learning Disabled,
Zmotionally Disturbed, or Zducationally Handicapped at some point in their
schooling. However, in disadvantaged area schools, the trend has been to
viev such proBlemé as being a characteristic tendency of the population as

“a vhole,)

More specifically, it is hypotheéized that, from an educational point

of view, the population of students wvho are labeled‘és disadvantaged encompasses

those youngsters vho learn and perform well gnough to aveid being vieved as
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problems, as wel) as at lecast three types of youngsters with learning and/or
behavior problems. These are: (a) youngsters whose poor performance stems
primarily from the daficicncies of the learning environment in vhich they

arc enrolled; (b)youngsters whose poor school pexformance results from minor
disorders which, under appropriate circumstances, they would be able to ccm-
pensate for in performing and learning school tasks, e.g., if the instructional
yrccess vere appropriately motivating;* and (c) youngsters vho manifest lecarning
and/or behavior problems vhich stem primarily from deficicncies vhich thay
bring into the learning environment. For purposcs rf this discussion, these
threo groups are rcferved to as Type I, II, and III learning problems,
respectively (Adelman, 1970; in press).

Suomarizing to this point, vhat these hypotheses and inferences suggest
is that the population currently labeled as disadventaged is as heterogeneous
as more advantaged achool populations, f.e., vhile proportions differ, the
range and causes of success and failure are the same.** In particular, it
i3 suggested <hat there is a significant relatfonship Letween teachers' abilicy
to persotaliza instruction end tha type and relative proportfon of youngsters
with learning and/or behavior problems likely to be found In their classrooms

(see Figure 06).

*The issve of compensatory nechanisms has not been vell
studied, but there are nany examples of highly motivated individuals who
have overcome severe handicaps in their efferts to understand and to com-
municate vith others.

**A pore traditional discussfon of the heterogeneiry of the
group labeled as disadvantaged children is presented by Boger and Amdron (1269).
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CLASSROOii PRACTICLS

The view of the heterogeneity which exists in the disadvantaged
population vhich has been described in the preceding chapter has specific
implications for clas.roon practices. Based on this view, specific teach-
ing strategies for diagnosing and remedying (and preventing) the goneral
typas of learning problems desecribed above have been conceptuelized and
are presented in this chapter (see Figure 7)., While the primery focus
is on those pupils vho manifest learning and/or behavior problems, it uill
be evident that these strategies have inmplications for all students vho

are anrolled in disadvantaged arca schools,

Sequentfal and Hicrarchical Teaching Strateffies

Essentially, vhat is suggested is a tuwo step sequential process by
vhich tho teacher (1) establishes a personalized learning environment, and
then, if necessarcy, (2) employs up to three sequent:fal and hierarchical
remedial strategies in a sequence vhich is predetermined by the success or
failure of cach attempted strategy. That is, after the first step bas been
initiated, the teacher proceeds to the second step for those youngsters vho
continue to manifest occasfonal-to-chrenic learning difficulty. The three
sequential and hierarchicel strategies vhich are included foxr possible
use during this second step represent three different levels of instructional
focus. Level a emphasizes maintaining the focus on basic school subjecte,
level b emphasizes instruction of prerequisites which are needed dbefore
school subjects can be mastored; level ¢ attempts to deal with any pathologicar
behaviors and/or any underlying process deficits which may interfere vwith

school learning (sece Figure J).
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It should be noted that no formal tests are employed to specify
etiology or level of remedial needs; assessmant procedures are employed
only to determine instructional nneds at a particular step and leve!. In
effect, both the youngster's type of learning problem and the level of his
remedfal needs are identified only after the impact of each teaching strategy
becomes apparent. It will also ba noted that many teachers in disadvantaged
area schools already employ these three levels of action in their classrooms
however, thesa teachers f£xequently have not cuncoptualized thoir procedures
as discrete strategies and often ewploy them in a rather random manner. In
contrast, vhat is being suggested hexe is that the approaches should be
employed systematically, i.e., sequertially and hierarchically. As may
be seen in Figure 7, the following sequence of events ir recommended.
Step 1. Those youngsters in regular classroom programs who are doing poorly
(08 roflected by such factors as being assigned D and/or F grades) are pro-
vided with a new learning environment where the program ic personalizedt,
i.e., where individual differences in development, motivation, and performance
are accommodated and fostered and whaere a greater degree of deviation can

be tolerated and/or compensated for. The establishment of a nevw envivoament

*It will be noted that the term personalited {nstruction
{8 used in preference to individualited inastruction. This distinction is
made secause 8o many "individualized' programs appear to be successful only
in accommodating individual diffexrences in development and performance; in
contrast, to successfully personalite an instructional program requires not
only eoffectively accormodating individual differences in development and per-
formance, but also accommodating individual differences fin rotivatfon. An
expanded discutsion of personalising classroon instruction is preseated in
Appendix A,
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i6 accormplieched either by altering the regular classroom program or, if
necessary, by removing the youngsters to another classroom. The imple-
mnentation of Step 1 should be a sufficient remedial stratcgy for the children
vho have been referred to above as Type I learning problems. (If Step 1
is successful, it suggests that, {f ;ﬁe youngster had been in such an
environment firom the beginning of his schooling, ha night not have had
difficulties., Therefore, with a vieu to prevention, sich a classroonm
environment might prove to be & prototype for all xegular classroom programs,)*

Having established such an environmanrt (Step 1), {t sbonld be possible
then, to f{dentify all three types of learning problem youngsters. Type I
youngsters are those who are able to function effectively in the neu
learning environment; Type Il are those vho arc able to function affectively
in most areas of learning, but vho have occasional problems, e.g., memorizing
such things es the times tables or sowme vocabulary words; Type 1II youngsers
are those who continue to manifest pervasive learning and/.¢ bohavior problems,
Since the first step is sufficient for tha Type I youngsters, the next step
focusas only on Type 1II and 111 learning problems,
Step 2. During tho second stop of tho sequenco, tho teacher may cmploy up to
three teaching strategies. MHowever, the sequence and level of instructionral
focus of these three strategies dilfer for Type II1 and 11l youngsters. That
is, Type 1I youngsters begin at level a and Type 1JL youngaters bagin at
level ¢.

Sequence for Type Il youngsters =~ \then a Type 1I learning problen

youngster does have difficulty, the teacher must decide vhether or not

L] .

*A novel pragmatic approach to carly identification {is
presented in Appendix B.
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instruction can be delaycd in that arca, e.g8., until a later tiiie when
learning might prove to¢ be easier. If instruction cannat bo delayed, then
the next step in the sequential strategy is initiated (Step 2). The empha-
sis, at first, is on reteaching behaviors, skills, content and concepts re-
lated to basic school subjects (level a); Level b instruction §s initiated
only {f reteaching does nut succeed; and Level ¢ efforts are initiated only
if level b fi._c¢ruction proves to be unfruftful. Thus, it may be seen that
the simplest and most direct approaches are employed first and that all three
levels of instructfoi may not be necessary in remedying the problem.

tlore spacifically, once the teacher decides that instruction cannot be
delayed, his efforvs are directad toward reteaching in the arca of immudiate
difficulty (level a). Such retcaching is not a matter of trying more of the
same, e.8., more drill, Kather, it requires tha implementation of qualitative-
ly different instructional approaches. That is, if alyoungster is having
difficulty with arithzetic or reading, the teacher attempts procedures uvhich
range from simply using a different kind of general explanation, technique,
or material (e.g8., another example or analogy; a “concrete" demonstration)
to the use of specialized remedial procedures (e.g., & kinesthetic approach).

If the teacher finds reteaching in basic school subject areas (level a)
does not work, then he assesses vhether the student lacks a necessary prerequi-
site and, if he does, ho attempts to corract this deficiency (lavel b). For
example, if a youngster is having difficulty with reading comprehension,
the teacher might find that the student has little avareness of underlying
concepts such as the relationship between the spoken and printed word, or
the student nay be deficient with regard to such basic educational skills

as the ability to follow directions, ansver questions and order and Sequence
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events. If he {s able to detect and correct such deficiencies, then he
- 48 In an {mproved position with regard to remedying the original problen,

Howersex, 1f this remedial effort proves to be unfruitful, the teacher
proceeds to the final strategy in the sequence (level ¢) vhich fnvolves
assessing and remedying interfering behaviors and/or underlying process
doficits, e.g , behavioral, perceptual-motor, linguistic problems. (There
seems to be an unfortunate tendency for some educatienal, medical, and
psychological specialists to begin at this level vhen working with any child
who has been categorized as a school problen.)

It should be noted that, once remediation at level b or ¢ is effective,
there i{s, of course, still a nced to return, sequentially, to the higher
instructional levels, For example, {f a student overcunws his basic problems
at level ¢, then the tecacher i{s ready to retcach any necessary prerequisites
vhizh mey not have been assinilated (lavel b) and then to remedy the learning
difficulty vhich originally set the entire sequence into motion (level a).

