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S, Competency-based education and cultural plurahsm are no

e mean concepts in today’ s wotld of educatlon Nearly two-thirds of
' our states are developing alternative approaches to Doth teacher
™ education and certlficatlon based upon competence, hile at the
same time morée and more cpncerned citizens are demanding that-.

, - public education’ respond more directly to their children’s needs.
. This collection of papers should not only providé further insight

‘into competency—based .educatign and culbural plurahsm, but also

and possible. problems in bringing the two together. Competency-
based education and multi-cultural education are’ each powerful

- educationil approaches Used together they mlght contribute .
much to Amemcan education. ‘

~ The d1vers1ty of. people and cultures that created an(f are
“Amenca” is one of the treasures of this nation. This cultural’
pluralism must' be recognized, understood and utilized. ‘For the.
_ Office. of Education, cultural plura11sm isa des1rable facet for all of .

its programs. ¢ .
Aclear link: emsts between comm1tment of the -Office of Edu-
- cation’ to. cultural pluralism and its commitmeént to competency~
based  education. The Office of Education has a responsibility to
Congress and to the public-at-large’ to pursue-its legislative man-
. dates in the most effective manner possible. With its emphasis on
_¢ - publie obJectlves, performance criteria, objective assessment, and
+* the use of feedback Yor revision, CBE exemplifies a process that
bears closq examjnatlon by advocates of many other educatlonal
. approaches. - ] - I .

' As an important force for educational reform, competency-
based education provides a number of advantages for those de—
veloping programs in cultural pluralism: (1) program objectives are
made speeific and public, leaving no question -about intent regard-

~ing cultural differences; (2) program development generally takes
place along collahoratlvlz lines and involves. all major educational
constituencies, 1nclud1ng the’ community; (8) evaluation is analytical *

- . -and data based, and is derived from the “authority of competence <

.t rather than from subjective,-sometimes culturally biased, impres-
_ sions;'(4) its fneasures of success, based on exit criteria of perfor-

- mance ratHer than on entrance factors or requirements; build-on

. cultural diversity and a range of education.and “life” experiencesf

" help tlarify their.relationship and delineate some of the promlse .

L J

]and (6) because learning is the/coqstant in CBE programs, and

.varied routes and time periods for accomplishment are poss1ble,
*individuals wanting to make up-time lost during earlier poor edu-

cational circumstances (some of wh1ch may have been the results
. s

’




of cultural pre,1u,d1ce) can take advantage of an early- test1ng of
‘ competence ahd the opportunlty to gain credit for life experience.

. As éducators’in those places pursuing the alternative of
competency-based education come: together to consider anew which --
competencies are most important; it is essential that®they give -
“high pnorlty to those that relgte to increased multi-cultural un-
derstandmg and ‘development. Tn’ the building of teacher training .
prog'rams, emphasis needs to be given to (1) the competenmes that “
all teachers need né matter where or whom they teach, in order to .

L3 _ help all students understand the great variety of different cultures
° that. exist and td appreciate the stréngth and ‘vitality that such -
¢« - . diversity contnbutes to the world in ,which we live, and (2) the
kinds_of competencies that uniquely: relgte +to. working with par- -
RN t1cu1ar cultural groups. One of the major weaknesses in American, _—
-education is the relagively un1for \ role conceptualization of
* . teachers nationwide. - eachers, stud nts, schoo‘ls, d néighbor- -
hoods differ markedly from place to place, and therelis a need to
develop a full enough array of different styles and approaches td’
‘teaching so that our educational system €an effectively respond to
a great variety of poss1ble learning ;tuatlons ' o
J~ To list-a number of advantages of CBE for forming programs
that better refléct the pluralistic nature of American society, is-not
- " to suggest 4hat the process is either simple or easy. As is the case
~ with any major educational alternatlve, there are virtually un-
- limited 1nterpreta,t10ns and variations in program 1mplementat10n
— rangmg from the very good to the grossly inadequate. Like
many of the important eduoatlgna'l innovations of recent years,
competencysbased educatioh -is more a process or an onentatlon
“than a spdcific kind of product. The process can stimulate a hew
open and . creative way to personalize education for stddents no -
mdtter what their cultural or individual character It could also ~
resuth in a néi mec“hanlstlc approach to éducation. Most educa-' - |
tional concepts ar essentlally nentral and the really 1mporta,nt
characteristics they eventually assume 'are more related. to \_
the nature and experlence of the people inyolved thar to the basic
- concept. Ideas have power, but people perceive and ‘apply them in
different ways. . 5
* Even if the numerous and complex factors that contribute-to,
-pomtmg a new program in theﬁ_pght direction all mesh perfectly,
there is still a great neted for an enormous amount of developmen-

~

<

. tal work. Considerable research i is needed before we can be sure of
" which competencies are the most essential for effective teachlng
_ - and how mixes of these competenc1es vary with changes in cul- -
“ tural situations: and learnifig environments. There is a need for a
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whole new array of techmques for properly assess1ng‘the unusual
the different. We ‘must build ‘better bridges between the schools

‘and. the real wofld and determine which: competéncies are niost
- important for. our students as they bécome a more active pa'rt ‘of

“that world.’ Flnally, in order to keep abreast of these rapidly grow= . - .

. we fully share our experiences. , - >

- . approach to program building and the direct ‘involvement of the-

t

. Center—a center which provides developmental- asslstance ﬂoWIng\ ‘

o rodded by £

[Kc““ R M -'9{] e

. ing concepts, and not waste precious reso\t'ces, it 1s important that -

. The programmatlc 1ntefratlon of "the concepts o} CBE and
cultural pluralisni is not new, as much of the support for thegearly

-development . of cgmpetency-based edpcation in this nation came

" from two Office of Education programs that also gave'ihlgh pnonty

_torcultural pluralism:-The National Center for the Improvement of”

Educatignal Systems. and the Teacher Corps. The’ collaborative

communlty in'all phades of development — plannlng, 1mplementa—
"tion, and evaluation — are hallmarks of these programs. In the
National Center forthe, ‘Improvement of Educational Systems, the
Trainers of Teachers Tralners program (TTT) sponsored a series of
natlon‘al efforts directed at making cultural pluralism a pesitive
force within the reform and improvement of Amesican education.
These efforts culminated in the publication of Cultural Pluralism

in Education, A Mandate for Change, in %’:‘3 The Career Oppor-

tunltles and’ Urban-Rural School Devefopment programs which
traln paraprofessionals and teachers, are themselves programs of
caltural pluralism., The Leadership Tra1n1ng ‘Instltute in Edueca:
tional Personnel DeVelopment and Training Materlals is studylng

~ the problem:of cultural bias in educatlonal matenals ‘In’a recent .
- project funded by the Teacher’ Corps, the American Association of -

~ Colleges for Teacher Education (AACTE) hrought together leading
educators from dlfferent cultural groups, for.the purposes of iden-

tlfylng competéencies:needed by ‘teachers: who teach m culturally

plural1st1c settings and exa.mlnlng the ! extent to ‘which

comketency—based etucation .i§ .a viable . stra,teg'y for preparing .
such teachers. The publication that you now have in your hand :
. represents a major benchmark in USOE work on the subject in

that it was developed through the same kind of collaborative pro- - -

cess whlch is characteristic of CBE and cultural pluralism' pro-
grams; Sponsors include the Multi-State Consortium—a consortium

of thirteen state education departments; the, Agsociates Program ™~

of the Teacher: Corps—a group of teacher. interns fromi across the
natlon and the Syracuse National Competency-Based Education

" from:nine different university based CBE programs.
As w1th cultural pluralism and the great array of- alternatlve
r4 } g ‘ RN “




Y
4

1

|

L i
T ¥

N N . "_ ) 'v . ot BN . %
) : 'mstructlonal approa(,hes accommodated by CBE thls boo}( pre- )
sents a variety of vxewpo'mts on the potentlal of hnkmg the two . .t

= = approaches. Furthér, ‘there is a strong flavor of, realism to the - ,
h " articles in ‘that,the "authors, representing nearly all levels and - '
areas of. educatlon, were generally selected because of their roles ' “

‘in active; competeneysbdsed: educatlon"programs. -Each was asked

" to not oylnly relate thie degree to which. his-or her programs em-
+ - braced cultural differences, but also to hlghhght some' of the prom-..
S ise and problems of meshing the two concepts, - e
.o The Ofﬁce of‘Education is pleased to have the 0pportun1ty to
.play a part inr this pubhcatlon The issues dealt with are ifnportant-
]ones, and we share the concerns, of the sponsors and authors for -
finding the best possnble way to make these two important educa- _
: tional approaches work for the lmprovement of the schoolmg o/f/-- -
A chlldren. o N - .
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_ Sifting and Wmnowmg. An Explo'ratzon of the Relatwnsth‘
Between Multz-Cultuml Educatum and CBTE is addressed to those.. -
who, like mySelf wish.- to become mformed about- the relatlonshlp
between multl-cultural ‘education and CBTE, 4n audlence which. -

, ‘all who are‘concerned about edutation in these times of ferment.
It is evident that Amerlca is just now. beg'mmng tor recog'mze
and respect all ¢itizens that are a part of its multl-cultural ‘soclety .
~" It is also evidenit that teacher training institutions have failed in
preparing - theif ,chents ‘to successfully tbach all stTJdents m oyr .
multl-cultural soclety Therefbre, ‘CBTE..as a “new” process for .
\preparmg téachers must bé examined to. determme if -clients of
CBTE programs can successfully be prepared to-teach alF students -
in our multl—cultural soclety Also, ‘CBTE programs must be-,
evaluated to determme if individuals représentaﬁg the cultural ‘and: .
ethnic dlver31ty of our soc1ety ‘have been included in the d.ec1s10n- :
L makmg processes.. ' .
. n order to’ study the relat10nsh1p of multl-cultural educatlorrx -
- and CBTE, I invited a number of individuals actively engaged in
either the' study and/or implementation of multl-cultural educﬁtlon -
: nd CBTE to‘?espond to the followmg two questlons NSV

1 ‘What should be: the role obrthe (admlmstrator, teacher, -

umver31ty faculty member etc) in assuring that .
competency-based teacher education mchldes multl-cultural .

i educatlon in 1ts contenf:" , '

Y

Fl‘om a(n) (admlmstrator’s, teacher s, university faculty
member’s, etc.) - point of view, ‘what problems are you
L “experiencing or do.you foresee experiencing in regard' to
. relatmg the concepts of. multi-cultural educatlon and com-
TS petency based teacher, education? ° S )

¥

_ The ﬁrst questlon provided the writers the opportumty “to
respond to the state of the art concerning the relationship of
‘multi-cultural educatlon and CBTE—especlally at their local sites. .
. -The second questlon provided the writers the opportunity to dis-
7, cuss how the‘y would envision ‘the relatlonship ‘of multl-cultural '
* education and BTE N et 1 '
A The authons }nwlted (cajoled) to respond to these quest\ons d1d :
ot bite their: tdng'ues Their responses are undergirded ‘with intel: |
lectual competence and realistic realities: they are illuminating,
. stimulating; and imaginative. WhlleI dehberately sought wmters :
. \v‘vho possessed the attributes, nécessary to produce papers of such
" s - caliber, I also s0ught writers who represented different role
. g'roups——especlally w1th1‘n the un1vers1ty nd school. Many of the

should include not only those who are in téacher preparation, but_f N
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observations’ @o beyond the charge I 1ssued which also speaks to
their dedication to the task. |

Sifting and Winnowing: An. Eooploratwn ‘of the. Relatumsth
Between Multi-Cultural Education and CBTE is being printed at a
most opportune time. The current debate about CBTE and “tradi--
- tional” ways of preparing teachers is one of the hottest and most .
erucial issues jn education today. Numerous live debates - have -

< been staged and the educatlo‘nal literature is fllled with

" writings—pro and con—about CBTE.” =

Also, the recent demise of the melting pot 1deology is creatmg
‘new profound interest in multi-cultural educatlon, Social scientists

.

= are beginning to explore the nature, purposé, and ‘implications of

multl-cultural education. They are attempting to define multi-
~ -cultural education, or define the parameters that. provide the un-
derpmnmg for it. It is because of this needed rigorous and schol- .
arly - éxploration of .multi-cultural: education—that as a concept
“should permeate any- and all education programs—that I decided -

-

- ko devote my ‘tigre and energy in ‘the first chapter to developing a -

defimtlon of multi-cultural educatlon Hopefully this definition,
. »which is fluid and expansive, will provide-the framework for view-
" ing the relationship of multi-cultural education and CBTE.

' Finally, 1 belleve that the serious student of teacher prepara- .

tion w111 ﬁnd these wrltmgs useful exc1t1ng, and thought-provolnng s

o . Carl A. Grant
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Lang'uage is the tool that we use o glve contours to our N
. world. However, mot all words have physical characteristics: some
« .express ideas and concepts: multi-ciltural edpcation is such a’
term. Since multi-cultural education is not an object but a concept, .
we must seek to define it by. creating intellectual contours. Al- .
though it may not always be possible to define something within * ’
suchs contours, it is 1mportant to define what lies outside of the ™
- contours, to exclude it from that whlch is within, Often such, a °
situation arises when a part is removed from the whole, For i'ax- :
‘ample, one elected representat1ve is no& a leg'lslature, ror does a
‘Black studies curriculum constitute a.multi-cultural education . .
program: However, it is fairly easy, to define a: legislature as a '
.group of duly elected representatives ‘erfipowered to enact laws,
and Black studies as the organizing of knowledge around the
expenences -of people of Africa and African descent.! N
Not all words are so easily defined, however. W'hlle the definiv
tions of leglslature and ‘Black studies may be easily arrived at, - .
/ such is not the case with multx-cuitur’al education; it is not an -
' object. but a concept Soc1olog1st Philip 'Selznick has suggested
that, “Social science is best served when deﬁnmons are weak and
concepts are strong. A weak definition is inclusive; its conditions
-are easily met. A strdng concept is more demanding in that, for . o
example, it may identify attributes that are latent as well- as =~ |
manifested, or offer a model’ of what the phenomenon is like in a |
. fully-developed (or deterlorated) state”? 7 - S
Because I am in agreement with“Se]znick, I think it {Nould be ‘%
wrong to posit a rigid and inclusive, definition of multi-cuitural
. education. I would prefer to describe multi-cultural education as a '
- concept, because a concept embodies process—movement—and -as
" such its contours flexible. However, ‘before describing the pro- ¢
cess embodied in ﬁ concept of multi-cultural education and at-
tempting te define its contours, 1 feel that it is 1mportant to®
- . comment about, what.should be excluded from such "a‘definition.
Multi-cultural education- is.not’ the creation of multi-“mono-cul-
tural” education programs, nor is it a sophisticated smoke screen
for a renewed effort to heat’up the old melting pot. :
- What theh is embodied in the concept of multi-cultural educa-
tion?. Multl-cultural education is predlcated upon a belief that all
. “people must be accorded reSpect° regardless of their racial; ethnic, -
cultural, and religious backgrounds. Multi-cultural educdtion is the

RN

. .

_ 1 Deborah Partndge Wolfe, “Integrating Black Studies into the’ Cumculum of’
’ - .. 'Today’s Schools,” in Harry Alleyn Johnson, ed., Multi Media Materials for Afro- ,

American Studies (New York: R. R. Bawler Company, 1971), p. 60. i
2 Philip Selznick, Law, Socwty, and Industnal Justwe (Russell Sage Foundatlon,
1969), pp 4-5. .
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process by which .we hdpe to achieve such-.an optimum state of
affairs and, as sucly, it demands careful scrutlmzatlon In drder too .’
scfutinize this process it is important to’ egamine ‘where we have
been, where we are now, and wheTé we-hope to be in the future

~'; with regard to educatlon in general and multl-culturﬁl edt&e(ﬁtxon .
in pat’tlcular. - - .

»

—

The homogemzatlon process,\'goclal equahty, and heedom . ' ‘.

Throu t the hlstory of this natlon there have been numer- p

" ous concer d efforts to establish cultural homogeneity: “One

, vModel Amencar_l.” One of the first steps in the achievement of this

" ‘¢ultural homogeneity was the establishment of a single national
: language. In an article on eultural plurahsm Seymour Itzkoff tells -
v -usthat: - - : '

. e - B T : ’ 9

~ . Benjamin I‘rankhn himself was tSllSplClOllS of any other tongue but
. R v»"_Engllsh and ‘wanted the schools to wean the Pennsylvania ﬂutch from - S
their foréign accents. In the 1840’s and 185(’s, we used -the then youth- :
oo ful comm®n school 4o assimilate the new immigrant groups which were
" adding linguistic anid religious dimensions to our national fabric. In fdct, .
‘ the usefulness of the public‘schools for this task enabled the common +
<" scheol mdvement to take hold and spread rapidly beyond its Massachu- .
. setts origins. It wa® inmiportant that these newcomers be Americanized,
as, supposedly, they constituted a threat to our demacratic ideals. To--
wards this end, they would be forced to adopt the English tongﬁe and, *
* - possibly, the Protestant religion. This asgimilationist endeavor became
the principal activity of the .public schools throughout’ the last century

and well into our own.? Lo ey e

.

Cultural homogeneity was thus viewed as an important factor \

| - in sustaining the Americaripolitical ideals of.Socjal equality and

- political democracy..Too often, however, the social"and rpolitical '

| ideals of immigrants to America were confused with their ethnic

and cultural identities.4 In order to truly become an Amencan the
1mm1g'ra'hts were asked to forsake théir cultural .and ‘ethnic 1den-
“tities and become assimjlated into the American culture.

‘ . In the 1870’s and 1880 Ameriea was already A heterogeneous .

" nition of many peoples and many cultures. Such heterogeneity,
however, conflicted with'the prevailing belief in-the superiority of ¢
Anglo-Saxon culture. Out of this conflict grew the challenge of how

“to reconcile the reality ‘'of American cultural pluralism with the
wision of an Anglo-Saxon homog'enelty In order to meet this chal-
lenge; a consensus wasa reached “that it would be necessary to /
3 Seymour W. Itzkoff, “Cumculum Plurallsm in Urban Educatlon,” School arfd, -

Soeiety, Vol. 94, No. 2281 (November 12, 1966): 385s . .
2 ‘Ibld. . .
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e 7 change reality.”s The prlmary Amencan rnstltutlon selecbert‘to be
the vehicle of such a change was the public school sy tem.6
-. Ellwood P. Cubberly, an Amencan educator, summarized in 1909
the then preyailing attitude toward the role of the schools in as-
similating all who were not Anglo—Saxon into what was then con-~
sidered American culture: = ¢

Our task is to assimilate these’ people as a part of the Amerlcan race,

..and to implant in their children, so far as can be done, the Anglo-Saxon

'conceptlon of righteousness, law, order, and popular government, and to

. - - .awaken in thegm reverence for-our democratic institutions and for those.

, 7+ things which we as a people hold te be of abldmg wortl'k[emphasns
: . added). . P

- Although the abg‘;ef’/s/ﬁgé;nent may séem to some to be the

relic of a bygone era, unfortunately it is not. Michael Novak co-

» ., gently makes the point that our schools are stlll being used to
promote cultural homogemzatlon-

~ - Education is commonl\;(reg'arded not as a device for" strengthenmg and

. beneﬁfti:f; by local, regional,, ethnie and religious 4ifferences but for
“overconfing” them, for replacing them with a more or less universal

- culture. The underlying model: for this “unwersal"-ldeologxcal outlook is

not perfectly neutral as régards those who enter, into it. Even if they are

: of equal talent, some 'will find cultural models, heroes, texts and materi-

® " als related to their own cuftural background and others will not.®

v ' 'Former U. S. _Representatlve Roman Pucinski summarizes
over one hundred yedrs of American policy efforts aimed at mak—
- ing cultural homogenelty and reahty as follows: o :

- ~ Th®tghout Amerlcan hlstory, there has existed a tremendous drlve to
”"\ force ‘tultural uniformity among immigrants by stamplng out any
. “foxeign” influences remaining in them. The Republic was ot even a
~ & - degade old hefore the Federalists, through the Naturahzatlon Act, ex-
+ pressed the first official *mtolerance towards the presence of “foreigners”
"and raised doubts aboput the easy pccess to American citizenship for
recent immigrants., Strong' anti-fofeign, anti;immigrant feeling con-
. tinued to ebb and ﬂgw throughout the 1830’s and 1840’s and 1850's..But
< - N it was not until %he _post-civil war perlod that it became crystal clear
N that to become~z loyal citizen merely in the political sense was not
\ sufficient, and that, rather,’the for;elg'n or domestic ethmc outsider
would also have to ‘dndergo a cultural conversion as well.?

5Roman Pucinski, “Ethnic Studies and Urban Reality,” in Mlchael Wenk S M
- Thomasi, and Geno Baroni, eds., Pieces of e Dream (New York: The Center for
Mlg'ratlon Studies, 1972), p.\76.
¢ Ibid.
"Ellwood P. Cubberly, cited in testnmony by Dr. Rudolph J. Vecoli in Ethmc'
_ Heritage Studies Centers, Hearings Before the General Subcommittee on Educa-
- tiom, p. T1, quoted by Roman Pucinski 1n “Eth\'nc Studles and-Urban Reahty "
p. 78.
8 Michael Novak, “One Species, Many Cultures," The American Scholar, Vol, 43
.. ® No.1(Winter 1873-74): 119.
' -9 Roman Pucinski, “Ethnic Studles ‘and Urban Reahty," p. 76.
g ’ > - —— . .
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' Today, however,;the meltmg pot image of a cultﬁrally lﬁlo—
geneous America—the image of “One Model American”—is in d1s-
repute for several reasons. One of these reasons is that it con-

tradicts “the permissive ideology of new mass consumer society”?

which’ believes that it is immoral to force a ‘person to become
something other than that which he or she wishes to be, and

which might in ‘so doing “depnve him or her of their basic Ameri:
can rights.,”1 Another reason is that social observers and social
scientists have “amassed. enough evidence to prove that the melt-:
ing pot as an analogy of reality is just not valid.”*? Such diverse
groups of people’as the Black Americans, the Native Amerlcans,'j,,

and the Spamsh-surnamed ‘Ameritans have simply not melted into

. the so-called American culture. And they are not the only groups
“'which have failed to do this; there are many other “subcﬁltures”‘.i

now in existence in this country,13 o

Such thmgs as fluency in so-called stp:n‘a’ard Enghsh Brdoks S

Brothers su1ts, and Coppertone tans are simply not the- goals —
either desirable or obtainable—of all Americans..A belief that: ‘all

men are ¢
en be equally talented. It is not necessary for men to.

Q;ted equal does not demand that all men act/the same,
share the siime symbols of language and culture to.be equal. A

. belief in the equality of all men “implies only that the extérnal '

~ relations between men be devoid of the coercive element of - .
" power—that ene or more individuals may not control the destinies -

. and choices of others without the specific and freely delegated use

of power [émphasis added}”!4 In other words, social equalxty and

pohtlcal democracy are not the .only pol1tlcal ideals” which' have -

posmve value“in thi§ nation: freedom is another. Furthermore,

i political ideals may ex1§t in a vacuum, but when we thrast them
into the real world and assign’ them. values, they no flomger act.

solely by themselves, but instead react. with ‘each other. It is
difficult, if not impossible, to .advocate absol‘ute or perfect social

equality and still expect to concommltaﬂtlyehave pure demacracy"
@if either of these actually exists) because each value acts upon the

other and thus each nodifies the deg'ree to whlch the other ap-

" proaches a state of absoluteness. Given the size of our populatlon "

and the number of political decisions which must be made daily, it is. *

impossiblé€ to give ‘each person an: equal opportunity to partlclpate

10 Judith Leppala Brown' and Otto Felnstem, “Community Development and the
Urban Ethnie Dlmenswn," in Pieces of @ Dream, P 34 0

CMIbid. -

2Ipid, ¢ . . c. =

1 Ibid, ' o

4 Seymour W. Itzkoff Cultuml Pluralzsm and Amerzcan Educatwn (Scranton
Pennsylvanla Intematlonal Textbook Company, 1969), o3 106 v

o, ; »
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in all dec1s1on~makmg processes Wh1ch 1nvolve h1m/her Thus, we
have developed- representatwe democracy—-a less pure form—
" to meet the Critéria of Economy;!5 representative democracy, of -
-4 course, by defi tlon, makes some people less equal’than others.
Likewise, in our zeal to foster both social equality and pol1t1cal
democracy, we may have significantly modified the degree of free-
dom which exists in -this nation, parti®larly the freedom to main-
tain one’s cultural identity. And while representat1ve democracy is
a functional (utllltarlan) necessity, there is* no (acceptable) func-
tional _]ust1ficat10n for tamper1ng Wﬂ:h an 1nd1v1dual’s ¢ ltural
identity. - /’
Freedom means absence of constra1nts the more choices we
* have available; the: more freedom we enjoy. Thus multi:ciltural
education, which is pred1cated on a bel1ef that all people must be,
. accorded respect, regardless of their ragial; ethnic, eultural, and -
rel1glous backgrounds, is a belief which values diversity, and in so

do1ng seeks to enhance—mamm1z~e~—freedom ' : 6
. B o - :
' Interest groups ‘and socfal change — ' y -
or why the “new ethnicity” i is really the old status quo’

-
. Multl-cul"jﬁal educat1on assigrs a pos1t1ve value to plural1sm
“As cited in AWebster's New Collegiate Dictiorlary, pluralism has
- four deﬁn1t1bns‘ It is the f6‘urth deﬁn1t1on that has relevance to
th1s paper: = n v
A sfate of society in which memberspof dlverse ethnic, racclal religious, | R
- or soc1al~groups maintain an autonomous participation in and degelop-,

) .. . ment of their traditional culture.or spec1al interest within the@onﬁnes .
o of a common cvqhzat n,'s. .

It is thé “spec1al 1nterests” of groups,gr spec1al 1nterest g'roups_
" within the “confines of a common civilization” that must be ex-
amined -in relation to social change in order to determine their " ;

relationships to or impact on nrfult1-cultural educatien.

-

terests and providing low-level social controls that reduce the need
for governmental coercion.!” Special interest - groups have always
" played an important role in American soc1zy Recently, howev%r,’

* there has been & proliferation of special int rest groups represent- -

. 1ng vazn'lous rac1al cultural, rel1g10us, and ethn1c g'roups, as well as

v

16 For a more thorol%gh discussion ‘of this idea see Robert Dahl After the Revolu-

tion (New Haven: Yalé University Press, 1970)

16 Webstei's New Collegzate Dictionary, 8th ed., s.v. “plurahsm Yoo . : _
1 Theodore J. Lowi, The Politics. of Dlsorder (l\Iew York: W W ‘Norton & Company,
1971),p5 e e . :‘l‘l D L. .
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. Groups provide: a ‘great deal of necessary social effic1ency
'« - . They are effecti e means “of articulating “and representing in- ¢
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those representlng' women; Bl ck power, Ch1cano power, and the
new ethnicity are examples of *the causes being promoted by these
special interest groups.©In fact; as 'Nathan Glazer and Daniel P.
M()ymhan have recently pointed out, one often finds that each of
. these various groups is “behavmg 4s an interest group,”®

The rise of 'such groups is eonsistent with the hlstory ‘of thls

~ nation. For as Theodo\oe/Lovm has pomted out:

s The hlstory ‘of the Umted Stites 1§ not merely one of mutual accommo-
- dation among competing groyps lmder a.broad umbrella of consensus.

- % » The proper image ‘of our soliety has never been a melting pot. In bad

I’4

i)

_ attacks such, problems separate ¥ rather than viewing them as

_—

- their particular commun1t1es, some negative forms of socialization,

N

Q

times it is a boﬂmg pot;-in good times it is a tossed salad. For those who

. are in, this is all very well. But the price ‘hias, always been paid by those . o.

‘who are out, and whemthey do get'in they doinot always get in through
a process of mutual accommodatlon urider a\b{'oad umbrella of
i* - consensus.!® . .

.

LTd

» In other words, wliile 1ntercst groups serve to satisfy certam “

1mportant needs, instead of bemg a process they tend to. become
1nst1tutlons By definition institutions. are usually very formalized

and tend to expend a great de%,l’gf energy in’ self-malntenanc,e, :

1nstead,,of using-that same eneﬁ'gy to foment social change--the =
orlglnal reason for the1r foundatl,on Bec\lb se‘interest groups tend

‘‘‘‘‘ ecome 1nst1tutlona11zed
their efforts at effecting’ change usually take the form’ of\negotla-
tions or bargaining; thus any change which they effect tends to-
become incremental instead of radlcal _ . ! i

While special intefest groups may be effective in solving many o

of the problems of their constituents, there are certam fundanten- _

_ ‘tal social. problems whose solutions lie beyond the scope and 1nﬂu-v

ence of any one special interest group. When each interest group

1ssue wh1ch merit the focused- and, concentrated effort of all. peo-
e resultant 1ncremental change 1s often likely to be imimate-

-Wal and. 1ns1gnificanj: For example; no “matter what efforts are
‘made to alleviate poverty .in partlcular geographic areas or among
partlcular 'g'roups of people, poverty will not be alleviated until
na’tlonal action is taken, for ult#mately it is national economic
pohcy whic} determlnes the economic env1ronment in various
geographlc areas. Likewise, whlle the schools, as one of our
society’s sociahzi'ﬁg agencies, must be responsive to the needs of -

‘e.g., institutional racism, canndt be eradicated simply by local ef-
forts. Like, poverty, institutional racism is ult1mate1y the result of
national soclal policy, not merely local condjtions.” ®

18 Nathan Glazer: and Damel P. Moynihan, “Why Ethmcnty"" Commemtary, Octobela
1974,p.33. |, ° ’
1o Theodore J. L0w1, The Polztws of Dzsorder, D 53
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Dumng the last few years many spec1al 1nterest groups, espe~

" c1ally those representing. raclal and. ethmc mlnorltles, have sought
~ to make colleges. and.umversltles-more responsive to their needs.

‘Many racial and ethnic groups have demanded “the development‘

and 1mplementatlon\Q£=,programs and courses of ;study that will

énable them to study their history and culture. This demand for

“studies” progrims by numerous racial and ethnic groups has

 been countered by’ college administrators who insist that there is

not ‘sufficient latitude in their budgets ‘to support a myriad of -

d1£ferent ethnic studies programs. Such inflexibility i ig | tantamount’
to saying, “Lét them eat cake;” and then forcing thos€ groups who

" have articulated their defnands to squabble among themselves for
‘the crumbs of a s1ngle cupcake. The outeeme of such squabbles *

between the groups is usually that all involved 16Se. ey lose

‘because frequentlx\only one group—usually the most vocal or the
“largest—receivés any funding; if more than one group receives
“funding, such fanding is likely to be so meager as to bé inadequate
for .the development of a serious “studies” program. Likewise,
“schools (elementary and secondary) frequently demonstrate the
", .same 1nﬂex1b111ty in prpviding financial support for curriculum.and

"instructional responsé to the needs of racially and ethnlglly @Tft

ferentuchﬂdren _
All of these various 1nterest groups have somethin# in ¢om-

" ~mon: each is trying to assure that those people it represents will

be -accorded respect by the rema1n1ﬂg members of society. Multi:

“cultural educatton can servetas an umbr/lla for all of these groups,- -

since its goal is to see that people respeét all other people regard-

. less of racial, cultural ethnic, and religious background. And since
. multl-cultural education is a process, not the appellat1on of a spe- *

~cial interest group,- 1t should be the source of sweeplng——notf R
1ncremental—-—change N Ct : o

. )
PR I L ) .
B L : : . . . <

~Ratlonale for. multl-cultural educatlon

.~ The underlylng bases bf the bel1ef that all people lkust‘be

accorded respect regardless of thélr racial, ethn1c, cultural, or re-'

- ligious backgrounds is.a fundam _.tal “acceptance of the premlse

wll Toxt Provided by ERIC

that all people (men and women:

[Kc A ¢ - " 23

trinsie worth. If all people
have( intrinsic worth, it seemsmreasonable to conclude that all

_ people should be accorded equal-respect. Consequently, it should

be the goal of society’s socializing agenc1es——pa‘rt1cularly the
schools in this  country—to- instill and maintain such respect
Multi-cultural educat1on isa process for ach1ev1ng this goal. -

-3 . . .
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Multl-cultural educatlon~ toward a defimtlon
of the word “toward” in- the subtlt‘le of thls sect1ory

_ lmphes that  the definition of mult1>cultural—educat1on must ot be

Theu;

rigid and inclusive, but fluid and expansive. 1t al

implies that as
a concept multi-cultural education is best defined by describing its

- m3nifest, 1mpl1ed and latent (but nonetheless desirable) compo-;
nents. The ¢hart in’ figure 1 is offered to serve as &tool élescrlbmg

, the contours of mult1—cultyfél educat1on.

FIGURE1

Manifest Component
(Essentxal) . }-

- Respect ~— (for people

regardless of sex; racial,

cultural, et:l'mi’e*?w and re-.
ligious backgrounds; or

" physical handic¢ap)

O
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Implie_d Colni)onents '

All individuals within

the society acknowledge

the variability and
diversity of manklnd —_

_-“No One Model Amerl-

e an”

Opportunities to have
contact with people, of
different backgrounds

Tanglble fonns (pi'operly
trained teachers, unbi-
ased matena’ls, ete) to

- facilitate rnultl-cultural

education

, Social_ and political insti-

tutions should reflect in
their leadership and
membership the diversity
of their constituencies

- .
* Messages on mass media
(newspapers, television, .