Sequence for Type III younpsters =- In contrast to the Type 1I learning
problem, the Type III youngster is characterired as manifesting pervasive
learning and/or behavioral difficulties. Thus, after the first step, the
sequentfal stratepies begin at level ¢. That is, initially, efforts are
made to assess and rewedy interfering btehaviors and/or underlying process
deficita, and, a8 some success at this level is achieved, the sequence pro-
cecds so that needed prerequisites and basic school subjectes can dbe anquired.
Reaever, even with Type 111 learning problems, there are likely to be some
areas vhere the disorder is not severely handicapping and where learning
can proceed developmentally or, at least, where remedfation can be focused

pore directly and sioply on level b or a. Therefore, it scems probable that
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these students can pursuec learning at severcl levels simultaneously.*

The Role of Specialized Teaching Tachniques and Hatexials

“Phvs far, the focus has been on a set of general teeching strategies

vhich may bo employed, sysvematically, in efforts to remédy 'and prevent
school learning and behavioral problems. Before concluding, it seems
appropriate to reflact briefly on the role played by special tochniques
anvl materials in correcting tha learning problems of Type I, II, and III
youngstera, Teachers in disadvantaged erea scliools frequently hava daveloped
a ''grab bag" of such specialized approaches, many of vhich are based on
specific theoratical formulations vhich emphasize such ideas as stimulus
bombardment, modality isolation, or the need for highly structured programming.
Since many ¢f these remedirl rationales are based on thecries vhich view
learning problens as stemding from disorders residing within the youngstar,
such tachiniques and materials and theix rationales may prove to be valid
for Type 11l and some Type 11 youngsters,

However, with reference to Type I and many 1ype I1 learning problens,
the position taken in thia paper has been that the "deficient and/or disordered
child" view is inappropriate. HNevertheless, such specialigzed techniques
and waterials can play an important role in the programs of such youngsters,
Specifically, a variety of alternative approaches is seen as allowing the
teacher to use and/or the student to find learning activities which not
only are appropriate with regard to the youngster's strengths, weakneases,

and limitations, dbut vhich are novel and exciting and which have not becowme

*For purposes ~f closure, it should be noted that, if neces-
saty, any youngster who has been removed from his regular classroom can de
transitioned back when he is once again learning effectively (see Figure ?).
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aversive, i{.,e., activities which facilitate, simultaneously, an increase
fan approach and & decrease in avoidance tendencies on the part of the
student (and the teacher). For such youngsters, then, the impact of a
particula: technique and matarial is not seen as depandent on the validity
of tha procedure's underlying rationale; rather its effectiveness is vieued
as depending on how sudcessful the approach is in helping to maintuin a
student's attention and interest and, in gereral, to facilitate learning.
To recapitulate, in Chapters 3 and 4 it is éghhasized that, in actual
practice, the population.labeled as disadvantaged is heterogeneous with
- regard to causes of school success and faflure and appropriate tecaching
stratepies. Such a view leada to the position that the content of programs
designed to prepare teachers for the disadvaantaged (a) should clarify the
undesirublility of over-emphasireing the use of standardized, group-oriented
materinls and techniques (vhether or not they are designed fOr a particular
ethnic group) and (b) should avoia over-generalieing the natuye and fmpli-
catiuns of ¢ ltural differences. . Thot {s not to say that such programs
should exclude curricula focusing on normative approaches ani socio-
cultural differences. 1Indeed, teachers must have familiarity with such
- topies, However, such presentatfons should be offered within cthe context
of (1) a pre-servite program which emphasizes the devalopment of those
conpetencies necessary for accommodating a wide range of developmental,
rotivational, and performance differvnces and (2) an in-service curriculun
which includes a focus on developing the type of understanding of the pupil
population currently being served by a teacher which truly facilitates his

{nstructional efforts, Thus, for exaople, 1f a teacher is empléyed 1n a
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school in Zast Los Angeles, California, where the enrollment primarily
consists of Mexican-American youngsters, the {n-secrvice program would
include a focus on developing Spanish-language competency and an under-
standing of local customs, values, interests, and needs.

It should be obvious, then, that the position vhich has just been
presented leads to some very specific fmplications for the content of
tecacher education programs designed to prepare teachers for disadvantaged
ereas schonls, and therefore, there 18 no reason to belsbor the point here.
Instead, the discussfon can now focus on clarifying some of the basic
fssues and problems vhich have arisen specifically with referec2 to

the recruitment, education, and retention of teachers for the disadvantaged.




PART III:. TZACHERS FOR THE DISADVANTAGED

The impact of (a) the Elementary and Secondary Rducation Act of 1965
(especially Titles I and III), (b) the Hational Defense Education Act's,
Title XI (added in 1964), and (¢) legislation in various states dealing
with compensatory aducation, has been to stimulate a great deal of activity

epocifically focusing on the education of teachers for the digadvantaged.

However, the issuaes and problems which have becn raised as a result of euch
activity essentially are only specialiged:. versions of those which have
been discussed in Chaptars 1 and 2 of this monograph. In fact, with
particular refercnce to the topic, "Teacher Bducation and the Disadvantaged",
the only major additional (substantively different) issue which has been
raised is whether or not a unique set of perscnal characteristics and com=-
petencies are necessary for success as a teacher in a diesadvantaged ureca
school. This issue is discussed in Chapter 5, and while it is felt that,
at present, there is no satisfactory answer to this question, it is empha-
sized thut disadvantaged area schools do have critical needs, especially
with reference to the recruitment, education, and retention of teachers.
Finally, in the last chapter, some thoughts are presented regarding the
preparation, utilizacion, and recruitment and selection of teachers for the
disadvantaged.

More speciffcaily, Chapter 5 explores current views regarding the
characteristics and coopetencies required for success in disadvanteged
area schools. 1It is emphasized that despite all that has been uritten,
the question remains: How do the characteristes, compelencics, roles,
and functions of teachers for the disadvantaged differ frem those of teachers

fan non-disadvantaged area schools? 1In addition, it fs recognized that the
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answer to this question depends, in pa: ., on the answver to the question:
How different are the educational nceds of youngsters who are labeled as
disadvantaged from the ¢ducational nceds of those who.are gonsidered advantaged?
Even though these questions remain unresolved, it is clear that there are
special needs with reference to the recruitment, education, and retention
nf effective teachers for disadvantaged arca schools. It is suggested that
major factors contributing to the relative lack of dramatic results accrued
from efforts to meet special needs include: (a) the inadequacy of the process
used initially fin judging the potential value of proposed projects and (b) the
failure to direct a sufficient proportion of available support funds tc under-
urite efforts to clarify and resolve basic issues and problems.

In Chapter 6, some thoughts are explored with reference to improving
the quality and quantity of teachers im disadvantaged area schools. In
particular, the focus is on teacher preparation, on expanding the frnctions
of effective teachers to encompass teacher education, and on the recruitment
and selection of more and better volunteers for assignment to disadvantaged
area schools, With specific reference to preparation, it is emphasized that
specially funded projects focusing on teachers for the disadvantaged have a
unique opportunity, and, indeed, have a pressing responsibility to explore
new models. In this connection, Rivlin's model is offered as a detailed
example of a nev model vhich has been designed to overcome many problems
currently confronting teacher education programs. With regard to utilizing
effective teachers in teacher education activities, it is felt that such
personnel constitute an invaluable and relatively untapped resource whose
functions should be threefold: (a) direct scxvice to pupils, (b) pre- and

in-service cducation, and (c) empirical investigation relevant to basic




unxesolved issues. ¥inally, it is suggested that recruitment (and
retention) of teachers for the disadvantaged can be facilitated by
(8) increasing financial incentives, (b) instituting attractive and
effective preparation programs, and (c¢) selecting and eccepting only

the better applicants.



SPECIAL TEACHZR AND/OR SPLCIAL NEED

It is not surprising that an aura of ''specialness’ surrounds the
topic of teachers for the disadvantaged. As a result of the special focus
on the educational needs of pupils in disadvantaged area schools, there has
been considerable discussion of the recruitment, education, utilization,
and retention of personnel for such scheols., Two major points which have
been consistently emphasized are that (1) there i3 a unique set of personal
characteristics and competencies required for success as a teacher in a

disadvantaged areca school; (2) disadvantaged area schools have special necds.

Special Teacher?

The descriptions of what constitutes a successful teacher for the
disadvantaged renge from emphasizing the development of individual teacher
styles to a specification of general attributes which sound saint-liké.

At one end of the contiuum, Reissman (1967) states:

There is some tendency to develop a hypothetical model
of the ideal teacher. Ve tend to assume that effective teachers must
be healthy and well adjusted. I seriously question this idea. I am
not suggesting, of course, that we look for sick people and make them
teachers; vhat I am suggesting is that we think about the develcpment
of individual teacher styles, and some of these may have signficant
nonhealthy components, There appear to be many styles that function
well with low-income youngsters; teachers succeed in different wvays.
In visits to schools in low-income areas in over thirty-five cities,
I have always found at least one teacher in a school who, it was
agreed by everyon: (children, parents, colleagues, and administrators),
was an effective teacher, but the personality of each of these teachers,
the manner of approach, and point of view were vastly different.

A composite of the statements found at the other end of the continuum
suggest that any tea:her in a disadvantaged area school should be wise,

resourceful, and flexible, should express warmth without overdoing it, should
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act in a simple, but dignified way while maintaining a decun-to-earth
demeanor, be a person the student trusts, ba able to communicate to

broad segments of the society, be able to understand the student's world,
and generally be an exemplary model {(McKay, 1967; McDavid; 1969; Richards,
1969; Smith et al., 1969).

Clearly, such general statements and categorizations in no way help
to clarify whether or not there is a unique set of personal characteristics
and competencies required for succcss as a teacher in a disadvantaged area
school. It is also evident that such generalities are not very useful in
evolving appropriate recruitment and selection procedures and in planning
teacher education programs designed to develop special competencies which
may be needed in dealing with disadvantaged youngsters.*

Consequently, despite all that has been suggested, explicitly and
implicitly, regarding the special attributes needed for success in disad-
vantaged area schools, the question remains: How do the characteristics,
competencies, roles and functions of teachers for the disadvantaged differ
from those of teachers in non-disadvantaged area schools? And, of course,
the answer to this question depends, in part, on the answer to: How different

are the educaticnal needs of those who are considered advantaged?