‘ete.) should reflect the
racial and cultural di-

versity within our society

: Latent (But
Nonéhheless Desirable)
" Components o=

Culturally‘ diverse staff,
pluralistic focus, config-

urations, and approaches -

in teaching leamlpg en-

’ 'mronment

Ce ,—".

‘Actlve commumty in-
volvement

S 8-

Freedom of coercion from -
‘any speclal mterest :

e
gTOllp S

Successful multl-cultural education ) programs begm B -

w1th national leglslah-__

-

All of the above d1scuss1on tends ‘to lead the author to the
conclus1on that in order to successfully 1mplement mult1~cultural

.
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educatlon the concept must be endorsed as part. of our national’
* policy, since racism and the other social ills which necessitate such
“a progidm are pervasive national problem§ not merely errat1ca11y
.+ occurring local phenomena Such ‘malaise should not be lessened
" gradually by Special interest groups—who toor often find them-
~ selves pitted against each other by the forces of ‘institutionaliza-
. tion—but rapidly "eradicated by sweeping' national action.
_ Guidelines must be wryitten in order to provide for states and local
communities the fra;ﬁework for designing and implementing their. - -
.own multi-cultural /education programs. While such policy and |
guidelines must be ﬁrm, they must' not be so rigid and inflexible
; that they do not allow multi-cultural education programs to re-
spond to the varying needs of specific communities:
Nonetheless, while responding to the specific needs of vanou‘s'
communities, the realities of multi-cultural education must be
_ available to.every child., This means-that “national legislation is
‘imperative. People are very often hesitant to accordito individuals
of different ethnic and cultural groups the respect’ they rightly
~ deserve, e.g., during the civil rlghts ‘struggle of the sixties nrany -

individuals of minority groups were denied the nght to pubhc,” L

' anommodatlon ‘This right was only, insured after the Congress’. =
passed the Civil Rights Act cof 1964. While ‘such legislation was =~
f;unneeessary in some portlons of the country-those which already L
guaranteed such rights—it is necessary to assure that such ‘nghts L
were available to all and were not subJect to various forms. of:
Jmodification in particular states or municipalities. L1kew1se, some ‘.-
$tates have amended their constitutions to provide- equal : ghts for- .
e women. However, it is unhkely that all women will: ‘have such .
s rlghts until thirty-nine' states ratify the Equal nghts Amendment '
" to'the United States Constitution. :
In concluslon, it should be" acknowledged that the author is”
‘well aware that the contours of multi-cultural education are not

rigid, but fluid, and ‘that before a more stable shape is imposed: = - :

upon it* there are many questlons which must be explored in®
# greater -depth. For 1nstance, advocating the legislation of multi-
cultural education will invariably lead to discussions of rights. '
,Such discussions -of rights will invariably lead to debates about °
" conflict of right$ and ensuring of rights. Somé people or groups of
people may feel that multi-cultural education will afford them & -
- greater opportunity to receive their rights;" while other people or - .
groups of people may feel that multi-cultural education may deny
or lessen the opportunity for them to receive their rights. How- .
ever, until we implement a program, most of the debate will con-
tinue to be rhetoric; Once we have something viable to examine,

EKC o E:.:—~25 ;,"f
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confront, and cntxtnzé we may: b n. 1 £ alter its contours.rLegrsla—
" ion" about multr-cultural education would prov1de us with' some-
- thing v1able' sueh’. leglslatmn is the beginning, not t:he end, of our
efforts to ach;eve respect for all' people regardless of race, sex,
creed natloﬁal origih or culture. . e “ e
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A Program and Curriculum ..
Planning Process for the
Develop'nent of Multi-Cultural

Performance-Based
. 'Teacher Educatlon

‘James E. Anderson I
Assoclate Professor of Curriculum
: - and Instruction
‘University of Houston

Gl

) L ‘ . ) . . ’ . ‘ ) #

s

Both. multi-cultural. education-and performance-based teacher edu-
“cation are positive fo*rces, accordmg to James E. Anderson, but a
'szgmjbant problem 1is identified, in combmmg them into a produc-; .
tive teather education force. Five “process area components”
curricuium planning and development are discussed for
multi-&iiltural perforimance-based teacher education. These include:
(1) a need for multi-cultural PBTE as viewed through a seven-stage - !

. change process; (2) steps toward institutional comimitment for ;
multi-cultural PBTE; (3) an interim multi-cultural T-E—task—ww
force; (4) role of the interim task coordinator for muilti-cultural

PBTE development; and (5) potential problematic issues for critical

focus within the area of cumculum planmng and development mn
multt-cultuml PBTE. .

gy
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. During the last decade, education has been in the midst of
“changing forces” and “changing times.” One of the sectors that
. has increasingly felt the “stresses and strains” of this era "has

been teacher educatlon, especlally, the profess1onal educatlon seg- .
ment. ' : ’

The problems and challenges of teacher educatlon today are’
somewhat reflective of our turbulent and changing-society in that .
they often revolve around the concepts of relevance, avcountabll-
.ity, and racism. Out of this climate of need for more responsible
and effective teachers, who can facilitate higher levels of achieve-
_ment for students of all racial and ethnic backgrounds, have
emerged two ‘important - movements. Presently, these movements "
are referred to as a performance-based teacher education (PBTE),
or interchangeably: called competency-based teacher education -
(CBTE), and multi-cultural education.

, .If one were to examine the concept of performance-based
teacher education which Hilliard defines as “teacher education
programs whlch attempt to” speclfy, to the extent possible and as-
‘¢learly as p0551ble, teaching behaviors which impede or promote
pupil growth,”* one could possibly adopt a very narrow pedagogical
stance, and thus view perf;prmance-based teacher education pri-
marily as a kind of instructionslprocess.

If one were to look at the concept of multi-cultural e(jucatlon
which Hilliard also refers to briefly as “learning ‘about  various.
' ‘cultural groups, "2 then, from an equally narrow perspective, one

mlght also view multi-cultural education as just one source of
" content .and a focusing mechamsm for - mstructlonal process in
teaching education.
- However, this paper will not argue the narrowness of certain
pedagogical stances, nor will it examine the validity of various
“educational definitions in isolation. Neither will this paper present
" the numerous need rationales for performance-based teacher édu-

cation -or multl-cultural educatlon. The position of this writer will ~

‘be that they are both p051t1ve forces and tﬂa* the most relevant
and functional problem at this time, for many teacher education -
institutions and programs, is how to combine multi-cultural educa- -
tion and performance-based teacher . educatlon into-a productlve‘
teacher education force. .

: This paper wiil address 1tse1f to this questlon by v1ewmg that

t'Asa- G. Hilliard, “Restructumng Teacher Educatlon for Multi-Cultural Impera-
- tives” in William A. Hunter, ed., Multicultural Education Through Competency-
Based Teacher Education. (Washmgton, D.C.: Amencan Association of Colleges
for Teacher Education, 1974), p. 41, )

2Ibld,p 41, .
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. task as a need for a curriculum planning and development process

S

‘that could be implemented and utilized by various teacher educa-

tion programs for developing such a teacher training system. More

. " directly, this paper will suggest and discuss the four basic compo-

nents that this writer would see as part of an essential process,-
and a fifth grea which will address itself to’potential problems for
critical focus which could affect any curriculum planning and de-
velopment process. The major component areas of the process that

. will be presented and discussed are:.

~

Planning' and Develop’ment Component One (li

The need for multi-cultural performance-basedv teacher educa- .

-

. tion as viewed through a‘»‘change process model.

" Planning and Development' Component Two (2)

Steps toward institutional commitment for mnlti-cultural‘ .
performance-based_‘teacher education. '

Plannmg and Development Component Three (3) St

_An interim multi-cultural performance-based teacher educa-
tion task force.

» o~

Planning and Development éomponent Four (4)

Role of an interim curriculum planning and development -
‘coordinator for multi-cultural performance-based teacher edu-
cation development.

. p R -
Planning and Development Component Five (5)

A description of potential problematic areas for critical focus

. in the area of curriculum planning and development in muiti-
‘cultural performance-based teacher education along with
counter perspectives to these prgblems. :

At the same time, the five process area components described

" above can be viewed as potential “preducts” of the “How do we do.

it?” and the “What ‘comes next?’ syndromes that many tefacher
training programs have been grappling with in their efforts to
deveIhp effective multl-cultu; al teacher education.
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" The fieed for multifultural perfomiance-based teacher education
as viewed through'% change process model (component one)

Traditionally, teacher education has been unreceptive to major
‘changes that could*have potentially reshaped the final teacher
product. As a result of this somewhat stagnate posture, the desire

for several major changes in teacher training has emerged even
stronger. Yet, many teacher training institutions, seemingly, have
had great- dlfﬁculty 1ntemally processing ‘significant changes from

* more traditional teacher education models to mulfl-cultural

performance-based models.
.. Therefore, the -first component will descmbe a seven stage
change process model that suggests how a college of education or

a-teacher training program could facilitate the development of a

“multi-cultural performance-based teacher educatlon system by
. viewing it through a change process mddel.

Stage I — The development of a need rationale for change in the
_current teacher education program and for the utilization of multi-
cultuml perfomnance—based teacher educatzon at’ all levels in the
“feacher training experience. At this stage, an individual or prefer-.
ably a group of concerned individuals mqst commit themselves to
the task of presenting a researched position in a written format to
" the proper individuals at the program decision-making level-

-

Stage II — The establishment of a change 1elatwnsth between |

the teacher education program and the various individuals involved
in the process of creating auznultz-cultuml perfm'mance-based pro-
gram. At this stage, the various individuals and groups from dif-
" ferent sectors of the college and the general community that are
either directly involved in the change process or that will be
"affected by it, should be knowledgeable of their roles and should-

share a co-partnership status in the decision-making process -

° whenever possible. Among those people who- ,mlght be involved
would be faculty members from various academic areas, under-
aduate and graduate students, parents, community people, pub-

+ e school personnel and selected consultants.

Stage IIl — The clarification or diagnosis of the present teacher -
education training process and its problems in respect to its ca- -

pacity to produce teachers who can effectwely facilitate successful
- learning experiences for childven from cultumlly diverse groups in
our society. At this, stage, careful analysis and evaluation of the
" teacher training process must be documented in- -reference_ to how
it has been ineffective or harmful in. the training of teachers for -
students from various racial and ethnic backgrounds. The process
usually helps identify numerous problems that are indigenous to
most traditional teacher education programs. Examples of these

-
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problems would be: (1) a teacher education program that opérates
from a White middle class value system; (2) teacher training pro-
cesses that fail to cause “future teachers and educational personnel
to confront their own individual racism.and their roles in institu-
tional racism;-(3) lack of multi-cultural teacher education faculty;
(4) reinforcement of cultural and educational sterotypes about stu- .
dents who are not White middle class; (5) lack of m'ulti-cultural_‘

,instructional materials; (6) lack of an institutional commitment to

the ideas of cultural plurahsm and a multi-cultaral education

" philosophy; (7) the exclusion or the lack of significant multi-cultural -

perspectlves and input. at the highest level of the decision-making
processes in education and, Speeifically, in teacher education pro-
gram design, development, implementation, and evaluation areas,
This exclusionist pogpure has operated effect1vely both in terms of
the institutipn-centered learning experlences as well' as the ﬁeld—
centered experiences.

Stage IV X The exammatzim of alternative goals and routes for
multi-cultural performance-based teacher education, at the pro-
grammatic level including the establishment of ov rall program
goals, identification of competencies, and modes of lewrning experi-
ence. At this stage, two very complex program design and cur- -

. pgulum development tasks could be put into motion.

Task (1) — Development of overall program goals and cur-
riculum design. This task has often been very difficult, primarily
for two reasons. First, to obtain a single teacher product that
would be satisfactory to various culturally diverse ‘groups often
involves rigorous negotiation and educational compromises which

‘have often ‘had the effect of diluting the strength of whatever .
program is derived. Se(.ondly, the new and innovative curriculum .
developments have often been grafted on to older or more tradi- -

tional programs which in turn has often “drowned them” in the
older existing system However, according “to Mazon and Ar-
ciniega, us you view this task there are at least two ajor ap-
proaches that can be considered: the needs-assessment approach
and the delineation of the teacher roles approach.? Mazon and
Arciniega state that, “In the needs-approach, attention is given

first to the perceived needs of students in the schools. Once these -

needs are identified, an attempt. is made to organize a teacher
training program in the university which can produce the type of

" teachers determmed ‘best able to meet those 1dent1ﬁed needs.””

3Tomas A. Arcjniega and M. Reyes Mazon, “Cbmpeterlcy—Based Education and
the Culturally Different: A Ray of Hope, or More of the Same?” in William A.
" Hunter, ed., Multicultural Education Through Competency-Based Teacher Educa-
tion, p. 165.

) 4 Ibld . ’ :‘. . ¢
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Aiﬁemately;,the second approach gevolves around the delineation
of the teacher roles concept. In that approach thgy state the first

‘step is to examine the roles which effective teachers-of target -

schools will be required to' play. This takes place in order to come
to some dgreement on what skills or competenc1es teachers‘need
in order to function effectively in (a) thé teacher-as-community-
liaison role, (b) the teacher-as-ethnic-model role, (c) the teacher-as-
sub_]ect-matter-spemahst role, and (d) the teacher-as-multi-cultural-
educatlon-spemahst role.5 Tedcher training programs are tlien

) shaped to prov1de the training needed to pr‘oduce teachers able

to function well in these roles® ¢ \
*Task (2) — Identification and specification of multi-cultural
teacher competencies. Without a doubt, the task of identifying and -
specifying teacher competencies is an extremely important facet of
the curriculum planning and development process for multi-
cultural performance-based teacher education. The importance of
this, task is pointed out clearly in that there are at least four
different bases for attacking this problem. These bases or “frames -
of references” for specifying competencies are described by Cooper,
“Jones, and -Weber as a philosophical base, .an empirical. base, a
, subject matter base, and a practitioner base." In the case of the
phllosophlcal ndse, the competencies are. ”derlved by explicating
assumptions and the ‘values of man, the ﬁurpose of education, and
the nature of learning and instruction. Thls process leads directly
into the spemficatlon of pup1l outcomes-and to conceptuahzmg the
role of the teacher from which general statements of competencies
can be generated.® As for the empirical base, “the teacher com-
petencies. must be linked to knowledge derived.from experience
and experiment. " In terms of ‘the subject matter base, the com-
petencies that_are derived from that origin will com fiom various
¢ disciplines and subject matter areas which the teacher is expected
to teach.” Finally, the practitioner base viewpoint holds that_com-
petencies should be’ derived irom a job analysis of what effective
practitioners do in their t»eachmg11 However, regardless of what

SIbid. . : B o ‘ .

% The above seven change process model represents an adaptxon by thls writer of
a change process described in Ron Lippitt, Jeanne Watson, and Bruce Westleyy
The Dynamic of Planned Change, New York: Harcourt, Brace and World 1958),
pp. 131-143. J

7 James M. Cooper, Howard L. Jones, and Wilford A. Weber, “Specifying Teacher |
Competencies,” Journal of Teacher Education, Vol. 24, No. 1 (Sprmg 1973): M.

" 81bid. - oo .
uIbld,p 8. . R T : S
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) base or comblnatlon of bases might be used, the 1mportance¢and
- significance of each will- have to be judged by the degree to which
. they accurately reflect the multi-cultural nature of our society.

This same notion must apply to the nature of the competencies
derived whether they are knowledge, performance, consequence, or,
exploratory in nature s *

+  StageV — The tmnsformatwn of mtentzons into actual chanlje
efforts through experimental, prototype, and innovational multi-
cultural performance-based teacher education )eammg ea}penences

. At this stage, the implementation of selected prototype learmng
" experiences could begin. D1rect1y related to the success of these

prototype learning experiences will be: (1) the amount of staff
development in" preparation. for the ¢hange; (2) the “expectations

- posture” - either positive or negative that the faculty,and other

~ involved- individuals hold for the innovations;-(3) the holdlng in

o Secondly, the staff related dlmensmns such as -staff hmng', staff

abeyance of the older “systematiec) press” in order to give the
innovative practices a chance to work without being systematically
.stifled or reJected (4) the allocation of sufficient resources (for a
support system; (5) initial expectations that are not too high..

Stage VI — The stabilization and generalization of the empen- :

ments! znototype and inwovational multi-cultural performance-
based teacher educatum learning experiences into reguler cur-
riculwm and ‘programmatic phasesf At this stage, there will be at
.least three very crucial sectors that could determine the success or

failure of the transition phasé into the normal program phasing.

First end foremost will be a need to keep the multi-cultural
performance—based teacher education thrust at the highest priority
level of each college of education or teacher educatlon program.