*There is an obvious need to delineate a set of specific
characteristics and/or competencies vwhich will be practical and meaningful.
For instance, in Chapter 4, this writer has suggested a set of sequential
and hierarchical teaching strategies. In such a conceptualization may be
seen a movement away from suggesting general characteristics to a formulation
of more operationally definable competencies. While the areas of competency
are only broadly formulat«zd, the conceptualization does provide a basis for
delineating the pattern .and sequence of specific competencies vhich should be
developed in the teacher education program.




‘-.79‘-

These questions rwst be and are being explored, rationally and
empirically, by medical, educational, and psychological specialists
and researchers. However, in view of their nature and scope, it is
clear that a considerable amount of resources and commitment will be

required before they are resolved.*

Specia) Need:

While it is unclear as to vhether or not a "special teucher" is
needed in disadvantaged area schools, there 18 no question that such
schools have special needs. That is, while almost all schools are con-
fronted with substantively similar problems, especially with reference
to tﬁe recruitment, education, and retention of teachers, generally the
negatibe impact of such problems is felt more critically in a disadvantaged
area school. For example, it is evident that there is a manpower crisis in
the teaching profession. According to the NEA's (1967) figures, only
227,000 persona completed teacher education programs in 1967, and this

represented roughly 160,000 less than the estimated number needed to

*In this connection, it should be noted that teacher educa-
tion programs which have appropriate support and commitment can contribute to
the resolution of such questions by pursuing efforts to systematically delineate
(a) the general core of competencies required for teaching youngsters who
are not considered disadvantaged and who do not manifest sevare learniag
and/or behavior problems, (b) the addit’onal cnre of special competencies
needed to cope with any child (regardless of labels) who has special prob-
lems related to schnol learning and performance, and then (c¢) the additional
core of special competencies (if any) vhich must be mastered because of
the unique characteristics of the disadvantaged and of disadvautaged area schools,
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to maintain a minimua level of quality in the schools.,* The impact of
this manpower deficiency, however, is not felt by all schools equally.
Kather, the crisis is a selective phenomenon which appears to be manifested
primarily in disadvantaged and rural areas and in connection with special
populations of students. As Smith et al, (1969) suggest with reference
to disadvantaged area schools, teachers prefer neighborhoods where working
conditions are more favorable, where prestige is greater, and where they
feel they can succeed. Strom (1967) points out that teachers leave depressed
area echools in Chicago at a rate ten times greater than the rate of transfer
in more advantaged communities; in the borough of lManhattan, one-thivd of
the teachers appointed reportedly do not accept their positions, end many
vho accept leave at the earliest opportunity.** And the problem is not
‘oniy one of numbers. The Coleman Report indicates that the average white
elementary student attends a school where 97% of the teachers are white,
vhile the average black elementary student attends a school where 65 percent

of the Ceachers are blaclk.

*These figures do not reflect che ftact that approximacely
62,000 of the 227,000 who completed teacher education programs did not enter

teaﬂhing immediately after graduation; neither do the figures reflect those
who reentered teaching, but estimates in this area suggest this is a relative-
ly small number compared to the number needed.

#%It is primarily young and/or inexperienced teachers whe
nust accept positinus in disadvantaged arcas and, since the highest rate of
turnover is among beginning teachers, it is not surprising that schools in
deprived communities suffer a high rate of teacher attrition. In a study cover-
ing 15 major American cities. Rossi et al. (1968) reported that 17% of the
teachers had been in their disadvantaged area school for one year and 63% for
five years or less.

[Kc
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It {5 because of the critical nature of the problems which confront dis-
advantaged area schools that speclal legislation has been necessary, {.e., the
intent of such legislation is '...to encourage and support the establishment,
expansion, and improvement of special programs to meet the special necds of
culturally and educationally deprived children of low income families"
(Stone, 1969)., 1In view of the great need for effective t-achers, it is not
surprising that a major focus of the activity stimulated by this legislation
hae been on teacher education, especially in-service. Unfortunately, if
California is a representative example, few of the specially funded teacher
education projects appear to have resulted in "...far re:@ehing, or drematic
changes...in the behavior of teachers, their pupils, or their schools"”
(Stone, 1969).

It seems reasonable to suggest that major factors contributing to the
relatvie lack of dramatic results include: (a) the inadequacy of the process
used initially in judging the potential value of proposed projects and
(b) the failure to direct a sufficient proportion of available support funds
to underurite efforts designed to clarify and resolve basic issues and
problems related to the recruitment, education, and retention of teachers
for disadvantaged area schools, There is an obvious need to take appropriate
steps to correct these dificiencies. Unfortunately, rather than recognizing
and remedying the conditions vwhich have resulted in such a poor return for
the taxpayer's investment, there has been a tendency simply to reduce the
amount of funds made available to meet the special personnel necds of disad-
vantaged area schools. The reduction of support, of course, is no solution
for the problems vhich compensatory education legislation was intended to

alleviate. In fact, such a fiscal reaction probably tends to exaccrbate
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vhat is already a critical condition., A nore responsible responsc¢ is to
improve procedures for judging propoged projcéts and to ‘redircet a greater
proportion of funds to activities which can help to correct the conceptual

and methodological deficiencies which permeate cducatien in general and teacher

education in particular,
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SDUCATING TEACHERS FOR THE DISADVANTAGED

In keeping with the view that there is a critical need to maintain
a special focus on the education of teachers foxr the disadvantaged, it
seems appropriate iu this chapter to explore some thoughts related to
improving the quality and quantity of teachers in disadvantaged areca
schools. Opecifically, the presentation includes some brief comments
on teacher preparation, on expanding_the functions of effective teachers
to encompass teacher educatién and on the recruitment and selection of

more and better voluntecrs for assignment to disadvantaged area schools.

Preparation

In discussing the general content and process of programs to prepare
teéchers for the disadvantaged, the broad categorizations and conceptuali-
zations of teacher education presented in Chapter 1 are in no way altered,
and, unfortunately, neither are the problems. That is, (1) the focus is
still on the same major types and areas of inscruction, and the problem
is still that the minimal competencies needed for success in any given
function have not been specified in very great detail; and (2) the major
componenté of such teacher education programs'are the same, as is the nced
to allow for individual differences, and the problems of coordination and
integration and determining responsibility for program planning and imple-
mentation are unchanged.

Since so many teacher education programs appear to be unsatisfactory,
specially funded projects focusing on teachers for the disadvantaged would
seen to provide & unique opportunity and, indeed, to have a pressing responsi-

bility, to explore new models which are designed to overcome current problems,
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In this connection, it may not be too inappropriate to offer a rather
detailed example of one such model which has been suggested by Rivlin (1966).

The model Rivlin proposes involves the assignment of pro-
spective teachers when they are college seniors or graduates to a
selected classroom teacher or to a teaching team,* Such assistant
teachers would work 20 hours per wecelk and be paid approximately 30
percent of a first year teacher's salary. Concurrently, these assistant
teachers would be enrolled in a year long education course during which
their academic background and current classroom experiences would be-
come the basis for studying curriculum and methods of teaching. (It
should be noted that participants would not be permitted to take other
courses during this year.) Zach section of the course would be limited
to 15 assistant teachers and would constitute a full teaching load for
the instructor, vho would also be responsible for supervising the class-
room participation of the 15 enrolled assistant teachers.

After satisfactorily completing their aesistant teacher
assignment (and having graduated from college), such individuals would
be appointed as beginning teachers. As Rivlin emghasizes: ''They arc
not full-fledged professionals available for assigiument wherever a
teacher is needed, and they cannot be expected to mecet all of the .
classroom problems vhich an experienced teacher can face. If they
are to develop into capable and experienced teachers they need a first
year of teaching in vwhich the responsibilities arc in proportion to their
abilities. The beginning teacher should have an assignment he can fill
successfully,” All beginning teachers would be enrolled in a graduate
coui'se focusing on improving competency to deal with the problems which
conront the beginning teacher, and it is emphasized that the instructor
for such a course be available in the schools to help the beginning
teachers in their own classrooms.

Once & beginning teacher has demonstrated satisfactory
performance (the time reriod might vary from a half to one and a half
years) he or she would be considered ready for a full tcaching assignment.
They would continue, however, to have support in the form of supervision
and instruction upon request,

Rivlin feels that all teachers should continue towards
attainment of a master's degree, but in a program ''tailored to fit
the individual teacher's background and needs." Such a program would
include coursevork in the teacher's field, as well as professional
education courses.

%Prior to such an assignment Rivlin feels there need be
only one education course, i.e., an overvieuv of American education's practices
and problems,
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After a year of performing a full teaching essignment sat-
lsfactorily, the tcacher would become a full-fledged member of a
school's staff,*

Certainly this abstract does not do full justice to Rivlin's model and
clearly, deficiencies could be noted and other examples could be offercd
regarding novel and potentially better ways for preparing teachers for the
disadvantaged.** It would be a mistake, however, in this discussion to dwell
on the pros and cons of various plans. The point for emphasis here is the
need to explore viable alternatives to current apprcaches to preparation

since most contemporary procedures are not satisfactory.¥#¥

%(Jith reference to in-service education, Rivlin sees it as

different but complementary to graduate study, and states that "when the
different functions of in-service and graduate study are recognized, they can

be combined into a program that improves professional competence and both
satisfies and vhets the teacher's intellectual appetite."” This view can be
contrasted with the current state of in-service vhich has been discussed by
Allen and Cooper (1968). "A brief summary of the major defects of our pre-
vailing approaches to in-service education would focus on the irrelevancies
of content, the inadequacies of instructors and the inconveniences of timing
and location. Vhen, in addition, we threaten to withhold promctions or
gsalary increments fc: tcachers who do not take part in such inadequate and
inappropriate in-sevice ~ctivities as these, we encourage the development of
a unit accumulation mentality toward in-service education which is totally
unrelated to the improvement of classroom competency." For this and other
reasons, it is reecmphasized that no assumptions can be made regarding the
compctencies which such a teacher has developed. In-service programs for
teachers need to assess the competencies vhich have been developed and to
" alter the curriculum of the program appropriately for the participants;, .
i.e., to plan to develop missing competencies and to awoid overemphasizing
competencies which have been mastered.
**As examples, see Stone, 1969; Tuckman and O'Brien, 1969.

*%%As such alternative approaches to teacher education are
implemented, formal evaluation will become a necessity in judging their
relative merits. See Appendix C for some practical suggestions regarding
the systematic evaluation of teacher education programs,
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Zxpanding the Functions of Lffective Teachexs

By virtue of the fact that they are succeeding where so many others
have not and are not, effective teachers and specialists in disadvantaged
area schools can and should be utilized in teacher education programs. EIven
more importantly, it should be emphasized that such personnel constitute an
invaluable and relatively untapped resource vhich should be utilized more
broadly in efforts to improve the educational opportunities of pupils in
disadvantaged arca schools, Specifically, it is suggested that the functions
of such personnel should include (&) direct service to pupils, (b) pre- and
in-service education, and (c) empirical investigation relevant to basic
unresolved issues. Therefore, this section is devoted not just to clarify-
ing the teacher education function, but the nature of all three functions
and theé need for such personnel to perform them.

The problem in expanding the functions éf effective teachers and
specialists, of course, is that such personnel usually are so completely
tied to their current functions that they do not have time for additional
responsibilities. Therefore, if successful teachers and specialists ére
to have expanded functions and a wider impact, a differentiated staffing
pattern is needed vwhich establishes a new role for such persénnel. (For
purposes of this discussion, teachers and specialists who could appropriately
be assigned to such a role will be referred to as teacher-consultants.)

Direct service to pupils -~ In th;s axca, the teacher-consultant's
functions essentially would resemble thése of a demonstration, itinerant,
and/or resource teacher and would éhcompass activities related to assessment
and program planning and implementation. Obviously, he could provide direct

service (1) by teaching a demonstration classroom, (2) by removing youngsters
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vho manifest learning and behavior problenms to a specfal claseroom for

part of a day, or (3) by assisting such pupils in the youngsters'vonn
classrooms. In a demonstration classroom, the teacher consultant would
serve not only the pupils in the class, but obviously would provide a

model for any teacher and teacher-in-trafining vwho i{s given the opportunity

to observe and/or participate in such a classroom. As has been suggested,
the nced for such an f{ndividual to perform the other direct service functions
stexs from the view that less effective teachers cantot provide such services
due to a lack of ability, tiwme, or both. B.. as has also been stated, the
problem vith assigning direct service functions to such a tecacher-consultant
vould be that he night become £2 .nmeshed in such activity that there would
not be time for other functions. This is unfortunate for, as will be dis-
cussed, these other functions vlticately may result in greater dividends,
i.e., may help to resolve the very problens vhich resul: in the need for

a tet cher-consultant to provide so much direct service,

Pre- and in-service education -- In this erea, the teacher-consultant's
functions could range from lecturing and consultation to in-depth training
fnvolving demonstration and supervision of performanca. Such functions
could be performed in a variety of settings, e.g., institutions of higher
education, special vorkshops, specfal demonstration centers, a demonstration
classroom in a target schooi, or within the classroon of any teacher vho
needs to acquire additional competencies. The need for a teacher-consultant
to perform such functions will 2xist at least as long as there are $0 nany
relatively unsuccessful classroom teachers in disadvantaged area schools.

For example, {f the teacher consultants can, indeed, help a regular class-

rooa teacher to becone more effective, there is the likelihood that the
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educational opportunities of all the pupils in t%-t teachex's classroom
would be ifmproved. Included in such an impact would be the reduction of
the number of roferrals for special services and possibly the praesentation
of a number of learning, and behavior problems. In turn, these results
would reduce tha nced for teacher-consultants to'provide direct service
to such pupils, thereby, allowing morae time for other functions.*
Zmpirical investigation ~- The teacher-consultant could provide
invaluable afd in efforts to resolve basic fssues, including delincation
of the teacher compotencies needed for teaching in disadvantaged area
‘schools and for the remediation and prevention of school learning and
behavior problems., Unfortunately, feu teachors and specialists appear
to have the time, training, and/or inclination to assume such a function.
This state of affairs probably can ba corrected {f tha teacher aducation
prograus will focus on preparing individuals vho know the importance of,
are equipped for, and desfire to participate in activities designed to
develop a comprehensive and meaningful body of knouledge regarding
youngsters who manifest school learning and behavior problems. Clearly,
enpirical frvestigation f8 a necessary function and onc vhich the

effective teacher and specialistist £8 in a unique position to help perform,

*iith reference to pre-and in-service education functions
the problenm {8 to deternine how specialists who have proven their competence
can be used most ecffectively. A somewhat detailed exampla of one experinental
approach to this problem is proscated in Appendix D.
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Recruitment and Selection

Factors vhich contrfbute to the recruftment problem include most of
those presented in Chapter 2., To these factors it may be added that many
teachers and prospective teachers are intimidated by the idea of working
in disadvantaged area schools. Obviously, one of the most direct ways to
begin to overcome such problems is to improve the incentives for teaching
in disadvantaged areca schools. For example, as has been emphasized so
often in recent years, there i8 ample reason to offer higher salaries to
teachers for the disadvantaged, and it seemns reasonable to believe that {f
the financial incentives vere freater, more individuals would be interested
fn entering preparation programs for, and obtaining and retaining positions
in, disadvantaged area schools. Furthermore, novel, attractise preparation
programs in this area could have incentive value as viell. For instance,
Riviin's model discussed above could make preparation programs for teaching
in disadvantaged area schools more relevant and interesting than regular
teacher preparation programs and consequently could result in more applicants.

Through such changes, then, the problem of recruitment amight actually
be replaced by the problem of selection. Moreover, {f selection were to
become a more viable process, it might take on a new meaning for all con-
c¢2rned, e.g., when only the "special" can participate, it seems reasonable
to anticipate that it vwill become cuch more desirable to participate, which
should result not only i1 more, but qualitatively better applicants.

Thus, if teaching positfons in disadvantaged area schools can be made
more attractive to increasing numbers of applicants, the question of valid
aelection procedures vill be relevant with regard to (a) preparation programs

and (b) placement in a disadvantaged area school. 1In this connection, a
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model such as Rivlin's once again is worth considering. For example:

(a) With reference to the preparation program, the
veur of assistant teaching would provid: an excellent opportunity to
secreen out individuals whose personal characteristics and/or lack of
ability to master required competencies r« Jer them ineffective in
facilitating the learning of youngsters in disadvantaged area classrooms.

(b) With reference to professional placement, such a
model wpuld allow for evaluation of on-the-job competence and quality
and therefore tould allow for the use of pecrformance criteria (see
Chapters 1 & 2) as a basis for placement and certification, rather
than courses, units, and uours.

It is emphasfized, then, that the initiation of novel and attractive
models for the preparation of teachers for the disadvantaged ¢ould have
great value in facilitating recruitment, admission to preparation programs,
and certification. In a similar manner, the establishment of coordinated
and integrated in-service programs could be an attractive feature in luring
and retaining high quality personnel (and for helping ceachers to move,
effectively and efficiently, from a level of minimal competency towards

a high level of professionalisn).




SOME CONCLUDING REUMARKB

At all levels and in all aspects, the field of Cducation appears to
be in a period of rapid transition. Some writers suggest that the whole
educational system is "at a crisis point -- a point of desperatcly important
chofce" (Rogers, 1969). Those responsible for formal education in this
couintry are being bowbarded by questions, and feu of these questions are
simply interested inquiries; most represent major challenges to contemporary
practices and require answers in the form of effective action. This is
particularly the case in the area of teacher education.

Clearly, teacher education is a major enterprise. It is estimated
that approximately 1,200 institutions of higher education are cngaged in
this enterprise. '"These conprise slightly more than half of all higher
cducation institutfons in the United States. More college students prepare
for teaching in clementary and secondary schools than for any other single
field of work" (Dorros, 1968). The numbers are impressive. But that is the
quality of such teacher education activity? How many of these prograrms
have carefully conceptualized guidelines, goals, content and process?

Hot many of these students will have developed at least to a level of
ninimal teaching competency by the time they enter their own classroom?
Unfoitunately, there is not a comprehensive body of data upon which to
base an answer to such questions. Nevertheless, it would appear from
available evidence that few programs can claim such accomplishments, and
indeed, due to a lack of ability, time, or both, most programs probadbly
are not even effectively pursuing such accorplishments. As a result,
teacher education is still very much the '"sluan of American education."