_development and' inservice processes, staff continuity, staff<4om-

mitment, and staff competence will greatly determine the impact .

level and “quality control”Jof the experiences. Thirdly, will be the
degree of ﬂemblhty and accommeodation that can be facilitated
within the’ school *districts in which the field components .will be

working. The.degree of success that these critical tasks can be

~ accomplished w1th Will be the measure of 'stablhzatlon the pro-

gram attains. N

Stage VII — The development of a constant “respousive. pOstwre .

" on the part of the instituticw's teacher education program ‘in its
. roles and 'f’elatzonsths with all programmatic phases-and cur-

riculum development stages ,of multi-cultural performance-based
teacher education. At this stage, the ongoing development of new
and regponsive curriculum dimensions wiil be of paramount sig-
nificance to the sustenance of - the newly generating prdgram

RS ,

' - ' -
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Directly relaéd%éhis atmosphere will be the institution’s ability to
. respond to the many extemporaneously created conditions that -
jAccompany any substantial systematic change. The complexity and'
difficulty of this task will depend greatly on the amaunt of impact
that multi-culturaldsm will have on the curremt system..It will .
become clearthat no previous amount of planning on paper would
have ‘enabled totally accurate prognostication of all the individual
and institutional or programmatic traumas that will materialize in
\ the process. Primarily, because very few teacher education pro-
grams have systematically or programmatlcally dealt with such
cultural variants as racial identity, ethnicity, language, socioecon-
omic levels, and value systems from a p031t1ve multi-cultural phil-
osophy such as multi-cultural education. Thus, the maintenance of |
v+ a “responsive and regenerative” posture at both. the individual and o
. institutional levels of the teacher education programs will be man—' ‘
datory for its ~(3>ont1nu1ng development — . ' |

Toward institutional comnutment for perfonnance-based ' R |
teacher: education (component two) ' |
Nelther people nor institutions are changed through perfunv- '
'tory processes. that operate solely on cognitive insights or in an
mtellectual vacuumX Teacher educators and teacher education
training programs must recognize through a -series of cultural
perception processes, that their professmnal mot1vat1ons are by
nature, both “self-derivative” and “other interpreted.” At the'same .
time, they must realize that their sincerity and their value com- .
mitments, embodied in the individual and institutional frames of o
reference, do affect their educational efforts with both their peers |
and their students Thus, in order to facilitate a set of specific ‘
programmatic and. curmculum goals, a consciously well-planned |
effort to mamtaln a supportive institutional atmosphere for the |
achievement of those goals must be sustained. Therefore, the fol- |
lowing ideas are offered in search of institutional commitment to’
mylti-cultural performance—based teacher educahon and its en-
. deavors: S . - .

1 That the 31gn1flcance and need for multi-cultural per- 4 |
formance-based teacher education bé recognized by the col- ‘
lege of education and its teacher training program and the o
school disi;?cts that it serves. That this commitment is first |
to the phildsophies and tenets of mult1-cultural education as, |

. the frame of reference for all educative processes in the °

-~ .. college of education, and secondly to performance-based

teacher education as a dehvery system. -

.
.

ERICP -
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|
|
2. That the admlmstratlve and departmental leadersh1p of the , .
|
‘
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college of education and the teacher training program en-
courage and promote individual initiative on the part of all
faculty and.staff members to take part in multi-culfural

- performance-based -teacher education. It is alsc important
that these efforts be recognized by the regular rewards
- ‘systems of the college.

8. That a clearly defined orgamzatxonal pattern for a’cur-
riculum planning. and development process for multi-cul-
tural performance-based teacher education be defined wn;h
procedures’ for ‘effecting the needed change. (This paperuls
attemptmg to describe. such a process)

4: That adequate facilities and time for cumculum planmng

<

and development with new and mnovatlve pract1ces be .

given to those individuals involved. ;

5. That adequate finanecial resources be allocated to the
multi-cultural performance-based teacher education pro-
g'ram during the fransitional and developmental periods for

- teaching matemals” and media, faculty, graduate asslstant-
. sh1ps, and program -development purposes.

' 6. That adequate technical and consultatlve services be made, '
o available to the multi-cultural performance—based \teacher. g

.~ education planmng and devélopment phases

1. That opportumtles for the mterchange of ideas; expenences,
and materials with other institutions and teacher training

programs concerning maultiscultural performance-based o

. teacher education be provided by- the college of education
-and the teacher educatlon training program. .

o

‘8. That the college of education and teacher. training program

- develop- relatlonshlps with the communities -that it serves

and affects so that they may take part in the declslon-_
makmg processes that affect them 12

: Multl-cultural perfomance-based teacher educatlon task force
_ (component, thl'ee) ’ '
*Initially,’in order to respond to- a,uSet of identified needs with a
major currictlum, change, a “working group” of concerned indi-
- viduals is needed to lead in the. planning and’development of the

change The creation of a multi-cultural performance -based

12 The above -eight ideas toward mstltutxona.l commitment represent a synthesxs
- based on observations in curriculum planning which are discussed in J. Gaylen
Saylor and William M. Alexander, Curriculum Planning for Modern Schools,
(New York Hoit, Rﬁmehart and Winston, 1966), $p. 435 and 519.




‘teacher education task force eou'ld serve that purpose. The interim

task force would have the responsibilities of cloistering -concerned

‘The task force.could be given a particular amounu of time
dunng thé regular year or it might be assembled to work through
the summer. The “working group” might include ‘selec.ted indi-
viduals such as knowledgeable faculty, community representatives,

performarice-based teacher education specialists, local school dis-.

~individuals in various departments and gathermg data fq@ut _
. into the initial planning phase. '

trict personnel, parents, and selected special interest groups: Dur- -

plish the following tasks to varymg deg'rees of completion:

1 Develop work channels and communication lines with all
. projected groups who might be involvéd ip the multi-

. cultural performance-based teacher education program, in-
" ¢luding school” boards and\ ¢ommunity. groups, concerning
curriculum, néeds, instructional innovations, and critical
‘educational issues that are confrontmn‘ various com-
mumties o

2. ,Revxew aVaﬁable research on multi-cultural education and

" the process of mterfacmg it with performance—based teacher
.education, particularly in the areas of purpdses and goals,
general decisions about curriculum, instructional'strategies,
the nature of learning, roles of the teacher, roles of the
student, roles. of the content, and the nature of evaluation.

3. Begin to~develop proposals and design experimental pro-
grams to meet the multi-cultural education needs of the
areas which your mstltutmn or teacher education program

- 'serves. : :

4. Initiate an 1dent1ﬁcation and selection process for program
N and curnculum directions, mcludmg ‘specifying ‘competen-
cies.

5. Begin the developrpental processes' for’ multi-cultural per-
formance-based learning activities for'teacher training.

:‘6.. Develop a working relationship between specialists or con-

"sultants in multi-cultural edycation and performance-based

~ ing the time spec1ﬁed the task force could be assigned.to accom- -

q

. teacher education and faculy in ivarious curriculum areas, -

for the introduction of multi-cultural performance-based
~ learning dimensions into their special areas such as lan-
guage arts, reading, special education, educational founda-

ods, and mtroductory education courses.

MC,Z . ,. 36
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7. Begin the development of faculty and staff inservice for the
entire college of education and ,speciaﬂl interest area inser- .

- “vwe' experiences to assist the teacher training staff involved
in introducing and maintaining the new multl—cultural
‘performance-based dimensions, ° ¢

8. Plan a timetable for the 1ntro¢fuct1on an& 1nclusmn of. the
‘new learning expefiences with adequate support systems
under very careful supervision. Three of the most crippling

obstacles to a major curriculum change of this type inside '

an already established system or program have been: (1)
the lack of tetal commitment at the decision-making levels
whtich .automatically relegates any program to a lower in-
stitutional priority status, which results. in ‘inadeq'uate
.numbers of faculty specialists in the area, which in turn:

the 1nab1hty to ‘clearly describe to faculty members their

roles in the change process, as well as in the transitional

state, and their roles after the change will have begn com-

pleted (3) the inability to promthe or create pos1t1Ve work-

ing relationships between the.multi-cultural.education
' spec1ahsts and the traditional cu)inculum area spec1ahsts 13

4

. Role of the mterlm task coordinator {component four)

e -

As the task force engages in various activities and efforts to
meet the above kinds of objectives, it may be necessary to utilize
.an individual in a quasi-management or coordination ‘role, The

identification of this individual may come ‘through any one of

T

three viable.channels. One method would be to have the individual
appointed from the current faculty by the college of education

. administration, or by a faculty.committee, or by departmental
. leadership, or by vanous possible combinations of the three.
Another method would be to let this person “naturally emerge”
“from the task force personnel based on his/her ability to facilitate
a number of tasks and his/her selection by the task force members

. themselves. Still a third possibility would be to bring a new faculty
ember specifically for the Job of coordinating such a task force

ort. :
Incumbent upon th1s individual operat1ng in a coord1nat1ng

'L

13 The format and .content of elghtw tasks above represents a pamal adaptwe
synthesis of the ways cumculum leadership groups may work innovative cur-
riculum projects discussed in:Helen Heffernan and William M. Alexander,
“Using Current -Curriculum Dévelopments,” in Robert S. Gilchrist, Chairman,
Using Current Curriculum Dévelopments (Washington, D.C: Assoclatlon for
Supervmon and Cumculum Development 1963), p 6.

—
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capac1ty would- be the necess1ty to pravide leadersh1p and d1reetlon
in the following areas: (1) the design and development of the early
prograrh and curriculum stages; {2) the coordination of all groups
and individuals working in the change Process; (3) the degﬁbp-_—_’
‘ment of an input process from various sources outside the college .

_ of education and the university; (4) the nurturing of a positive
institutional atmosphere for change; and (5) the development of

- formative and summative evaluative processes at both the pro-
grammatic and curriculum development levels to provide feedback
for future curriculum mnovat1ons, modifications, and regeneration..

Potential problematic i 1ssues for cntlcal focus (component ﬁve) E \

, Needless to- say, there ate countless d1mens1ons of prog'ram

and curriculum development in this area that are equally as

A worthy of- discussion as some of the ones we have mentioned up to
© this pomt Many of these will be in areas in which knowledgeable -

. pre-planning will. have automaticall y provided valuable insights

and stability. Yet other dimensions of the development process wﬂl

- emerge simultarfbously as the processes-are in progress.

Some of these dimensions will be problematic, in that they will
demand a critical focus by the individuals involved with them.
‘ Some of the issues that will' arise could be categorized as -
. . “people problems Certain issues might be referred to as process '
~ issues, while still others would be content issues. Several impor--

. tant concerns might be viewed as racial or ethnie in their nature.
Whatevé} labels one miight attach, these issues, concerns, and -~ . . ,
problems will have to be dealt with. Therefore, in an attempt to
.provide some valuable foresight a list of JIssyes, concerns, and
problems will be described and then followed by counter perspec- . .
tives or alternative solutions. ,
" Issue 1 — “We are committed to mult1-cultural perf'ormance—
‘based teacher sducation as 4 college_but we just are not getting '
any additional funds to finance it.” Counter perspective: The rele-
vant question ‘here is not what an institution would do if it got
additional money, but what-itis doing with thre money it has now.

. The real issue in this case is often a question of institutional
< ' priorities. How does the institution “divvy upy” its resources or

- -whatever money it currently has? Those individuals involved must
make this clear ts those who atre in the dec1s1on-makmg process
concerning finances.

Issue 2 — “Multi-cultural educat1on programs are for Blacks,
Native Americans, and-Indians, etc. They are not that important
for Whites or for working with White’ students.” Counter perspec-
tive: To the contrary, ‘mujti-cultural ‘teacher education means de-
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Velopmg teachers who can provlde meaningful learnmg expen-'
ences for all students of\'ell cultural backgrounds The first false -
assumption that usually einerges in this case is that teacher inef- -+
- fectiveness only occurs in cross-racial situations. The second false "
assuniption is that minority children are the only ones who need

_ multi-cultural cumculum and that it is not necessary for ‘White
" students. If teachers are to educate students tofoperate in today’s

“multi-cultural wm}d it will be necessary for all students to share a '

muilti-cultural per pectlve of the soclety

Issue 3 — “T teach readmg, or language arts, or spec1al educa--

. tion, or math education, or science education, or general ‘methods,
or secondary education, ete. You can’t talk about those problems
_in your multi-cultural education course.” Counter perspectlve

_ Multi-cultural performance-based teacher education is not one

course or a special series of courses for that sole purpose. It is an 0
all pervasive phllosophy that permeates all educational courses or
‘learning experiences at all Ievels, in all curriculum areas. It means -
. that the learnmg experiences that you provide accurately reflect

the cultural diversity in our society.

Issue 4 — “Bilihgual .and bicultural "education is something .
different from multi-cultural education and should have its own
- separate program.” Counter perspective: Bilingual and bicultural.
' education generally refer to, educative efforts directed specifically

toward the education of Mexican-Americans or Spamsh—speaking
people In that multi-cultural education is an all pervasive
phllosophy for all racial and ciltural groups, bilingual/bicultural
would logically fall under the definition of multi-cultural and, thus,

- should be subject to multi-cultural program development and:
would be developed under or w1th1n the total conceptuahzatlon of

a multi-cultural education program.

Issue 5 “A performance-based teacher education dehvery-

system will in 1t,se1f provide better teachers for racial and ethnic

‘minority students.”. Counter perspective: This is not a true state-

ment in itself, the key is in the competencies. The impact of the
teacher education program will'depend greatly on what competen-
cies teacher education students will be asked to demonstrate. This
is why an interfacing process with inulti-cultural education. is
necessary so that it will be reflected in teacher competenc1es that

- have muiti-cultusal dimensions.

Issue 6 — “Get the minority faculty members to teach in the
- multi-cultural performance-based teacher education program. They

are quahfied n that area.” Counter perspective: Multi-cultural
i}

education'is based upon researchable postulates which are derived

from empirical studles It is not an mnately rac1allbe nd theory
'* - . L 1;‘ §
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Py i“hear on the relatlonslnp of educational practices to the culturally
. '“dlverse nature of our society. An individual’s-competence in

dentity from a teacher educatlon viewpoint. It will be an
térmlne his/her co nce as a teacher.

P

depend greatly upon the combined capacities of the individuals
-and institution§ involved to create and sustain a “process” that
will facilitate' program and curriculum development in this area.

model as a “frame of reference” to work from. g
The first component of the program and curriculum develop-
ment process dealt with the need for multi-cultural performance-

. taining a- very high level of commitment with the educational

task.
"~ The second component of the process dlscussed the relation-
ship between the teacher educators’ efforts and their motivations,

_pointed out that these influences are often “other interpreted”
from various cultural perspectives by both students and peers,
. which often raises serious questlons about the level of individual

" and institutional commitment." : -

klnds of ux\uVldualS who might have “yested . inferests” in the
process. Among°the projected tasks where they could bring their
collective expertlse to bear were the development of communica-
_tion channels with all anticipated groups and review of research in
multi-cultural education and performance-based teacher education.

. change in teacher education. This component was discussed in an
- eight stage change process.model.
" . .“The fourth component suggested several areas of 1nvolmeent

s . ture that could greatly facilitate thestask force roles Among those

iy qulres the study of data and research that can be brought to -

ulti-cultural educatlon has little to do with his/her race or ethnic

‘individual’s 1n51ghrtvit1tudes, and skills that; ultlmately, will de-

“ 'The’ dpvelopment of a multl-cultural performance- based‘
‘teacher education program, as well as its potential 1mpact will

In order to accomplishthis ob_]ectlve this paper has suggested the
‘utilization of a program and. curriculum planning and development '

based teacher education and the importance of gaining and main-

institutions. involved. This component highlighted eight ideas that
might be utilized in vaumng institytional commitment for this -

sincerity of purpose, and their_value commitments. It was further . .

The third component descrlbed an 1nter1m task force that
would be a “Workxng group” that would be made up of various.

This need could.be visualized or represented as a need for a major

for a task force.coordinator who would provide a leadershlp pos-
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skills mentioned that seemed particularly significant to the success
of the entixe process Were those in ternrm Cof planmng and liaison
roles.

Lastly, in an effort to provxde some constructwe fores1ght a
few of the often vojced problematic issues were presented very
briefly for critical foéus, with counter perspectives.

If performance-based teacher education is to have any sig-
nificant impact on improving the abilities of teachers to facilitate
higher levels of achievement with- studes}s in’ our culturally di; :
verse society, its development from a multi-cultural perspective is¢
not & question: it is an’ imperative. Fundamentally important to -
this development will be the planning and curriculum development
process that will be utilized to reach this goal. =~ - .

- _ ‘
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PBTE and

Multi-Cultural
Education:

If the Sh(%Does Not Fit l'

- Should We Wear It?

w Rlchard H. Hersh
Chalrman of Secondary Education
Umvers1ty of Toledo

. , » ‘
4

The university faculty’s role in ‘assuring that multi-cultural
education content be included in performance-based teacher educa-
tion is explored in Richard H. Hersh's discussion, along with prob-
lems encountered in implementing a multi-cultural PBTE program.-
He emphasizes the need for a realistic assessment of potential pit-
Jalls when attempting to operationalize this fusion. Finally, faculty

~ roles and problems during the design, implementation, and evalua-

tion stages of . a multi-cultural PBTE program are listed.
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The attention currently being glven to PBTE as the hope of
teacher edueation has left in its wake the belief that we now have -
a simple solution to many complex problems. Multi-eultural educa-
" ‘tion is one of those complex concerns for which PBTE is a hoped
for rgmedy. This partlcul'lr paper will focus upon those aspects of
PBTE and multi-cultural education which demand a reconcep-
tualization of university faculty roles and requirements if such a
synthesis is undertaken. An attempt will be made to demonstrate
the naiveté of the belief that PBTE provides simple solutions to
anything, and to explain the necessary complexity of any atfempt
to conceptually synthesize and implement a multi-cultural PBTE
program. This is not to suggest that such a fusion is not possible
or should not take place, but: rather, to suggest that such an
endeavor requires, as a necessary, prerequisite, a realistic assess-
-ment of potential pltfalls While persons associated with school
dlstmcts, community groups, education associations, and organiza-
tions such as Teaclier Corps are as important as university faculty
in the definition and operation of a multi-cultural PBTE effort, the
effect of such synergistic relatlonshlps will be discussed in accom-
panying documents.

What is PBTE? What is multi-cultural education? What are

/ the problems in a, university atfempt to operationalize both PBTE
and multi-cultural education aims? The foﬁowmg attempts to an-
swer each of these questions.

~ What is FBTE?

One of the major problems with any innovation is that both
"proponents and critics, eager to demonstrate the worth of their
cause, overkill in their definition of and expectms for the inno-

N © vation. In this regard PBTE has often been poorly defined by both
its advocates and opponents. While there exists the inherent risk
of being accused of commlttmg a similar mistake ‘it is necessary to
~make explicit the critical attributes of PBTE in this discussion.
" PBTE IS NOT A PROGRAM. This means that one should not

" expect to be able to “borrow” another-university’s program and

attempt to present one program as the model or force oth
thrgugh legislation to adopt one pragram is naive and foolh®rdy.
PBTE is not a transferrable program. PBTE is a process.
As a process PBTE is a strdtegy for .raising a variety of
teacher trammg hypotheses and testmg those hypotheses. As a
process, PBTE is not the answer to thése questions but only a
1 ~ means of providing such answers.

‘ir..._

e

transfer it to any particular situation. This also implies that dny . ; )
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In light of the provious diseussion, we may once agajn ask: What are '
the impertant competencies for multicultural ecucation? At best, teacher.
competencies may be (o) postulated a priori as hypotheses to be empiri-
eally ‘corroborated or dwarded or (b) sct dogmatteally according to
conventional wisdom. ;‘S?rtamly the model proposed here deems the
former aiternative, (a), as the only appropriate egurse of action.!

In selecting competencies as hypotheses to be tested one must fely
upon (a) previous research findings; (b) intuitions; (c) traditional
practices; (d) practical expenenceq, () learning theories; and’ ()

" community and/or legislative demdnds.

PBTE makes the following assumptions: (1) If intended pupil®
learning does not take place,. the responsibility for such failure

- must first be placed on the instructional system. This ‘dees not

assume that the teacher or school is necessarily at fault; clearly
neither the school nor the teacher has sufficient control to guaran-
tee learning in all instances. What PBTE attempts to do is elimi-
nate the instructional environment as a contributor to failure.
Such an emphasis is of critical importance for multi-cultural edu-
cation. Historically teachers have attributed failure of minoxj Ty
group children to the student’s “deprived cultural heritage,” rare

asking questions about . 1nstruct10nal failure; (2) It is possible to
systematically research the effects of teacher behavior. This does
not imply that PBTE has those solutions at hand but that such
solutions might be found if approached in a sensible way; (3) Most
students (9055 or more) are capable of achieving in school at levels

-previously thought to be within reach of relatively few. This has
‘been labeled as “mastery learning.” This aspect of PBTE further
‘mitigates against teacher negative expectations based on race or

cultural heritage; (4) It is pogsible to educate teachers during pre-
and ingexyice training to a level of competence demonstrated to be
required for successful teaching. This assumption thus denies that
“good teachers are born” or that the act of teachmg is so artful as
to not be amenable to training effect.

Obv%usly such assumptions are optimistic. Professionals ac-
cepting these assumptions must understand that such assump-
tions demand testing and imply particular programmatic strate-

. gies for the process of hypotheses testing to occur. For example, .

objectives for training must be specified in a format amenable to

-measurement and made public. This does not suggest th:_).t only

1Tuis M. Laosza, “’I‘oward a Research Model of Multicultural Competency-Based
Teacher Education,” in William A. Hunter, ed., Multicultural Education Through .
Competency-Based Teacher Education (Washmgton, D.C.: American Assocmtlon
of Colleges for Teacher Education, 1974), p. 141. :

2When the term “pupil” is employed such usage refers to K-12students. The term
“teacher” refers to teachers of K-12 pupils. - .
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measurable obJectlves are good obJeet1ves but that whenever pos-,
sible such a format should bej employed. The question of worth or
value of ‘Objectives is a question to be resolved on, the basis: of
~ philosophical or empirical merit prior to puttmg such objectives in
a particular form. Secondly, (?nterm for meetirig such objectives
‘must be stated prior to instruction lest the evaluation proce&?h’e : ¥
be subject to the capriciousness of hidden criteria. Finally, pre- '
and post-tests should be utlhzed to measure learning as a functlon |
of specific instruction. : l
Critics might argue that the above conditions concerning .
training objectives and critéria are as arbitrary in nature as non- |
PBTE programs. The critics are in a sense correct. The state of .
knowledge about what are the best and most appropriate objec- -
tives, criteria, and test items is so lifited $hat the “form” or. .
content of a PBTE program is 0 guarantee that it would be any
more efﬁcacmus in the begmnmg than its non-PBTE cousin. How-
ever,-the essence of PBTE is not its “startup” content validity but -
the process and format, which enhances the chances of finding out l
what does and will work in a far more systematic way than we |
have been able to do in the past: As a process, PBTE demands a o
greater amount of personnel and program accountablhty than (
traditional teacher training strategies. PBTE is not mtended to \
develop “teacher proof” programs either at the K-12 or university
level. In fact, its effect i is to pinpoint inferior instruction and mat- _
erials and‘thus, in a sense, provide public “insurance” data against °
the capriciousness found in all. Jevels of éducation. '
' Suth a strategy is mdeed threatenmg to public school and
~ university personnel. - Its 1mp11ed accountability for all “levels of =
: education is hostile to those secure in the closed door classroom. -
- Such a fprocess demands that educators differentiate between the
notlonj) f “we can’t” and “we won't. » As a systematic approach
g designed to aid in finding answers, PBTE forces ed cators to make
(o public their hypotheses about teacher education Wnd to gather
5 data to validate or deny such assertions. Thus, PBTE is a begin-
. ning point in determining program validity. As a beginning point
no one ‘program can be consideted a_model. As a strategy for
determining model programs, one must expect a variety of efforts
" until such time as (if ever) data are found toxdeny the worth of all
. programs save one. The complexity of teaching and learning is
g such that one would expect,a variety of successful training models.
x . The foregoing has obvious implications for multi-cultural edu-
cation. While PBTE has been put forth by some as a value-neutral
' proceSs, one should recoghize this is not thé case. Persons adher--
. ing to a PBTE approach are also de facto accep ing the value ofa

9 * .
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~ systems approa;) with its faith in the scientific and ‘empirical

method, and the value of educational accountability. But this
value bias can be viewed as a strength regarding multi-cultural
educgtion. Multi-cultural education, as defined below, implies cul-

" tural :md~va1ue diversity. PBTE as a process demands that train-

ing programs accommodate a maximum diversity until such time
as appropnate data ean be found to deny the efficacy of such
diversity, in contrast to the de facto monocultural dimensions of
most traditional programs. If it is agreed that multi-cultural edu-
cation is an objective worthy, of universal acceptance, then.
guaranteeing that such an objective be met is an important con-

sideration. PBTE provides a process for assessing whether or not

multi-cultural education objectives are being met, and which train-
ing techmques provide teachers with skills which famhtate the
stated learning objectives. Before we consider the operation of
such a task, however, it is important that it is clearly understood

..-»what is meant by multi-cultural education.

What is multi-cultural education? e ‘ . .

Perhaps the best starting pomt in deﬁnmg multlocultural edu-j‘
cation is the. AACTE statement entitled “No One Model Ameri-
can”'

Multicultural educatxon is educatxon which values cultural plural:sm
Multicultural education rejects the view that schools should seek to melt
away cultural differences or that scheols should merely tolerate cultural
pluralism . . cultural dlverslty is a: valuable resource that should be
preserved and extended, ety

To endorse cultural pluralism,is to endorse the-principle that there is -
no one model American . . . Cultural pluralism is more than a temporary
accommodatlon to placate racial and ethnic mmormes 3 '

The implications for teducatwn are many. Among these are thea
teachlng of values which support cultural diversity and md1v1dual
umqueness N

Multxcultural education is the structurmg of educational prigrities,
commitments, and processes to reflect the reality of cultural plupalism
‘as a fact of life in the United* States. Educational pmormes must focu
on ‘developing and maintaining an awareness of cultural divers '_v)z;

reflected by individuals, groups, and communities. It requires the com-
‘mitment of educators to the basic concept of diversity as it is expressed
. through dimensional aspects of ethnicity and cultural group lifestyles.
Multicultural education recognizes that the maintenance of cultural
diversity is crucial, not only to a particular group’s survival, but to the
" ‘basic tenets that support the democratic ideal. , .

3 “No One Model Amerkan,” Journal of Teacher: E'ducatwn, Vol. 24 No. 4 (Wmter
1973) 264. s . .

o -

- 4:6 33

N



o

Multicultural educatlon values dlfferences and fosters the develop- ,
ment of an appreciation for these differences. It furtiier recognizes
. similarities that exist among and bet\\,een individuals and groups. It is
the prime responsibility of education to internalize those attitudes and
behaviors that aré crucial to the elimination of unequal treatment based

on physical & appearance, behavior and lifestyles.* ’ :

Trammg teachers to 1mplement multl-cultural education re-
qmres more than mere tlnkermg with or simply addmg to_present
. teaéher education “programs. “It requires changes in the value
.assumptlons and the perceptual worlds of educators, and changes
in institutional structures as well.”> With regard to teacher train- -
ing “No One Model Amemcfin” is quite explicit: -

c,Collegesr, and universities engaged in the preparatlon of teachers have
d central role in the positive development of our culturally pluralistic
somety « . teachers and personnel must be prepared in an environment
- = . where the commitment to multicultural education is evident. Evidence , .
of this commitment includes such factors as a faculty and staff of mul-
tiethnic and multiracial character, a student body that is representative
of the culturally diverse nature of the community being served, and_a
o culturally pluralistie curriculym that accurately represents the diverse
multicultural nature of American society. '

Multicultural education programs for teachers are more than special
courses or special learning experiences grafted onto the standard prog-
ram. The commitment to cultural pluralism must permeate all areas of *
the education exf;erievnco provided for prospective teachers® . -

5 oy

Those people believing PBTE to be a simple answer to com-
plex problems have obviously naively believed that PBTE s1m\1y
requires a reformulation of existing reality in teacher training.
However, PBTE is not the automatic or s1mple answer hoped for
by those searchmg to provide a valid means of training teacheis
for multi-cultural educatlon In fact, gross mistakes have already :
been made.

B Ed . .
Regarding value agsﬁmptions, CBTE model pr,og_rzims have taken the
“redo” approach by packagipg existing cours’es in behavorial objective
form. This approach fails to reexamine the paslc assumptlons of tradi-.
tional programs which the new programs are‘purportedly an attempt to .
change. To “redo” the same old thing mby yield a more attractive - -
. package, but it wxll transform neither utility nor effect to students.

a

4 Rlchard James, f‘Multlcultural Educatlon From A ']’31ack Educator’s Perspectlve *
in William A. Hunter, ed., Multicultural Education Through Competency-Based
Teacher Education, p. 35.

5Normand R. Bernier and Richard H. Davis, “Synerg'y A Model For Implement-
ing ‘Multicultural Education,” Journal of Teacher Educatwn Vol 24, No. 4
(Winter 1973): 269.

¢ “No-One Model American.” . ‘ ) .
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What must be g’l‘appled with is how best to meet the needs of cultur—.
ally different cbil(‘iren taught by cross-culturally deficient educators.?

‘

The problem of “cross-culturally” deficient educators is one of the
** many personnel concerns to be considered in initiating a PBTE
.~ and multi-cultural education approach. But the identification of
necessary competencies for teachers. w1th1n a multi-cultural per-
spectlve is a difficult task. : S

Flrst there has been little md1cat10n that the leaders in the early
days of the movement saw multicultural teaching as a priority concern.
They regarded the development of a generic set of competenc1es as the
answer to minority concerns. The problem was that few Blacks could
find- evidence in any of the PBTE materials that teachers would learn
the vital things pertaining to the teicher’s adequacy for work with .
children whose cultures d#ffered from thelr own$ -

Nor is belonging to a particular minority group a sufﬁclent cause » “
for greater teacher success. E : J

Recent empirical evidence suggests that mere mem bership in a par- :
ticular cultural-linguistic group does not insure superior teaching ability ' .

and success with pupils from the same cultural-linguistic gxelp While a : ’

- 7., recent mvestlgatlon (U. S4Commission on Civil Rights, 1973) revealed

»  that teachers in southwestern U. S. schools were failing to involve

Mexican-American children as active participants in the classroom to

the same ¢xtent as the Anglp children, a closer scrutiny of the findings-

‘S‘ . further revealed that MexdCan-American teachers praised and encour-

ot

) aged Anglo pupils to a strikingly greater degree than their Anglo
o . colleagues did, and conversely, these same Mexican-American teachers
praised and encouraged Mexlcan-Amencan pupils ‘less than the Anglo
~ teachers did.

A ) + Thus, it seems clear that similar teacher-pupil ethnic group member-
(R shlp is no assurance of multicultural teaching competence. I

: "Typically one finds a teacher education faculty, cumcu'lum,,
: 'r’ and student population existing within a monocultyral framework.
4", Superficial attempts to provide a multi-cultural perspective cannot
/. suffice. “A monocultural faculty, student population, and curricu-
o lum do not possess the ingredients reqmred for multl-culturahsm
/.” A single course on multi-cultural education in such a setting is an
/ iy attempt to capture the appearance without the substance 710 But

Culturally Different: A Ray of Hope or More of the Same?’ in William A.
Hunter, ed., Multicultural Educatwn Through Competency-Based Teacher Educa-
tion, p. 164.

8 Asa G. Hilliard, “Restructing Teacher Educatlon for Multicultural Imperatives,”

) » in William A. Hunter, ed,, Multwultuml Education Through Competency-Based

i _+ Peacher Education, p. 42. v

j 9 Luis' M. Laosa, “Toward a Research Model of Multlcultural Competency-Based

. / 7M. Reyes Mazon and Tomas Arciniega, “Competency—Based Education and the
&

I v . Teacher Education,” p. 138. .
. 10 Carl J. Dolce, “Multicultural Eduecation — Some Issues,” Journal of Teacher
, Education, Vol. 24, No. 4 (Winter 1973): 283. ) »
A \)‘ ' : ’ Y
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as Lopez cogently poiﬁts out teachers who have been provided
some training concerning cultural pluralism may stlll lack suffi-
clent competence. .

In the name of cultural plumlxsn, some teachers may be pro%ted to.
neglect children of ethnic minorities by benignly accounting for their .
“lack of success in school and their educational deficiencies (competency
in standard English, techniques for problem solving, and understanding
concepts, for example) as mere manifestations of cultural differences.
Some teachers may conclude that because there are de facto ethnic ands
cultural differences ‘among school children, there cannot be any common
educational ends or means in school programs, and that the curriculum
must be geared to the majority. In such a case, the ‘educational needs of

minority children again are effectxvely dismissed or neglected, although  -.- '

regrettably in some instances. And in deliberate efforts. to encourage
pluralism in and through the schools, some teachers may respond to
minority children as elements of sociological categories rather than as
*individual learners, socializing therf,\in effect, in terms of those cate-
gories (ethnically a})d culturally) rather than educating them.