The nead for improvement is dramatic; the chelienge is clear.
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Appendix A

NOTZS Oil PERSONALIZED CLASSROOI INSTRUCTION

It is assumed that school systems are concerncd with pursuing long
range goals in the cognitive, affective, and psychomotor domairs. Thus,
fn discuasing public school programs, ii 1o not sufficient to talk only
in terms of such fmmediate f{nstructfonal objectives as the acquisition
of a specific recding skill. Rather, {t is necessary to discu~s the
acquisition of such a skill within the context of pursuing such long range
goals ss the development by the pupil of (a) positive attitudes towards
learning (and school), (b) acceptancae of responsibility for learning, and
(c) the capability to pursue learning indepondently, as vell as cooperatively.

At the same tinme, it i{s assumed that all learning which occurs in a
classroon is not, will not, and should not be the result of a teacher's
efforts to provide formal instruction. For example, it seems evident that
no teacher is able to teach succassfully a detafled and identically sequenced
set of skills to every pupil in his classroon, and even if he could, there is
no satisfactovy evidence to suggest that this type of approach to the instruct-
fonal and learning processes i{s necessary or desirable. In keeping with this
assumption, the teacher's 1ole is vievwed not only as an instructor, but as a
facilitator, i.e., a person vho leads, guides, stinulates, clarifies, supports.
Thus, he must knou vhen, how, and vhat to teach and also know vhen and hov
to structure the classroon so that students can learn on their ovm.* To this
end, the teacher f{nvolves students (snd parents) in planning, implementing,
and evaluating the classroon progran and environnent, e.g., each student is
fovclvad {n deternining his oun program. Thus, the tcacher and the student
(and his parents) share responsibility for planning and implementing the goals
and objectives of the educational progran.

Specifically, uith regard to daily functions, personalized classroon
fnstruction neans that the teacher's objectives are concerned with:

(1) varying the classroon environment, tasks, and activities
so that there can be a good match with individual differences in development,
performance, and notivation;

(2) eliciting active participation by each student in the
planning, selection, inplementation, practice, and evaluation of learning
tasks and activities;

*In this context, {t {s {nteresting to note that much
sore learning than formal fnstruction might take place in such a classroon.
Also, {t should be ermphasized that teachers need to focus, first on the
question of when and hou pupils learn, and then to consider vhat a teacher's
role and function should be with reference to classroom learning.
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(3) assescing each student and situation ufith specific
reference to vhat that student can and should be learning and how to
facilitate such lcacning.

In meeting such objectives, personalized classrooms usually have:
(2) a variety of projects and learning activity centers,
e.f., science, arts and crafts, listening, writ*ng, roading, panes, sctudy,
cte,;
(b) a varittr of reaain" and sub1ect matter maccrtals,
including books, work shcets, ete.;
(c) a variety of rewvards and consequencns,
(d) incividual conferences for cormunication and assessment
Cofley for uharinb, astinulating, providing feedback, decision-making;
(e} rccords of activity and accomplishment kept by bLoth
the pupil and the teacher; :
: (£) flexible "rouplnga based on common needs and interests,
sone of vhich vi;l be teacher initiated and some student initiated;
g © {g) lengthy perxiods during which pupils either wo1L
1ndependent1y or in small proups without adult superV1uion,'
(h) adult and/or student aides. :
Such prograns also are characterized by a grcat deal ‘of emahasie on pupil
. responsibility in the learning process as manifested in self- -direction, -
self-~selection, aelf-evaluation, and inter-student cooperation. Clearly, -
such practices are not unique to personalized programs.  However, they are
particularly vell-suited to the goals and objectives of teachers who person-
alize classroon jnstiuction because such practices allou for individual
differences vhile facilitating the development of competency, independence, "'
and responsibility (including avareness of and pos1t1ve attitudes towards
self and others), ‘ :

Another way to conceptualize a personalized classroom is to view such
a progran as involving, in great part, an institutionalization of the
Hauthorne effect.* That is, such a program requires that a teacher facilitate
a variety of success cxperiencaes and novel changes vhich result in students
being exposed to experiences which (a) arouse positive fecelings of being the
center of attention and .of beiug special, (b) arcuse such intrinsic motives

¢ -

*The term comes from a series of studies done at the llestern
Electric Company's Hauthorne plant betueen 1927 and 1933. The investigation:
uwexe designed to determine the impact of changes in the physical environment
upon werker productivity. However, instcad the findings pointed to the potel -
iupact of sociel organization as overshadowing phiysical surroundings in detevr-
ining productivity, e.g., production increases sccmed to be the result not of
improverents in the physical situation, but rather from increased morale
(positive attitudes aud motivation) among the workers vhich was attributable
to the special attention they were receiving as participants in the investigai:ion
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as curiosity and competency, (c) result in a focusing of attention on rele-
vant stinuli, and (d) minimize borcdom and tedium (and gemerate excitenment
and interest).

In summary, then, it should be clear that the needed teacher competencies
arc not seen simply as instructional s™ills, but morc generally as the com~
petencies necessary for facilitating approach and reducing avoidance tendencies
toward classroom learning. Furthermore, it should be reemphasized that these
competencies must cencompass not only the ability to facilitate retention and
tronsfer of training with r<lerence to the "3 R's", but also tho abilitioes
regulived fox facilitating prowth towards appropriate and purpusive competency,
independence, and responcibility.w

#The recader vho is intcrested in pursuing this topic
might consult Individualizing Instruction: A sclected bibliography published
by the Institufte for Development of .ducational Activities, Inc., which
contains references up te the middle of 1968. In addition, there is a recent
collection of readings edited by Virgil lI. Howes, and numerous magazine
articles, e.g., Beatrice and Ronald Gross', '"A little bit of chaos,"
Saturday Review, ilay 16, 1970.




Appendin B

PREDICTION OF SCHOOL FAILURE AMONG THE DISADVAIAGLD

It has been suggested that, if all regular classrooms vere effectively
personalized, it would be possitiie to reduce substanitially the school failure
rate among the disadvantaged. Zven if only the first-grade classrooms were
personalized, the impact would probably be very impressive, Houever, it is
racognized that vevy feu classroom teachers cuxreatly offer personalized pro-
graus, and it would be unrcalistic to expect the situation to change dramatically
in the near future,

The ncext best stratesy is viewed as one of identifying, at least by the
end of kindergarten, thosc youngsters vwho constitute a "high risk" group.

Then, rather than assigning them indiscriminately to first-grade classroons,
these youngsters can be assigned to'teachers who have the competcancies necessary
for preventing school failure,

How can such carly identification be accomplished?

In a receat article,” my colleague, Scymour Fesbbach, and I have described
a prediction nrocedure the effectiveness of which we hope to investigate empiri-
cally. The following is extracted with minor adaptations from a proposal ve
have submitted to the U, 5, Office of Iducation,

Problem aud Obiectives

The need for this proposed investigation stems frem a major problem
which is shared by the fields of education, mental health and social welfare.
Fron an educational standpoint, the number of students in digadvantaged area
schools wvho fail is staggering., The impact of this failure is seen directly
in the aillions of dollars which must be devoted each year to remedial and
compensatory education programs and activities; the indirect impact is felt
by nlmost every student in these schools, for as teachers try, often unsuccess-
fully, to cope with youngsters who manifest learning and/oxr behavioral problems,
otter students arc slighted. TFrom the point of view of mental health and
social welfare programs, the debilitating and devaluating long-term impact
of school failure on personal, social, and vocational adjustment has been
wvell documented.,

The uvltimate aim of this project is the cstablishment of effective and
cfficient diagnostic and educational procedures which may be used systematically
in programs designed to prevent school failure. As a first major step towards
accomplishing such a goal, it is necessary to be able to anticipate vhich
children are most likely to fail in school. There has been increasing interest
in devaloping procedures for the early identification of such youngsters
(Austin and tiorrison, 1963; Barrett, 1965; Bover, 1960, 1963; Chall, Roswell
et al,, 1965; Cohen, 1963; de Hirsch, ei al., 1966; Haring and Ridgway, 1967;
Harriangton and Durrell, 1955; Henig, 1949; Kermoian, 1962; Kohn and Silverman,
196Ca, 1966b; Koppitz, 1964; Lambert, 1963; liartin, 1955; Honroe, 1935;

Rubin, Simon and Betuvee, 1966; Veiner and Feldman, 1963). The majority of the

Adelnan, H, S, & Feshbach, S. Predicting Reading Pailure:
Beyond the readinevs model. Zxceptional Children, in press,
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predictive research which has bheen generated, to date, has focused
specifically on veading failure. UWhilec some of these studies have yilelded
significant corrclations between predictoxs and criteyion variables, the
relationships Pave been weak, particularly vhen subjected fo cross-validaticn
procedurces. This relative lacl: of sueccess, in lavge part, is scen as recult-
ing from the fact that these efforts haye been based upon what is essentially
a "disordered child" or "veading readiness' nodel, i.e., a model vhich,
traditionally, has emphasized the assessment of a youngster's deficits

with reference to a deliaited set of xreading correlates such as perceptual-
motor and lipguistic skills. At the very least, it is evident that most

of these investigatious nave been restricted to procedures vhich do not
assess the impact of many key variables which interact in shaping scheol
success and failure,

The work of de Hirsch and her colleagues (1966), uvhile of considerable
interest and imporkance, nevertheless provides a recent exampla of such
restricted approach. The almost exclusive focus of these investigators on
"readiness' variables is rather surprising in view of the explicit awareness
of the dynamic nature of the process by which reading skill is acquired. As
the investigators themselves point out:

Ve recegnize that a variety of social, enviroamental, and
psychological factors are significant in the acquisition

of reading skills, and ve concur uith Abrahaw Fabian (1951),
vho maintains that learning to read requires the developmental
timing and integration of both neurophysiological and psycho-
logical aspects of recadiness. Nevertheless, we linited oux-
selves to the preschool child's perceptumotoy and linguistic
functioning because in this arca we had found considerable
deviaticn from the norm among children who subsequently
failed in reading and spelling. Ve therefore put together o
battory of tesis vhich we hoped would reflect the children’s
perceptumocor and linguistic status at kindergarten level,
(de Uirsch, et al., 1966.)