‘ Teachers working with mnority children have “ascribed the
child’s lack of success to the chi d’s identity—his/her color, race, or

cultural hemtage PBTE requires that educatlonal“gudgments be -

based upon' achievement—achievement inferred from a specifie
behavior—something many of those childréh have never been
giveh the opportunity to demonstnate. Requiring teachers to state
behavior and criteria for evaluat?on of that behavior prior to in-
structlon ‘may help to focus teacher awareness less upon their

biased perception of cultural differences and more upon critical

learner variables which facilitate suctessful learning. Suchd
change requires sytematic, consistent, and thorough training.” -
Race, ethnicity, sex, income level, and other demographic characteris-
tics of the pupil have bearing in competency-based programs only to-the
extent that they describe facets of the pupil’s social history and prior
learning experiences in the culture. Knowledge of these variables is used
to the extent that they may contribute to developing relevant learning
activities which build upon, and do not negate, pupil’s previous learning
experiences. Thus, variables of race, ethnicity, income level, social
status, and sex reflect the cultural plurality, history, and attendant
learning experiences of the pupils. They are not, as many educators and
test interpreters believe, indicants of intellectual capacity, aptitude, and
ability which may be used to allocate pupils to educational tracks or
problems which reduce*the likelihood of hié}ychiev_ement and social
.mobility in Arperican soeiety.12 : )

11 Thomas R. Lopez, Jr., “Cultural Pluralism: Political Hoax? Educational Need?,”
v Journal of Teacher Education, Vol. 24, No. 4 (Winter 1973): 277. .

12 Eudora Pettigrew, “Competency-Based Teacher Education: Teacher Training for

Multicultural Education,” in William A. Hunter, ed., Multzcultuml Educatwn
Through Competency—Based Teacher Education, p. 91 .
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This paper cannot possibly presume to identify the sufficient
conditions for an adequate multi-cultural PBTE program. How-
ever, one will find the recent AACTE publication Multicultural
Educationw Through Competency—B(z’sed Teacher Educatwn, edited
by William Hunter,!®* most helpful in.identifying issues, concerns,
and possible teachmg competencies necessary for any program

. whose purpose is to link these two concepts. The remainder of this -
" paper will concentrate on the dynamics of PBTE change from the
perspective of univefsity faculty: members. The demands, pres-
-sures, fears, surprises, and accountability required in such a pro-

- cess will not decrease with the added thrust of multi-cultural

education. The burdens for both umvers1w faculty and prospective .

teachers will be mcraased o

PBTE and multl-cultural educatlon' problems and pltfalls '

. The purpose ok this section is to prov1de tentatlve answers [t
the following two questions:: 1 .

1. What should be the role of the instructional staff in assur-- -

ing that PBTE includes appropriate multi-cultural educa-
- tion content? F R

.”

2. What problems might one expeci; when faculty members
~ attempt to implement a multi-cultural, PBTE program?

One major premise underlies the following response to these

“questions. While creating’ more complex problems, a multi-cultural

education focus for PBTE provides a spec1ﬁc dimension to other-
wise generic PBTE considerations.

From a practical standpoint the operation of a PBTE program
is a people problem. Such a process requires that people redefine
their -existing roles, not once but continuously, as such a program
continues to develop Cons1der the matrix gn the next page.

For each of the’ stages of PBTE development each of the

clientele effected must undergo role change. The analysis below

limits its focus to the clientele within a university setting labeled

‘ “faculty »

Interwoven throughout this matrix are such external svari-

. ables as time, organization, and reinforcement. The amount of
- - time, the kind of organization, and the quality and quantity of
‘reinforcement may be different during each of the. stages of de-
sign, implementation, and evaluation, Obviously. the interactive

13 William A. Hunter, ed., Multzcultuml Educatum Through. Competency—Based‘ .
Teacher Education (Washmgton, D.C.: American Association of Colleges for

‘Teacher Education, »1974)
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< PBTE STAGES

 Design * Implementation Evaluation

1.. University Faculty - . -

2. University Students |

3. University Administration v ' '

4. Public School Teachers -

5. Community S -

6. Pupils

P 4

effects of stage, pei'sonnel-,, and .‘external variables can become
quite complex.- Remembering the definition and assumptions be-
hind PBTE mentioned above, what can be said about the effects of

* such 1nteract10ns"

" Role of faculty — who has truth? . v ,
. Perhaps the most threatening aspect, of PBTE is the require-

v
’

ment that university fdculty make public their teaching objectives.
Making ‘such objectives public demands that one is also-able to

' defend his/her dbjectives when asked by peers and students. Pro--

‘viding such a rationale is threatening to many who have never
had to concern themselves with something they have always con-

‘§idered self-evident. On what' grounds are objectives defensible

since there is little empirical ev1dence available for most teacher,
training objectives? The design state of PBTE is perhaps the most

© difficult aspect of the process because it is the one function most

heavily dependent upon subjective evidence. The question of worth
of objectives is dependent upon conflicting value constructs. That
logic is a tool for adjudication makes the design process no less
threatening to egos.

. The big question in the design stage ist What knowledge,

- understandings, feelings, and skills must a teacher possess before

“such a person is considered competent? Assum1ng- that such a

consensus can be achieved, what will be the crlterla for successful
completion of those competencies? These ,are, of course, difficult- -
questions, since most of those answers are not known. PBTE as

- previously defined is -a response to our collective lg'norance con-

- cerning . those questlons and answers, and hence_our beglnnlngs .

O

are necessarlly humble and’ arbltrary It is this arbltrary begin-
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ning that is perhaps least understood aby those mterested in
PBTE.

PBTE in its begmnmg stages is perhaps as arb1trary as most ,
traditional teacher education programs which . are usually com-
prised of an#dditive collection of courses. One might argue, how-

. - ever, that the- 'very process of makmg program objectives "public,
o and sequéncing such objectives via a logical analysis or'task
‘analysis of the teaching act, cannot but help improve the usual
arrangement of teacher education requirements. What PBTE en-’

deavors to do is to collect data about the program and utilize such

data to restructure, add, delete, and reconceptualize. the training .
) program based upon such data. Such ‘data collection, however,

; " demands the ground-rules previously specified and further de- -
’ -mands a disciplined faculty adherence to the process of attempting
<« . . to vahdate all operatlilg assumptlons -
. . Such. a process is difficult enough for university personnel
When ‘applied to rather neutral generic teaching skills such as
. questioning strategies, discussion techniques, and lesson plan writ-
ing. But what happens when the goals of multi-cultural education .
are to be accounted for in the PBTE program? What knowledge,
understandmgs, and teachmg skills must a teacher have before he
or she is able to demonstrate the competencies required to fulfill
the objectives of multi-cultural education? What knowledge about
which cultural groups-is necessary and/or sufficient for such com-
<petence? What value clarification competencies must each teacher
- demonstrate? What affective dimensions are required of a teacher
attempting to promote the philosophy of multi-cultural education? -
While it might be agreed that the beginning identification of
generic 'and multi-cultural education teacher competencies are ar--
bitrary, in the, seﬁ?e that no one set of competencies has been or -
can be 1dent1ﬁed this is not to imply" that anarchy or chaos should
reign. Rather, the collectlve faculty must attempt to determine
which competencies are minimally acceptable as program 7
requirements. The faculty must reecognize that such a task re-..
. quires making explicit hypotheses which they professionally agree
will lead to a competent teacher. Such hypotheses are subject to
revision based upon ongoing ‘formative evaluation. ‘
How the faculty decides the what and why- of a program is
situation specific. While the wisdom of mcludmg students, teach-
ers, community representatives, and/or others in such a task for
both educational and political reasons may be argued, this is not
< " to suggest that sugh a process must be the case. In many s1tua- g
' tions one really has few options. Someone else has forced such
~ p ‘'decisions. The question of timing—when specified "persons should

’
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_be 1ncluded durmg' each or.any stage——ls not unlversally answer-
able. :

While the systematlc approach demanded in a PBTE program .

1s ‘content neutral the questions it requir€s one to raise provide an

~ - abundance of value conflict.”Such conflict is difficult enough for a

faculty operating within 'a monocultural frame of reference. The
faculty inservicing component in each of the stages of PBTE is
enormous. without the demand for the complexlty of -a multi-

cultural perspective. As with less value-laden concepts those con- .

templating the utilization of, PBTE in a multi-cultural framework
must ask a further questloh

faculty face in such a proc'ess" S

Revolutlon of rising expectatlons

One of the important by-products ofakPBTE is the lnherent '_
growth of faculty awareness for the 1ncrea,sed quality of analySIS :

required for PBTE program viability. In addition, systematically

designing a program which can be continuously monitored. not.

- only increases the amount of usablé data jfor analysis but also

results ‘in higher level expeetatlons on the" part of faculty, ad-
ministration, and- students. This is true dunng both>design and
implementation stages Faculty, knowing theu‘ ob_]ectlves will be
publicly scrutinized, tend to 'provide rigor and sophistication in

v _ their demands. Honestly believing in' the worth' of their ‘objectives

and criteria, the University of Toledo faculty enthu51astlcally at-
tempted to implement, only to' find that they had designed a- five -

. year program to operationally 3 into a two year time schedule!

This growth in expectations i

. pressure to meet those expectations, especially with students who

have not experxenced a traditional program, and thus have no .

' traditional standard of comparxson, is difficult. The Toledo faculty

has found that when 1mplementatlon oceurs, the faculty and uni-

versity students begin to perceive the enormous complexity of the

endeavor called teacher education and two. major events occur:' (1)

University students ask better and more questions about teaching

and learning, while the faculty cannot- answer many of those ques-

~ tions, given the rapidity of question formulation. (2) This results.in

increased ambiguity and concomitant frustration, and identifica-
tion of faculty inability to achieve their new expectations, at least
in the short run, thus also resulting in increased frystration. At
first these two phenomena cause faculty to push harder, naively
believing that an increase in effort will substitute for explanatory
power. Such effort, however, has- dlmlnlshlng' returns, forcing fa-

culty to elther admit defeat out of frustratlon or weamness (the

R . .t
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un1ver51ty reward system is sn;pply not geared to such exponentlal E
effort) or to. reassess their objectives and expectations and xevise
- them downward. This latter move is also frustrating and 1ﬁcr&ases :
“faculty and student -anxiety because now students must be told -
~ . that it may not be possible to achieve some of the competence once ° _
demanded of them. This creates confusion and distrust. 4 &
. .Student expectations increase, because obJectll:Ls and criteria -
are made public, time is no longer the determinant of success, and
. alternative routes for achieving objectives are available. In the
Toledo program .the complaints about what is taught have been.
-reduced to almost zero because faculty have been better able to
present a rationale for the existence of their objectives. Field time
requirements have doubled and tripled and students have pro-
claimed the program as being relevant. But un1vers1ty students
. have also -seen” how ineffective university faculty have been in
dellvenng such a system. The demand placed upon faculty to help
students achieve cledrly stated objectives’has increased. Students
.. are no longer willing to aceept grades of C or B as being adequate
because the criteria for an A grade are public and appear reason-
able. Students demand opportunltles to master each objective,
thus increasing demand for faculty time and effort. Students begin
to place more blame on the system for their failures in the PBTE
program, whereas in the. tradltlonal program the_students had
~ been willing to accept failure as an indication of somethmg -wrong
with themselves. Students, having learned to believe in.PBTE
theory, demand that such theory be applied to them. The faculty’
has beel so successful in- 1nculcat1ng the worth of what it has .
advocated as models. of competent teachlng that students have
become increasingly frustrated if success in school classrooms is
not immediately .achieved. They are more openly critical of their
cooperating teachers and ‘of themselves. The affective dimensions
of this frustration of risipg expectatlons adds to the pressure for
short term program succe
" The above is fairly easy to expla1 whlle dlfﬁcult to solve.
Through a PBTJE approach the faculty is better able to define, in -
meaningful terms, wha} it means by teacher competence In doing
so, each person, faculty and students alike, has been better able to
define his/her own inadquacies. The resulting conscious
discrepancy between program objectives and reality. causes in-
creased d1ssonance, often resulting in the search for immediate
short term gains, which might result in long term losses. Many
university students beconle acutely concerned about learning sur-
vival skills for immediate use in public school classrooms. This
- usually takes the form of askihg how one can control a class or

3
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keep pupils on task, Gimmicks are often relied on without recog-
nizing that such tricks of the trade are meaningful in the long
term only if one understands why they work and that time is
needed for practice. While the university faculty recognizes that
teaching for and learning certain teaching competencies demands
differentiated amounts of time, thelr students understandably de-
sire competence now'

Faculty and student demands _
One of the major problems for a faculty in a PBTE model is

- the increased demand upon faculty by students. University of
- Toledo students have become refreshingly candid. But such candor
" does not presume truth or wisdom. Because many of the faculty

have been willing to publicly admit the tentative validity of
specific objectives, students have at times demanded changes. As
previously mentioned, faculty members have been willing to make

program changes based upon student input. But there comes a -

_time when some student demands are questionable. Problems

occur when not all involved faculty can agree when those }j:imes
are occurring. The problem of adjudicating Tevision demands-

" based upon student request become part of that complex process.

Q
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Below is a recent memo from a colleague which exemphﬁes the

dilemma faced by faculty in this situation:

No one faculty member nor one administrator should take it upun
hinvherself to order, command, or demand revision of program based upon
student disgruntlement. If this becomes the modus operandii, we risk
professional suicide by summarily putting aside the reasoned scholarship
and judicious philosophical premises which have been generated that lend
credence to whatever that program purports to accomplish. If clamorings
of a vocal few cannot be reasonably brought to arbitration and sensible

L resolution with mature discussion and exchanges, then I see little to be
gained from instituting the theme contained in'the The Lord of -
Flies—letting the sixteen ~ye&r-olds govern the land. Furthermore, 1 per-
sonally hold in utter contempt the pandering and fawning manner with
“which students are. “over accommodated” with modiles made so simple )
(-minded) to “meet siudents’ ngeds” that all academic/cognitive respecta-'
bility is excised from the process of education. Can we not see that by
reducing complexity to more and more simple (-minded) techniques of
how-to-do-its, we -leave the world of reality; of the “complexity of the
urban classroom?” Do we believe that: we are doing our students any
favors by this sophmoric reductionism? Aren’t we creating classroom
shock by ‘avoiding the nature of reality and instead téaching for mastery
of tricks, nostrums, and potions which will work to solve’ such-and-such
type of problem? I believe that many of our more astute studeats ure
taking us for a ride. They already see through this simplicity, and like
Peggy Lee they say, “Is That All There Is?" Let’s face it—without some
‘egsential conflict; without dealing with the seqmingly unreasolvable prob-

. . ¥ . .
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lems; without conflict between what we smugly believe to be the case and
what is—there is not possibility for growth. If faculty cannot or will not
take the opportunity to maturely and responsibly confront their students,

‘fhen the staff has abdicated its professionalism and the students are
seduced into false security. The students in tun are learning how to run
a game on the faculty. In the end, the CBTE effort or any educational
program becomes gamesmanship instead of scholarship.

‘ If we can leave this discussion with the hope that the faculty remains
constant to its professional obligations (and refuses to prostitute itself to
-student-generated ad-hocracies for simplistic relevance) and that students
will re-establish their appropriate and necessary roles as seekers of wis-
dom, we can turn to two more matters peculiar to our (local) situation.!4.

PBTE: The creation of a new orthodoxy?

One of the problems with producing signiﬁ_chnt change is that
such a process is fatiguing. One means of combating that fatigue is
to stop changing. This quest for stability poses a paradox for

¢

'PBTE implementers. On the one hand, PBTE demands constant

revision based upon program- evaluation and clientele feedback.

Yet, it is difficult to test the validity of program hypotheses if the

program does not provide enough stability to focus upon important
content and process variables. e need for faculty to come to
tentative closure with regard to ¢ontent and process is necessary
for programmatic research. Howgver, agreeing to reduce the pace
of change to a trickle for researc reasons is different than halting
revision effort because faculty perceive change as no longer
needed #r because the faculty is just plain tived. Faculty members

‘must constantly fight the temptation of believing that their mas-

sive retooling efforts have resulted in stable truths—a new or-

- thodoxy. The tenets of PBTE require the constant revision of

v

program as data dictate. The essence of multi-culturalism is that
there are not only differences between persons but that such
differences are in flux. Many programs in the country have
created one form of orthodoxy—that of\a monocultural design. A .
faculty with a monocultural perspective would seem to have little
chance of breaking the orthodoxy of that monocultural perspective
without external pressure. PBTE and multi-cultural education
should be dynamic concepts—the antithesis of institutionalized or-
thodoxy. : B

PBTE as a reinforcer of monoculture?

. . ' A
“The amount of reeducation needed by college faculties and the
value laden content of such an endeavor increases the complexity
of an already complexl set of problems. This does not mean that

14 David Glick, “Memo to Colleagues" (University of 'i‘oledo, 1974).
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such an endeavor sl‘ioél/ not take place but rather that one should
‘fhave one’s eyes open before jumping into the lake.

One of the more interesting and potentially dangerous by-
-products of the PBTE approach is the naive belief that the form of
such a program inherently validates the substance. Translated
into the problem of multi-cultural edueation one must be wary of
the possibility of translating monocultural ¢urriculum into an ap-
propriate format and be deceived into thinking that because it i§
PBTE that. it is also sufﬁcient in gubstance! To the degree that
this process operates is the degree to which PBTE can hmder
. multi-cultural education efforts.

One way in which the movement toward multl-cultural educa-
tion might be facilitated would be to develop an acceptable matrix
of criteria which would help educators determine if and when their
program could be considered multi-cultural. While this would be an
arbitrary construct, until which time empirical evidence is found to .
suggest appropriate critical attributes, there is the need for some
measure, however crude, as a beginning standard. Large scalé
hiring and firing of faculty to accommodate:the need for a multi-
cultural mix does not seem possible. Simply adding Black or
‘Mexican-American culture coprses to the curriculum will not suf-
fice. The problem requires a4 massive infusing of education for
knowledge, attitude, and value change, prior to and during PBTE
operation. That is, PBTE cannot guarantee rectifying a century of
insensitivity to the problem of monocultural bias. PBTE can only
help point out such deficiencies and perhaps aidé in prov1dmg
appropriate change strategles 'within a total program context.
While PBTE can result in diminishing the traditional complaints
concerning teacher education such as irrelevant courses, insuffi-
cient field base, capricious objectives and criteria, and lack of rigor,
it also raises new questions of higher order complexity which, once
becoming the new standard, prodgce increased anxiety, fear, pres-
Bure of time, and demand for more c¢ontrol.

N
If the shoe does not fit should we wear it?

The ultimate consideration must be ragsed not only because
such a consideraticn is a logical extension of the PBTE concept _
but because the constraints of reality force the issue. PBTE, in its
complexity, may be a valid theoretical construct in a world not yet
ready to comply with a complex response. We may have to face the
fact that even though PBTE holds substantial promise for 'sig-
nificant change, the history and tradition of teacher education
forces PBTE proponents into boxes not designed to encompass
such a construct. - Ce :
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Two alternatives remain. Either onél has to reduce the com-
plexity of PBTE to fit a simplified perception of reality, thereby
prostituting the efficacy of such an appyoach, or one cgn change
reality constraints to facilitate a complekaattempt to train teach-
ers. (Is the world ready to accept eight years for°teacher training
if that is what such a task requires?) Compromising the require-
ments of PBTE to force a reality fit will probably result in “no
significant- differences.” If the shoe does not fit should we-wear it?
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"Vi?acﬂltatmg Cultural Plurallsm.
oo ~ in PBTE Programs:
' | The Adm1mstrator s Role

Hilda Hldalgo _'

Chairman, Department of Urban Studies

~ and Community Development

. Livingston College,
Rutgers—-—The State University of New Jersey
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Hilda Hidalgo, an administrator and social work educator,
proposes to advance the implementation of multi-cultural education
through administrative strategies that will assure its inclusion in
performance-based teacher education (PBTE). She identifies some

. potential problem areas for administrators, particularly in the area
« *“of conflict situations, administrative self-awareness and what she
labels “risk-taking,” witich concerns a strong cominitment to a cul-
tural pluralistic copcept in a PBTE program. Hidalgo lists three
administrative strategies for implementing a PBTE multi-cultural
program: (1) a sixz part, self-evaluation study to provide a
framework for evaluation of the strengths and weaknesses of a
PBTE program for facilitating cultural pluralism; (2) the formula-
tion of behavioral objectives directed toward correcting weaknesses
and maximizing strengths; and, finally, (3) the achievement of these
behamm‘al objectwes mandated by the self study
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- “No One Model American — A Statement on Multicultural
- Education”® wag officially adopted in November 1972 by the Board
" of Directors of the Anferican Association of Colleges for Teacher

“Education (AACTE). This-statement advances the idea that cul- -

tural plhiralism is a value to be integrated and :fostered in teacher
education. The authot agrees with William A. Hunter, president of
AACTE, when he says: . . . any educational enterbrise which does.
" not incorporate cultural diversity as an undergirding principle is
neither socially congruent nor morally functionial.”? The purpose of
this paper is not to defend multi-eultural education, but advance
its implementation. The author -will suggest administrative.
strategies that will assure that” performance-based {facher educa-
tion (PBTE) includes multi-gultural education in its content. These
strategies can help maximiZe the opportunity for students to in-
ternalize the value of accepting and promoting cultural pluralisng
as a humanizing, self-actualizing force in American society. I shall
attempt to foresee problems that administrators in teacher educa-
A’hon must overcome.if they are to mcorporate such valués into the
_ educational fiber.

The author is an administrator and soc1al work educator in a
baccalaureate program. As such, I share many of the problems
and concerns of teacher educators. I share the goal of providing
maximum opportunity for students to internalize a commitment to
a culturally pluralistic American society Like teacher educators,
social work educators are mvolved in designing and administering
a curriculum that results in competent, humanistic professionals
in human service delivery systems. Like teachelj educators, we -
often question the legitimate place of values in professional educa- -
tion, especially in the absence of universal ¥alue consensus. Social

workers and teachers are constantly struggling to reconcile their .

professional responsibilities and their conﬂlctmg roles as social
agents and social critics with their roles and responsibilities as
agents of social control. Tedchers and 'social workers must face up
to the evidence that suggests that both professions have been
unable and/or unwilling to effectively serve minority groups in the
U.S.A. The author is a member of the faculty of a federated liberal
arts college within a state university system. In addition, I carry
administrative responsibilities as=Department Chairperson.
Livingston College has stated a special commitment to multi-cul-
tural, multiracial education in.the professional training prog'rams

" ®1iNo One Model Amencan,” Journal of Teacher E‘dwcatwn, Vol. 24, No. 4 (Wmter
" 1973): 264-265.

2 William A. Hunter, “Cultural Pluralism: The Whole Is Greater Than The Sum of - -
Its Parts,” Jowrnal of Teacher Education, Vol. 24; No. 4 (Winter 1973): 262.
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(Teacher Education, Social Work) and iri) the general liberal arts
curriculum.? I am a.member of a cultural minority (Puerto Rican)
in American society. The administrative strategieg suggested-in
this paper stem from my experience and concern. The warnings I

~ give readers are part of the expertise developefl in the battlefield.

methodology, but of participation and experience in the battle to
make cultural pluralism an undergirding value at all levels of the
American educational system.

One of the first realities to be faced by a strategxst for cultural
plurallsm in the U.S.A. edubational’ system is that he or she is
going to be mvolved in a conflict situation.’ This conflict "will be

- My recommendations are not the product of rigoroys scientific 1

extended throughout his or her pmofessional and personal life. T'hi\.;\—;

educator-administrater must make a conscious intellectual and
ﬂ;\notlonal commitment to endure in the midst of conflict. To help
e educator endure a prolonged conflict situation, he or she must,

- strategize to realize the creative and humanizing aspects of con-

flict situationis and mirimize the destructwe, dehumanizing as-
pects of conflict. Conflict offers opportunities to explore untried
ways of dealing with situations, or “releasing untapped eneigies,
and  of mobilizing creative efforts toward conflict resolution. In
conflict a person might be willing to take °risks he or she would
have normally shied away from.

Before trying to design and 1mplement strategies for the in-

. tegration of cultural plurahsm in PBTE programs, the educator-

administrator and his or her colleagues must become aware of
their personal resistance to cultural pluralism. Available data on
PBTE programs strongly suggest that the great majority of ad-

ministrators and faculty of PBTE programs are: (1) male, White

Anglo-Saxon Protestant (the dominant culture mﬂuence in the’
U.S.A); (2) White males and females who are products of national
educational systems patterned- to train students to understand
and behave according to the mainstream folkways, and political-

‘economic interest of the dominant cultural influence. A relatively

small number of administrators and fa ulty of PBTE programs are
minority group members (Native Americans, Blacks, Chicanos,
Puerto Ricans, Asians, women), who have internalized or resisted |
in various degrees acculturation into the dominant culture.

Educators who have internalized chauvinism, sexism, and ra-
cism—negative values of the dominant culture—must reeducate

_themselves before they take on the task of implementing the

PBTE programs based on cultural pluralism, Speclal mention

3 Hilda Hidalgo, “No One Model American: A Collegxate Case in Pomt “ Journa‘ of
Teacher Educatum, Vol. 24, No. 4 (Wmter 1973) 204, o
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" ‘must _be made of those educatbr-admmlstrators who fall ‘into the
“convert” category—that is, educators who by birth or assimilation
have internalized these negative values of the dominant culture
and who in their adult professional life get “converted,” becoming
vocal advocates of cultural pluralism. While, to some degree, advo- °
cates of cultural pluralism are all “converts,” in the “convert”
category we-mean those educators who advocate for cultural
pluralism primarily out of a sense of guilt. These guilt-ridden

“converts” are often paternalistic tow minorities, and are un- - -

aware of the unconscious racism and c¢hauvinism that manipulate

thejr ‘action. The guilt-ridden “converts” often translate cultural

pluralism to mean second rate standards for the cultural minori-
ties—they tend not to teach, just to sympathize.

Minority group ‘educators—admlmstrators who have effec-

tively resisted the internalization of the dominant culture—must

also reeducate themselves. The educator who is a“member of a

minority group often has a strong identification with his/her

. cv.ure—an identification that also borders on chauvinism. These

' minority edugators are sensitive to their particular minority cul-

ture, but have little sensitivity toward other mmorlty cultures or

toward the dominant culture. v
The chief administrator of a PBTE program must set the tone
to ensure the effectiveness of a group process in which both -ad-
ministration, faculty, and students participate. A group process
_ which facilitates the development of knowledge and sensitivity and
-commitment t6 cultural pluralism demands an atmosphere that
encourages risk-taking: The group process must allow faculty and
administration to group together in their understanding, sharing
‘their knowledge and aWwareness. Such -a process helps to.reduce
“comrﬂltme_nt gaps” that can hinder the implementation of ‘multi-
n cultural education programs. Social, workers, sociologists, psy-
“ chologists,” and community mental health practitioners can serve
as helpful resources to administrators in the development of group
activities for building knowledge, sensitivity, and commltment to
cultural plurahsm _
* Once the admlmstrator and faculty have grown in self-
awareness and in commitment to the value of cultural pluralism in
the PBTE program, a program self-evaluation study can be under-
taken. Such a study focuses on how program policies and practices
facilitate or hinder the group-accepted goals of incorporating the.
value of cultural pluralism in the program. The self evaluatlon ’
study should include: .
Program population — The program pOpulatlon should be clas-
sified by categones‘of students, faculty, administrators. Each

¥ -
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category, in turn, should be d1v1ded thpic-cultural-racial-sexual

ldentlﬁcatmn The program population should then be compared

A . with the ethmc-cultural and racial-sexual identification of the gen-

el population that the institution is mandated to serve. A rec-

-ommended method of comparison is to- compute the location

quot1ent4 betyeen the PBTE program population and the general

' populatlon the institution is mandated to serve. The location quo- ~
tient has the property of measuring relative concentration. Any
quotient below 1 will indjcate that the minority group is under-

represented relative to its population concentration. :

Curriculum distribution — The PBTE program courses ‘should
be classified under the following categories: -

(a) courses with the explicit educational obJec‘lve of transmit-

. . ting knowledge of cultural diversity in US.A;; .
- (b) courses with the explicit educational objective of imparting
_skills and attributes necessary to teach a’culturally diverse
population; and

(&) courses concentratmg on the understandmg of a spec1ﬁc

minority. © - . N\
PBTE programs that do pot have requireq courses under the (a)
and (b) categories are to be considered as failing to meet minimum
standards in relation to a curriculum that offers students the
opportunity to mtegrate cultural pluralism as a value.

Practice teaching is at the heart of every PBTE currlculum It

s in practice teaching that the integration of theory, knowledge,
and skills takes place. It is therefore important that practice
teaching articulate explicit educat1onal obJect1ves in relation to
pluralistic values..

Texts and library. resources — Students acquire many of the1r
perceptions of minorities from ways in which these minorities are
interpreted and portrayed in books. Titles of readifig matenals///\
should be classified under the categories of: : ‘

(2) materlals that repres{ent minorities.in a negatlve way,

)

- 4 Location quotient 1s a simple computation procedure developed by P. S. Florence
et. al. (1942) that has the property of*measuring yelative concentration. P. S.
Florence defined thls statistic as the percentage of the employed labor force in a

“~ given eatggory in a given areal unit divided by the corresponding percentage in
the country as a whole. This concept has been retained. For the purpose of the
study a slight modification was made in the statistic. The statistic used in' this
study is defined as the percentage/number of students, faculty, or administrators
of an ethnic, group in the institution divided by the percentage/number of stu-
dent age populatlon (for students) and _general urban population (for faculty

o administrators) of that ethnic group in the state in which the institution is
: located. Loeation quotient in excess of unity are interpreted as measures of

concentration. P. S. Florence, W, G. Fritz, R. C. Gilles; “Measures of Industrial
Distribution in Industrial Location and National Resources (Washington, D.C,,
U. S. National Resource Planning Board, 1942).
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(b) materials that exclude m1nor1t1es and their pos1t1ve con-
tributions; )
(¢) materials that explicitly promote an apprematlon for and
knowledge of cultural pluralism; and
(d) materials that explicitly focus on knowledge and appreci-
i ation of specific minorities. - - .
After reading materials are.classified in the four categories, the
number. of entries in each category, and the frequency of their use
by students, will serve as indicators of how the PBTE curriculum .
facilitate the internalization of a value for cultural pluralism. .
Institutional publications — The school catalog and the student
1 manual or hangbook .present the institution’s official portrait to
e -potentlal and actual students. Examining these institutional publi-
cations in light of how, in their text and graphics, they portray a
conmmitment to a pluralistic student body and a pluralistic society
will indicate. whether or not the public statement is harmonious™ot
‘dlssonant with a pluralistic goal

Faculty publication and research — Scholarly contribiitions of
the faculty to the discipline of education represent a powerful way
of advancing PBTE programs that facilitate the integration of the
value of cultural plgralism. In addition, scholarly contributions

" have the power of reaching beyond the student population of -

PBTE programsto the larger educational community. An index of ~

. commitment t ulti-cultural edygation can be obtained by deter-

mining the proportion of facult ‘scholarly contributions in the
“area of cultural pluralism.

Outside affiliations — Educators are Judged not only by their
professional life but by -their total social behavior. Affiliations of
faculty with community groups cannot be ignored in a self-study
intended to determine commitment to multi-cultural education.

' The six part self-study suggested here cdan provide a frame-
. work for evaluating PBTE program strengths and weaknesses in
relation to facilitating cultural pluralism in American education. _

Another step in implementing PBTE cultural ‘pluralism pro- - -~
granis is the formulation of behavioral objectives directed toward
“correcting weaknesses and maximizing strengths To be honest
_and useful the behavioral objectives must:

- " 2~ be clearly and publicly stated by the administrator in oral
and written form.
-— be readily perceived and amenable to evaluation by the
- PBTE populatlon and the community at large.
— be g'rounded in reafity but not m confornuty ,with th@tatus
quo. .
— use existing laws and institutional pollcyastatetnents to

L —
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facilitate their implementation, e.g., civil rights legislation;
affirmative action. policies; “No One Model ‘American: A -
". Statement On Multi-Cultitral Education,” AACTE Board of.
. Directors; Bilingual Education Act, etc.

The last step is the achievement of the behayioral objectives
-mandated by the self-:study. It is in this stage that the. heavy
- burden of responsibility falls upon the administrator. The opposi-

tion to educational programs such as bilingual education, busing °
* to achieve racial ‘balance, and curriculum to highlight mmorlty
cultures, remind us that society at large strongly resists processes- -
to achieve cultural pluralism. The administrator who moves to
implement changes in the PBTE programs must réalize that mas-

7 sive policital pressure will be directed to thwart his/her efforts.