Thus, despite recognition of the importance of socio-emotional and
environmental factors, essentially, the decision was nade to ignore the
impact of such variables. This decision is reflected not only by the limit-
ing of assessment to perceptual-motor and linguistic functioning but also by
the choice of a "battery of tests" which are administered to cach youngster
individually. Such assessment procedures obviously entail warkedly different
performance conditions than are to be found in the classroom, ec.g., the adult
tester provides undivided attention in contrast to a classroom teacher vhose
attention is almost alvays divided wvhen she is teaching, and, more generally,
the influence of such relevant factors as peex-group pressures, distractions,
and other classroom situational variables is removed. In +sing such procedures,
one is placed in the position of attempting to make predictions about later
classroom performance, based on admittedly limited information, derived under
conditions which are extremely dissimilar from the situation in vhich such
pexrformance is expected to occur. (This dissimilarity alone could account
for many of the 'false negatives' in the de Hirsch study and certainly vould
result in a great number of undetected poteniial failures in a large scale
predictive progran,)

Q
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A discussion of all the theorctical and practiceal limitations of
such restricted approaches to the problem of predicting school failure is
beyond the scope of this discussion. (Fovr further critical discussion sce
de lirsch, et al., 1966; Rozeboom, 1966; Zicky and £llis, 1968.) Oug pri-
mary purpose here is to go beyond the digsordered child or readiness model
and propose a viable alternative, i.e., an approoch which provides a closer
approximation between predictor and criterion,

As implied above, a youngster's success or failure in school is most
fruitfully scen as a function of the interaction between his strengths,
veaknesses, ard limitations and the specific classroom situational factors
lie encounters, including individual differences among teachers and differing
approaches to instruction. This interactional model leads to the inference
that success in the first-grade depends not only on the youngster having the
necessary skills and behaviors for learning vhat is being taught but also is
dependent on the characteristics of the classroom situation to which he is
assigned. Thus, it is lhypothesized that the greater the congruity betucen
a youngster's skills and behaviors (as manifested under representative class-
room conditions) and thogse required of him in a specific first-grade classroon,
the greater the lilielihood of success; conversely, the greater the discrepancy
between the child's skills and behaviors and those required in his classroon,
the greater the likelihood of failure. (It should be noted for purposes of
this discussion '"failure'" is viewed as performance which results in a child
receiving a D or F grade in basic school subjects.)

A major implication if this hypothesis is that one effective strategy
for predicting school failure is to assess the degree to which the kindergarten
youngstexr can successfully cope under representative classroom conditions with
tasks which are as similar as possible to those vhich he will encounter in the
first-grade program. Such an assessment can be accomplished by (1) evaluating
in situ, deficits in or absence of learning-relevant skills and behaviors, as
well as evaluating the presence of interfering behaviors in each kindergarten
child, (2) evaluating cach first-grade classroom program to determine the
pattern and degree of skills and behaviors vhich the youngster assigned to
that classroonrt and teacher will find critical in coping with the learning-
relevant tasks, and (3) analyzing the discrepancy between a youngster's skills
and behaviors and vwhat is being required for success in that classroom.

The following brief description of how these steps will be implemented
in the proposed experimental program should help to clarify this approach,

At the cnset, it should be noted that it is our intention that this carly
identification model vill be one vhich can be ecasily adopted in any school,
i.e,, the procedures vwill be such that with minimal training current school
personnel, {e.g., counselors and kindergarten teachers) will be able to make
such an analysis.
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Evaluation of Kindergarten Children

In developing a new child assessment procedure specifically designed
to aid in predicting vhich children will fail in the first-grade program, the
erphasis isc on Lhose behaviors and skills which first-grade tcachers generally
require and those behaviors which they will not tolerate during activities
related to classroom instruction. The specific instrument currently being
developed is a rating scale consisting of items which reflect a recent
analysis of such requircments, This analysis is based on observation ol
nuneroug first-grade and Liiudergarten clzssrooms, a survey of available
readiness inventories arnd curriculum manuvals, a revieu of various wrlters
(brunex, et al., 1966; Fernald, 1943; Havighurst, 1953; Hebb, 1949; Hewett,
19663 Hunt, 1961; Piaget, 1950), and relevant personal experiences in working
with LD and ED youngsters over the past ten yecars., To date, this analysis
has yiclded the following list of abilities:

(1) Uith regard to physical and motor development and general health,
the important arecas and functioning levels are vicwed as:

(a) adequate sensory capacity, i.e., Johnson and iiyklebust

(1967) indicate that hearing loss greater than thirty to thirty-five decibels
(compuied as an averagca for the specech range of the better ear) might result
in a detriment to learning. Lawson (1967) indicates a visual impairment of
20/40 or greater (when glasses are worn) should be considered consequential
for learning. 1In addition to visual acuity, color blindness may contribute
to learning difficulties, especially in the early grades. (Impairvment of
other scnses has not been demonstrated to be a serious problem in learning
academic skills.) : )

(b) adequate eye-hand coordination, i.e., the youngster
performs such skills as using a pencil appropriately and with enough control
to keep close to the outline of large figures;

{c) genecral health which is good cnough so that the youngster
maintains regular attendance at school.

(2) Uith regard to language skills, the important abilities are viewed
as: :

' (a) expressive, i.e., the youngster specaks clearly and
plainly enough to be understood in class and manifests a working vocabulary;
(b) receptive, i.e., the youngster understands what is
said in class;
(¢) usec, i.e., using at least simple sentences, the youngster
expresses ideas, thoughts, fecelings, the youngster also has an awareness of
the relationship between spoken and written language.

(3) Uith regord to perceptual abilities, the important abilities are
viewed as: _
(a) visual discrimination, i.,e., the youngster discriminates
differences and similarities in letters, vords, numbers and colors, and sees
the relationship of a part to the vhole;

(b) auditory discrimination, i.e., the youngster discriminates
differences and similarities in speech gounds and in lettexr names.

(#) Uith regard to other general school behaviors and skills, items
are being developed to allow for cvaluation of the degree to which a youngster
manifests the ability:

(a) to follow simple directions;
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(b) to maintain attention for sufficient period of time in
doing seat work to accomplish a simple classroom task;

(¢) to observe and rcmenber;

(d) to ansuer questions about a simple story;

(e) to tell a story from a picture (associate symbols with
pictures, objects and facts);

(f) to direct attention toward print or pictures displayed
to the class by the teacher;

(g) to solve simple problems;

(h) to tolerate failure sufficiently to persist on a task;

(1) to make transitions from nne activity to another;

(j) to carry on with a task over several days;

(k) to accept adult direction without objection or resentment;

(1) to do work without constant supervision or reminders;

() to respond to normal classroom routines;

(n) to suppress teadencies to interrupt others;

(o) to suppress tendencies to aggress against others.
In addition to these sliills and behaviors, it is obvious that if a child manifests
certain other negative behavior, he may yell have serious difficulties in school.
These include problems in terms of teacher and/or peer relationships, being able
to care for himself, control himself, and so forth. An empirical basis for the
assessment of such factors is provided by the work of Bower (1960, 1J063),
Kohn and Silverman (1966a, 1966b), Lambert (1963), and Rubin, Simson, and Betwce
(1266) .

In general, then, the child evaluation instrument being developed covers
all the areas listed above and is designed for use in the kindergarten classroom
by the kindergarten teacher. Three examples of scale items are presented below:

"lhen the task requires it, how often do you find he can and
does speal clearly enough so that you can understand him?"
"Dhen the task requires it, how often can and does he disciminate
the differences and similarities in letters and words when he is looking at them?"
"Yhen the task requires it, how often can and does he answer
questions about a simple story?"
Such items are rated on a five point scale uwith 1 being the lowest and indicating
that in situations requiring the specific bchavior or skill the youngster's
response never or hardly ever is adequate -r appropriate. ("Never or hardly
ever'' are defined as 0-10 percent of the tire and the frame of reference established
for "adequate or appropriate’ responding is pexrformance vhich the teacher would
grade C or better.) The highest point on the scale, 5, indicates that in situations
requiring the specific behavior or skill the child's response is adequate or
appropriate alvays or almost always (90-100 percent of the time). In addition te
such items, the Kohn Competence Scale and the Kohn Symptom Checklist are to be
used (Kohn and Silverman, 1966a, 1966b) .

The proposed approach for using these procedures involves training the
kindergarten teacher to observe his students, uith specific reference to the
rat!ng scale items over the period covering the last 2-3 months of the youngster's
kindergarten year. At the end of the school year, he rates the child on the
items, thereby evaluating the pattern and degree of skills and positive and
negative behaviors which the youngster has manifested. (If the kindergarten
teaching progran does not include activities vhich require some of the skills
and behaviors vhich are included on the rating scale, then a series of "lessons"
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will ba initiated by the teacher so that he will be able to rate all items.
In addition, it js assumed that general medical screening, e.g., of visual
and euditory acuity, will be sccomplished by competent physicians, especially
in those instances vhen a youngster is evaluated as being a potential failure.)
It may be noted, in passing, that these proccdures have several major
advantages over procedures that have been typically vced in the prediction of
school failure. ¥For example, since the assesement is made over an extended
period of time, it involvas a broader sample of bechavior than can be obtained
during a single test session; in addition, the nse of tha classroom teachex
avolds the necessity of employing specially treined testers, a procedure which
ic not only more econcmical but vhich can also facilitate the use of the find-
ings as an educatlonal aid.

Yvaluation of First-urgqg_gﬁpgrams
For evaluating the critical demands of a specific first-grade classroom

nituation and teachev, a separate but parallel rating scale is currcntly being
developed. For example, the follouing three sample items parailel the kinder-
perten items presented above.

"How often does the teacher require clarity of speech in
order for a student to be able to perform adequately and appropriately on a
reading-relevant task?' .

"How cften does the teacher require the ability to discriminate
visually the differences and similarities in letters and words in order for a
stuignt to be able to perform adequately and appropriately on a reading-relevant
tas

"How often does the teacher require at least the ability to
answer questions about a simple story in order for a student to bz able to
perform adequately and appropciately on a reading-relevant task?"

Apain, such scale items arc raced on a five-point scale with 1 being the lowest
point. 1In this case, 1 indicates that the tecacher never or hardly ever (0-10
percent of the time) appears to require the particular behavior or skill in
order for a student to be considered to have performed adequately and appro-
priately. (Performance vhich the teacher would not consider adequate or
appropriate is defined as behavior which she assigne a grade of D or P.) Uith
minimum training, the school cnunselor or some other membsr of a particular
school's ctaff can use such a first-grade evaluation scale to rate the level

" of skill and behavioral performance required of a pupil for success in the °
classroom. In making such ratings, a rater observes a first-grade teacher
during the specific instruction period and particularly iu the pattern-setting
initial veeks of the program. Primary focus is on the teacher's interactions
with those students who are doing poorly in learning-relevant activities.

The final ratings on the scale are made at the conclusion of the entire period
of observation which will prcbably require a number of weeks. Every first-grade
teacher in a given scho®l is to be rated in this manner, thereby empirically
determining not only which student skills and behaviors are required but which
ores are critical, i.e., the degree to which the teacher requires certain levels
of performance and the degree to which she tolerates and/or compensates for
particular deviutions. S

.




Discrepancy Analysis

The above procedures, then, can yield (1) an indicaticn of which skills
and behaviors are critical for succeeding in the first-grade program in a
particular classroom, school, and district, and (2) the level of performance
of a particular kindergarten child with regard to these critical skills and
behaviors. These data p vmit an analysis of the discrepancy between a specific
youngster's skills and behaviors and the requirements for successful first-
grade performance. For research purposes, all three levels of discrepancy
analyses can be carried out, i.,e., a sgparate discrepancy score may be derived
from the differences between the ratings given a youngster on each item and
the normative rating for the district, the normative rating for a perticular
school, and the idiosyncratic rating given to the first-grade teacher to whom
the youngster is assigned. A comparison of there sources provides an empirical
means for determining the significance of variations in requirements in diZferent
first-grade classes as compared to the normative skills demanded of each child
during classroom instruction.¥

It 18 our intention to compare the de Hirsch approach with the approach
.. have described above &nd thereby evaluate the differences between & pre-
dictive approach which attempts only to assess a youngster's strengths, weak-
nesses, and/or limitations with reference to a delimited set of reading correlates
under standardized test conditions and an approach which attempts to assess a
greater range of factors (and their relative importance) under regular class~
room conditions. It is these differences which are viewed as critical in
effectively predicting which children are most likely to fail. (The cross-
validation of the de Hirsch Predictive Index will also allow for a determin-
ation of whether various rombinations of both approaches yields greater pre-
dictive accuracy than eitier approach alone.) thile the de Hirsch Predictive
Index is restricted to the prediction of reading performance, there is still
vonsiderable urility to be derived in contrasting our more broadly gauged
approach with the de Hirsch model, We, uvf course, ars concerned with criteria
other than reading, particularly personal and social adjustment indices that
reflect success and failure in the classroom. The de Hirsch approach, though
limited, serves as an excellent prototype of prediction procedures which are
based on a deficit model and which predict to a normative criterion, In
addition, the acquisition of reading skills and reading performance appear
especially vulnerable to emotional disturbances and to specific cognitive
dysfunctions. For these reasons, we have chosen to compare the model proposed
here with that of the de Hirsch group and to determine the possible predictive
adventages to be derived in combining elements of botk approaches.

In addition to improving predictive accuracy, ancther benefit which
should accrue from this study is that the first-grade evaluations will allou

. -

.

*The nced to assess idiosyncraticras well as normative aspects
of tcachers' behavioral and. skill danands or lack thercof in the rcading arca
vas dcmonstyated dramatically in. the classroom of one first-grade teacher ob-
sexrved recently. Her only criterion for deciding vhether a student should be
placed in the lowest reading group, (with the probable psychoeducational and
social consequences of such a placemsri) was the child's lack of ability to
open his book and rapidly find the place she had indicated.
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for an assessment of the actual demands of the programs in these classrooms,
as vell as the determination of how closely these demands resemble the first
grade curriculum established by the school district. Thus, as we expand our
efforts vith regard to asscssing the problems of the child and the process
by which we teach him, we place ourselves in a botter position to improve
the weaknesses In the system, as well as in the child. .
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NOTES ON THE SYSTEHATIC EVALUATICN OF TEACHER EDUCATION PROGRALLS

As Raxing and Fargo (1969) have pointed out with reference to the
arca of the Zmotionally Disturbed:

"Although a great deal of concera has been given to
the neced for evaluating the professional preparation of teachers
of the enotionally disturbed, little systematic assessment of pro-
fessfonal trainces, teachers, and training programs has been made.
Concern has centered primarily on the number and content of courses
and the variety of experiences rather than on the competency of the
educational product. The national picture of programs for training
teachers of cemotionally disturbed children has been seen only in
form -~ number of courses in cormon and hours spent in practicum
and cluss. PFurthermore, these curricula tend to be cclectic in
character and opexatc uwithout a point of view, thus confounding
description anc statements of operational objectives.

voo It is difficult, if not impossible, to evaluate
any program by examining a list of courses or practical experi-
ences, thile theory and practice are, of course, the core of
professional preparation, the program should derive fron objectives
that sve operational. Courses and experiences must be subject to
acceptance, modification, and rejection bas.4 on objective evaluation
of the extent to vhich the aims have been realized."

Cleorly, this statement applies equally to programs for the Disadvantaged.

In rcaction to this state of affafra, theare has been an atteapt
(e.g.,» on the part of legiclators) to have programs evaluated primarily
in terms of ditect achieverent benefits to children and cost accounting
procedures. That is, it has heen suggested that a program's benefits be
evaluated in terms of immediately, measurable improvement in the "3 R's"
among the children served by the teachers trafued in a particular program
and that the amount of improvement should varrant the fiscal expenditure
per trainee and per child. On the surface, such criteria may appear to be
raasonable. However, in light of our current limited knouledge regarding
effective . 'rategies for educating children who do not perform trell in
school, this level of assessment is probably premature end is certainly
not comprehensive enough.

The general discussion of evaluation (Chapter 1) suggests a more
realistic and comprehensive approach to the avaluation of teacher education
programs designed to prepare persontiel for dfsadvantaged area schools.*
Using the earlier discussion (in Chapter 1) as backgruund, it seems appro-
priate at this point to sugpeat some practicel approaches for use in formal
and systecatic efforts to evaluate teacher education and classroomn instructional
procedures.,

*Another useful reference is the resource guide, Planning
for the evaluation of special education proprams (Hclntyre, et al., 1969).
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Ideally, as noted in Chapter 1, a comprehensive evaluation recquires
assessing a teacher education program's ifmpact (a) on the participating
tcachers, (b) on their pupils, and (c¢) on their school district, and/or
on any institution of higher education. Uithin the limitations sct by
the preactical, conceptual and technical problems vwhich have been described
in Chapter 1, any teacher education prograw should atteapt to assess such
a vuide range of impe % utilizing appropriate procedures and standards to
allow for objective and generalizable conclusiors. The following are
cxamples of the types of data which may ba gathexed.

(1) t1ith roference to the pupils, imporztant axcas fox

concern are:

(=) achievement with reference to the rcmediation
of underlying process deficits and/or interfering behaviors, e.g., perceptual
deficits, extveme withdrawal and passivity;

(b) achkievement vith refexence to needed pre-requisites,
¢.g., attending ard listening;

(¢} achievement in basic school subjects, c.g., reading,
language, mathematics;

‘ (d) relevant other positive behaviors and attitudes,

e.g., liking school, self-directive, self-cvaluative, aad inter-student
cooperative Lehavior;
Clearly, vheaever possible standardized procedures should be employed;
however, when such procedures are not available, efforts must be made to
develop new approaches. Procedures vhich might prove useful include:

1. Acadernic and. behAvioral measures such as standaydize:
readiness and achievcment tests, systematic analyses of porivrmance (qual-
ftative and quantitative chauges in attention, disruptive behavicr, writtea
products), systematic rccords of specific accomplishments (skills learned,
books read);

2. llotivational and attiticanal measures such as
those vhich focus on self-control, anxiety, locus of control, general
attitudes toward acedemics, expectancy of success. In addition, of couvse,
ratings by teachers, principals, parents, and the students themselves pro-
vide sources for evaluating academic, behavioral, motivational, and attitudinal
changes.

(2) Hith reference to teachers, important areas for concern
are:

(a) the new competencies which are acquired and the
degree to which existing competencics are strengtherol, e.g., new procedures
for teaching reading, increased effectiveness with previously used procedures;

(b) relevant other positive behaviors and attitudes,
€184, increased fnvolvement in general school affairs, improved morale, etc.,

_ (c) the number of teachers (and other concerned pro-
fessiounals and potential recruits) who experience the fcpact of the program
with specific reference to the nature and scope of the program's fafluence
on such individuals;

(d) any other contridutions which the teacher makes
to the field, e.fi., improving the understanding of basic issues which are
currently unresolved.
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froczdures f{or assessirg competency, nctivotion and attiftudes, as well o3
produects, and seli-vepoxis, More snccifilcali, the deta cAn bo guthered
using such imstruacnts as rativg scalcs, open structuve essays, teacher
questionnfizns, Q gozto,systenaric recordn of aspec!fic accouplishments,
and directly sollciced eveluctiszas, It sihould.be noted-that guch instruacnts
also can provide direct evaluativ: tecuvack cf the teacher education pro-
oran itself uwhich can te used in reshaping the program content and process.
Some of the other basic possible sources of cvaluative data vuith
regard to hoth pupils and terchers which ezn be enplored include such
general behavioral indices a: changes in attendance and chang2s in grading
patterns. In cddition, c¢fforts can be made to identify other behaviors
vhich may reflect positive or nagative involvement fn school-celated
activities. &nd it {s possible, of courses, also to collect basic descriptive
data vhich may help in continuing efforts to explore those individual dif-
ferences which are related to success and failure of teachexs and students,

The_primaxy_enphasis_ in_analyzing both the teacher and the pupil
Jata should be on eviivating (deseribinn and judaina) the congruence betveen

stated instructional objsztives and vhat is _zccomplished, as well as the
possibility cf mafor nepative side effect, of the teacher and the pupils.

(3) uith reference to school end district, important
areas for concern are:
(a) changes in policfes and practices regarding
classroom nethods, naterials, and staffing;
(b) chanzes in policies and practices regarding
teacher education.
Such information generally can be gathered by use of a questionnaire.

A questionraire can also provide data regarding changes which occur
{n the pre- and in-service programs offered by institutfons of higher educa-
tion vhich appear to be attributable to the existence of the teacher education
program being evaluated. In addition, the manner {n which evaluative feed-
back influences changes in the prograa {tself should be described.

(4) Finally, with reference to follou-up evaluations,
the procedures which have been suggested in each area generally cen be
enployed often with only rminor adaptations for purposes of gathering such
follow-up data.

As these exanples suggest, teacher education programs can and should
be evaluaced on many levels. This is particularly true of progams which
prepare teachers to vork uith disadvantaged children since the problens
vith vhich such teachers are confronted are complex and poorly understood.
Until there 18 a more definftive body of knowledfie in this area, it is hoped
that progrars vhich prepare teachers for the disadvantaged will be evaluated
troadly in terms of their general contribution to current educatfonal services
trafaing, and research, rather than in terms of such narrow criteria as
student achievement in the "3 R's" or per capita cost with reference to
irmediate student benefits.
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THE EFFECTIVE TEACHER AND SPLCIALIST AS AN IN-SERVICE
EDUCATOR: A MODEL

The procecdures vhich are described below are derived from an experi-
nmental project in wi ich this uriter currently ic involved. The project is
designed to demonstrate (arong other things) hou effective teachers and
specialfiats (referred to Lelow as tecacher-consultants) can be used in up-
grading other teachers.

Basically, the wmodecl would prescribe pairs of teacher-consultants going
from classroon to classvoom (mobile training teams) to help other teachers
learn potentially more effective procedures for program planning and imple-
mentation, as well as for assessment vhen this is appropriate and necessary.
If a sufficient nunber of tescher-consultanls vexe avallable, the teams could
be used to train all the teachers in a given district who desire and/or need
such in-service educetion. If the number of such teacher-consultents is
linited, the model can be varied so that the teacher-consultants work uith
a linirved nuaber of tcacicrs (appxoximately three in any given'school);
these tcechers, then, would be utilized for demonatration and training
purpones to spread the ideas and procedurcs vhich have been the in-sorvice
instructional objectives. As will bo discussed, this “spread of offect"
approach coploys a slightly modificd version of the basic process-podel.,

More specifically, the in-service teacher education process would
consist of four overlapping steps and would require from four to seven
ueeks per cycle during which time a pair of teacher-consultants could rotate
anong three teachers providing & reasonably comprchensive program resulting
in more cffective teacher and pupil performance. The four steps are:

(1) Denonstration and discussion (2-2 weeks). The
training cycle {s initfated tu;ith an individual meeting between the teacher-
consultants and each of the three participating teachers who are to be
trained during that cycle. Tha focus of the discussion 1s on learning frea
each teacher the procedures currently being employed in the classroon,
especially those used in coping with learning and behavior problems, and
on sharing some general thoughts about euch youngsters. (The specifics
of the training process itself are describes prior to selection of partici-
pants for the in-service program but are usuzlly veviewed at this time, as
vell.) Then, for a day or tto, the teacher-consultants observe during the
reading period in each of the three classroons.* The reading period {2
chosen as a point of focus since this {s the time during which learning
and behavior problems have been found to occur with great frequency and
because of the importance of this basic skill, Based on these fnitial
discussions and observations, one of the teacher-consultants takes over
responsibility for teaching during the reading period. This provides a
"naster' demonstration of the procedures vhich the partieipating teacher

*The three participating teachers aust schedule their
reading periods for different tines of the day to allow the tea:her-consultants
to rotate to each roon.
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is to learn, and it frees the teacher to observe what is being demonstrated.
The sccond tcacher-consultant's function is that of a"facilitator", {.e.,

he meets vith the teacher for purposes of discussing the rationald underlying
the procedurcs being demonstrated, as well as for exploring elternative idees
and procedures and for problem-solving vhen a procedure being dewonstrated
does not appear to be cffective. During this step, then, the participating
teacher has the opportunity for observation of a master demonstration and

for in-depth, personalized discussion of uhat is observed, all in his oun
classroon, with his own students, everyday for almost tuo uecks.

During this step, a ve:y concise and relevant set of readings is recommended.

(2) Practice (1-2 veeks). After approximately two weeks
of demonstration and discuusion (sooner if the teacher appears ready), the
participating teacher begius to apply vhat has been learned. t(thile one of
the tcacher-cousultants still continues to be responsible for teaching the
reading lesson, the tcacher "practices' new procedures and the second teachex-
consultant observes and ie ready to provide guidance, feedback, and additional
demonstrations. In this way, the participating teacher is frce to stop at
any point during an activity and receive immediate fcedback and/or additional
fnput. Furthernore, since one of ti teacher-consultants is still teaching
the class, it {s possible fur the teacher to stop participating and observe
and discuss whatever {s being demonstrated at that time, Clearly, then,
Steps 1 and 2 overlap; this blending of one step into the next is a goal
at each transition point {n the process.

(3) Initial fmplementatfon (1-2 weeks). After a period
of supervised participation, the teacher assumes full responsibility for
teaclh:ing the reading lesson vhile the two teacher-consultants obscrve.
Meetitips with the teacher are held as nceded for fcedback, questions and
ansuers, and general discussion, and if necessary, the teacher-consultants
provide additional demonstrations. (At this point, the process more closely
resembles traditional supervised teaching, but Ly virtue of the preceeding
interactions, the characteristics of the experience have been found to be
very different, e.g., the contacts betuween the "supervisors' and the
"supervised" usually are devoted to collaborative sharing and problem-
solving rather than to critiques.)

(4) Follou-up., Obviously, tho teacher-consultants should
be available as often as possible to ansuver questions, problem~solve, etc.
Thus, as they begin a neu training cycle (with teachers in the seme school
or {n another school), they need to reserve some time for follow-up consultation,
f.e,, observation and feedback, demonstrations and discussion. (In practice,
ft has been found that such support is costly needed in the first month after
completing the third step and that this nced can be dealt with by setting
oside one day a veek for such consultation.)

In those schools uvhere the tearher-consultaats vork only uith a fevu
teachers uith a vieu to utflieing a ''spread of effect” to accomplish the
fnsservice instructional objectives, the teacher-consultants vorik with another
nenber of the school staff, e.g., a reading specialist, an administrator.

This individual learns to perform the functions of the facilitator by partici-
Fating in the process, f.e., observing, practicing, discussing, cbserving, and
so forth. Then, after che teacher-consultants move on to begin a new training
cycla at anothar school, it is this individual vho 18 available to facilitate
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the in-service progran for the other teachers in the school vho are
released on & scheduled basis to observe in the demonstration rooms.

As a facilitecor, he or she employs & nodified version of the four

step process described above. That is, other teachers in the school
see a demonstration by the classroon teaclier at a tim2 vhen the
facilitator is available to provide the discussion specified in Step 1;
for the subsequent steps, the facilitator goes to the "learners'”
classroo:is to collaborate as needed during the practice, initial imple-
mentation, and follow-up steps.