. The administrator who, through reeducation and study, aecepts
the respon51b1hty to implement a culturally pluralistic PBTE pro-
gram must be aware of Frederick Douglass’ wards, “Those ‘who
_profess to favor freedom yet deprecate agitation, are-men who
want crops without plowing the ground; want rain without thun-
der and hghtmn‘g they want the ocean’ w1thout the roar of its
-many waters :
The administrator must be ready to orgamze in the political
arena—to seek and- enlist allies in the community at large and in
other human services professmns The developntent of a soclety
" that values cultural diversity is not the. exclusive sacred turf of
teacher educators. All human service professionals share the re-
sponsibility to develop a society that values cultural diversity. An
organized coalition of forces is essential in the struggle against the

- political forces that control and manipulate society. These forces

are characterized, in_the opinion of the author, by covert and overt ‘
racism and sexism; by an economie-ideology that demands a con-
stant reserve of unemployed and underemployed minorities; and
. by a commitment to the status quo. Organized groups that oppose
these political forces are readily available allies to the adminis-
tPator. The administrator must look for allies among the revolu-
' tionaries for a new human order. These revolutionaries, advocat- .
‘ing a new humane America, often employ tactics and behaviors’
that irritate the administrator. Often these natural allies aré, in
turn, distrustful of the commitment and honesty of the adminis-
trator. The administrator committed to cultural pluralism has
chosen the painful, lonely road of being attacked by friends who
share his/her goals but who have historic reasons to distrust; and by
enemies who command power that has known no defeat in Ameri-
"can history. The administrator committed to cultural pluralism
" has reconciled him/herself to live in conflict until the battle for the

. \ ) ., b3
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human race is won. He or she has, in fact, become a member of a
}mnorlty group, and must’ learn from the skill and wisdom of
Mahatma Gandhi, Martin Luther King, Cesar Chdvez, Ramon
Emeterio Betances, Susan B. Anthony, Daniel Inoye, Vine Deloria, -
Jr., Paul Blatchford, Jessie Jackson, and others. :

A
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~ Interfacing Special Education
with I\}dlti-Cultur”al Education
*~ in a Performance-Based
Teacher Educatlon Model“

Helen P. Bessant
Speaal Education Department
Norfolk (VA) State College
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Helen P. Bessant’s discussion assumes a two-pronged objective. -
Imtwlly, she describes three components of education and their -, -
interrelationship: special education, multi-cultural education, and
performance-based teacher education. Secondly, she. describes &
"~ comprehensive program which extracts the best qualities of the three =
,\ components and merges them into one effective program. With this o
type of program’ RBTE serves as a vehicle or delivery system for ‘
mstmctwn, while special education is the content. Multi-cultural
education, in Bessant’s approach, becomes an all pervaswe compo-
nent wzthm the entire program

€
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- Historically’ thé)philosophical basis for special education has
been the modifieation .of the curriéulum to meet the individual
needs of children. Teachers of special education recei'\z/t:"aining to
increase their competencles in programming .for intra-individual

" and inter-individual. differencés among children. Special educators
are expected to be able to address differences resultant of innate
factorsf as well as env1ronmental factors such as ethnic and cul-.

% tural backgrounds oy f
" The ‘union of special educatlon ‘with multl-cultural and per-
’ - formance-baged teacher education is .a comfortable -one. It has
: existed in {‘(}fe philosophy of special educatlon prior to the recent
o us on the latter component, The purposes of this paper are (1)
w  toilluminate these three components of education and their inter- .
relatlonshlp and (2) to desgribe the dev'elopment ¥f a comprehen—
sive program mterfaclng the thiree components

Exphcatlon of the educatlonal components

Speclal education — This component of formal schoohng in
America has been variously defined. Kirk.states that the term,
“. .. has been used to denote those aspects of education which are °
applied to handlcappe&-and gifted children but not usually used"
: with the majority of average children . . . It refers to those aspects -
of education which -are unique and/or in"addition to the regular- 7
program for all ‘children.
Dunn elaborates on the concept oﬁ‘\fpeclal education with _the ‘
. (.explanatlon that:

“ s _ Special education. services embody three elements worthy of note.
i : The first is composed of trained professignal personnel dossessmg special
' ‘ ... competencies for serving a certain type or types of exceptional children-
‘ : ' . The second element of special education services is special curricular
3 . cantent for certain areas of exceptlonahty . The third element involved
i in speclal education services is that of fmnlztws including special buxldmg
~features . special equxpment (and) extra library matenals 2

o These def' nitions, artlculated more than a decade ago, still

" serve to describe the concept’ of special education. Generally ‘it is v
accepted as those adjustments, modlﬁcatlons, and/or additions to

‘the instructional program for the average ability children which

make the program responsive to the individual needs and learning - T
styles of the exceptional children. These definitions do not, it o
“should be noted, dictate admlnlstratlve organlzatlon or placements

o

1 Samuel A. Kirk, E’ducatmy E’a:ceptwnal Chzld'ren (Boston: Hotighton Mifflin -
Company, 1962), p. 29, - -
2 Lloyd M. Dunn, E’xceptwnal Children in the Schools New York: Holt Rmehart
and Wmston, 1963), P 3.
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models for the. (lelivery of the required services. Rather, special
. educat1on is an attempi by the educational system to be respon-
sive to the specml need of a specific minority in the school popula- o
tlon. .

Mlllti-cultural education — The demand for an educational sys-
tem which is responsive to other specific minorities necessitated
the gergléms of multi-cultural education. This focus has grown out

~of recoghition and growing acceptance of the h1story, cultures, and
contributions of thé ethnic and cultural minorities in America. “No-
more is the concept of ‘Amenca, the meltlng pot’ emphasized in
* education. Rather our country is recognized as one of many ethnic
groups and many cultural segments Educators today speak of
cultural plurality.”3
Probably the best statement to date of the concept of multi-
cultural education emanated from the Commissioh on Multicul-
tural Education, American Association of Colleges for Teacher
Educatlon This body stated that: :
14
Multicultural educatlon is education which values cultural pluralism.
Multicultural education rejects the view that schools should seek to melt
away cultural differences or the view that schools should merely toler-
ate cultural pluralism. Instead, multicultural education affirms that .
~schools should be oriented toward the cultural enmchment of all chlldren
and youth. .
) Multlcultural education reaches beyond awareness - and under-..
standmg of cultural differences. More important than acceptance and
support of these dxfferences is the recogmtxon of the nght of .these ,
cultures toexist.. 4 .

o

Mult1-cultural ‘education ascertains that the educational sys-
tem is responsive to those students who do not fit' the mold of
*_mainstream America. Effectively implemented in the educational
' program, it guarantees acceptance of students on their own terms

and en‘s res the opportunity for the development of their poten- -
‘tials without penalty due to ethnic and/or cultural differences.
Performance-based teacher educatioh — This term is often used
interchangeably with competency-based teacher education (CBTE).
The terms are basically synonymous. Weber notes that CBTE “. . .
specifies the competencies to be demonstrated by the students,
makes explicit the criteria to be applied in assessing the student’s

3Helen P. Bessant, EPDA - Special Edutation Project: Annual Report, 1973-74
- (Norfolk, Virginia: Norfolk State College, 1974). -

4 Quoted in William A. Hunter, “Antecedents to Development of and Emphasis on
Multicultural Education,” in William ‘A. Hunter, .ed., Multicultural Education
Through Competency-Based Teacher Education (Washmgton, D.C.: Amerlcan
Association of Colleges for Teacher Edcuatxon, 1974), p. 21..
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g competencles, and holds the student; accountable for meeting these

»s5 Y

criteria.

In performance-based teacher education (PBTE) “... perfor-
mance goals are specified, and agreed to in rigorous detajl in ad-
vance of instruction. The student must either be able to demon-
* strate his ability to promote desirable learning or exhibit behaviors

known to promote it.”¢ Elam continues discussion of PBTE, noting -

the built-in accountability system. The student is held accountable
for achieving a.criterion level of performance in demonstrating
specified teaching tasks. The teacher training institution is, in
turn, held accountable for the output of capable, proficient teachers.

Tenets inherent in the PBTE concept which make thls ap-
proach attractive are as follows

1, Modularized instruction — The subJect matter is tax-

onomized in specific modules-and module clusters

2. Personalized instruction — The focus is on individualiza-

tion, ensuring that all students are, on every occasion, pre-

sented with tasks appropriate to their learning styles and
abilities, such that success and progress may be antig ?ated
Students of this approach will become self-directed and are
more likely to have high achievement motivation.

3. Measurable skills — The ‘{;nderlying assumption is that
learning changes behavior. Therefore: observable behaviors
are stipulated as indices of learning. Evaluation becomes a

continuous process in this approach.

" 4. Interactive instruction — The students participate fully in
the teaching-learning experiences. The -students join the
teacher in planning, 1mplementmg, and evaluating the ac-
tivities. . :

g Accountability — The Burden .of proof i$ removed from the

~ shoulders of the students. The teacher and the educational -

system are held responsible for tailoring the instructional
program to meet the needs of the students instead of fore-
ing the students to fit a prescribed pattern.

“Two important assumptions are related to any effective PBTE

‘prog'ram The first is that the teacher recognizes the inherent -

+ 8 Wilford Weber, James M. Cooper, and Robert Houston, 4 Guide to Competency-
Based Teacher Education: «(Westfield, Texas: Competency-Based Instructxonal
Systems, 1973), p. 1.

8 Stanley Elam, Performance-Based Peacher Education: What is the State of the
Art?)(Washmgton, D.C.: American Association of Colleges for Teacher Educatxon,
1971), p. 1
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worth of the students, believes that the students can learn, and is
willing to design a milieu in which optimal learning ‘occurs. The:
second assumption is that the instructional program extends
beyond the walls of the school. Therefore, the community is a
valuable resource and parents plan an integral role m the educa-
tion of their children.

£

Interfacing components for program development 7
Special education and multi-cultural education — In 1959.a

“major step was taken in a professional organization which catg-

pulted special educators into a focus on cultural differences among
children. The American Association on Mental Deficiency pub-
lished a definition and classification of mental retardation which

‘resulted from two years of study.” The definition was expanded to

include those persons who evidenced deficits in adaptive behavior.
The last of eight categories of mental retardation listed in the
publication referred to conditions due to uncertain causes but with
the evidence of functional reaction. One of the classes in this"
category was “cultural-familial” mental retardation. This step
launched special educatlon into- efforts to respond to dand provide
for a large group of students who were for the first time identified
as mentally retarded. Thus it became necessary for special edu-
cators to address the problems of children whose level of function-
ing resulted prlmarlly from the lack of exposure to mainstream
Amemca experiences. Children who were from minority cultural
groups, or who were isolated geographically or economically from
environments generally presumed ideal by the educational system,
often ended up in special education programs. |

Although there \ s no. controversy over the need for modifica-

tions inthe curn is population, it was not long before
Smouldermg conce over special class placement of thls popula-
tion was artigulated. Dunn stated: o

A better education than special class placement is needed for socio-

. culturally deprived children with mild learning problems who have been
labeled educable mentally retarded. Over the years, the status of these
pupils who have come from poverty, broken and inadequate homes, and
low-status ethnic groups has been a checkered one. . . . In my best
judgment, about 60 to 80 percent of the pupils taught by [special-
education] teachers are children from low-status backgrounds — includ-
ing Afro-Americans, American Indians, and Puerto Rican Americans;
those from nonstandard English speaking, broken, disorganized, and
inadequate homes; and children from other nonmiddle class
environment.®

7 Rick F. Heber, “A manual on .terminology and ‘classiﬁcation in mental re,tard'a-
tion,” (Monograph Supplement, Americarn Journal of Mental Deficiency, 1959), p. 64.

8Lloyd M. Dunn, “Special education for the mildly retarded — Is much of it
Justlﬁable‘”’ Exceptzmwl Children, Vol. 35, No. 1 (September 1968): 5.

.

- . .7 o '-.“ . 59




Dunn contmued in his treatise with commentary oun the un’wttrac-
tive future to be expected if misplacement of children co/tmued
~ In 1970, The PresNent’s Committee on Mental Retardation®
/- reported that many “culturally disadvantaged” children, especially
4 those from inner-city or urban areas, were incorrectly labeled as
mentally retardefl and misplacedyin special classes.

Although the most recent revision of the definition of mental

, retardation!® has stipulated that the term includes those who de-
viate two or more standard deviations below the norm, thus again
excluding many. children whose learning problems result from
sociocultural or ethnic differencés, special educators remain keenly
aware of the need for curricula which are responsive to this popli-
lation. As a result, special educators, social scientists, and profes- .
sionals from related disciplines continué to make concerted efforts
to interface specml education and multi-cultural education.

Special education and PBTE — Among the many recent efforts
to develop the PBTE model and design educational programs have
been a considerable number of special education programs. The
Colorado Department of Education has expended considerable
é?fergy in developing a. PBTE program for training teachers of the
trainable mentally retarded. In this project, conducted in conjunc-
tion with the University of Northern Colorado, seven basic com-
petencies were.identified and o‘Eh\{g specific competencies were de-
fined. These materials are now being used in the preservice
program.!

Other efforts to design PBTE programs 1nclude efforts at the,
University of Missouri,2 North Texas State Umver51ty,13 and Nor-

% folk State College.* The University of Missouri special education
personnel have specified generic competencies for a non-categori-
cal training program. As they initiated efforts to develop PBTE
programs, special educators at North Texas State University

o President’s Committee on Mental Retardation, The Six-Hour Retarded Child -
(Washmgton, D.C.: U. S. Government Printing Office, 1970). :

v H, J. Grossman, ed., Manual on Terminology and Clqsszfncatzon wn Mental
Retardation (Washmgton, D.C.: American Association on Mental Deficxency,
1973).

. 1 Kaye D. Owens, “Preparing Teachers for the Trainable Mentally Retarded: A
Competency and Performance-Based Teacher Education Program,” paper pre-
sented at the International Council for Exceptional Chxldren Convention in New -
York, New York, April 1974 )

12 “Interior Report” (Columbia,. Missouri: Umversxty of Missouri Special Educatlon
Department, 1971).

18 Report of the Committee on Performance-Based Teacher Education (Washmgton,
- D.C.: American Association of Colleges for Teacher Education, 1971). .

14 Ruth W. Dlg‘gS, “Self-Study Report on Competency-Based Program Develop-
ment” (Norfolk Virginia: Specxal Educatxon Department 1974), p. 2.

EC ) e




noted that the emphasis on:field-centered experiences was an at-
_tractivé feature of the PBTE movement.
At Norfolk State College five major goals of its PBTE program
were specified. They are:

1. To aid prospectlve and inservice teachers in developing the
~ skills necessary for successful classroom teachmg of excep-
tional children; -

.. To develop in prospective and inservice teachers the ab111ty
to understand and participate in actu)n research and clini-
cal teaching in the classréom; :

. To encourage and foster high scholastlc attalnment in sub:
Jject matter areas; o B

. To encourage teachers to work toward- becom;ng effective
and efficient participants in commumty and civic affalrs,
and / :

. To further the development of desirable attltudes tOWard

the profession of teaching.1® |

" Seven general competencies and sixteen specific competenc1e5‘

identified by the personnel at Norfolk State College. Clusters and
instructional modules have been developed and ar¢ being tested at
the college.

obably the largest funded project exammmg the use of
PBTE to train teachers for the handicapped is the New York
State Education Department PBTE Project. One of the basic ob-
-jectives of this project is, “To provide alternative performance
model for the certification of teachers a<%‘ﬁ’e handicapped.”*¢ Un-
dergraduate and graduate level prototype materials for a total
training program and certification system are presently in various
stages of development.

The aforementioned’ efforts to apply the PBTE approach to
special ‘education content are examples of the many projects ad--
dressing this topic: In each case, the projects seek to prepare
teachers to meet the spemal needs of ch11dren with special prob-
lems. A

Comprehensive program — The program which emerges from
interfacing special education and performance-based teacher edu-
cation is an all-inclusive program which is responsive to the needs

for preservice and inservice special education te?ers have been’

16 Tbid., p. 12.

6 “Special Education Competency PrOJect Y PBTE (Pubhshed by the Mu1t1 State
Consortium on Performance:Based Teachbr Education), December 1973, p. 3.
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of many students. Such a program is entrenched in a philosoi)hy
which extracts the best qualities of the three components and
. unites them in one effective program.

The major principles of this program are: -

1. A humanistic approach ‘permeates the program which rec-
ognizes and respects the worth of each individual as wéll as
the history and contributions of varied cultural groups.

. The students receive a sequential instructional program
which begins wherever they are and, through appropriate
increments, develops their potential whlle ascertalmng that.
they experience success daily. . P

. The curriculum “and env1renment are ad)usted or modlﬁed
. properly to respond to the intra-individual and 1nter-
individual needs among the students.

. The curriculum is comprised of behaviorally stated objec-
tives built .into instructional modules which faclhtate the
personalization of instruction..

. The progranex is field-centered. The students learn theory in
the classroom. However, competencles are cemented
‘ through many practicum experiences.

. A management system grows out of interactive instruction

" involving the teacher and students in planning, implement-
ing, and evaluating the 1nstructlon, and out of an accounta-
bility. system which places primary responSIblhty%n, the
teacher and other personnel.

The 1nstrlictlonal system which is based on these philosophical
'viewpoints and established in accordance with these principles will
interface the three components (figure 1). It becomes apparent
that PBTE i is the delivery system or the vehicle by which instruec-
tion is made available to the students. Special education is primar-

/ily the content tq be mastered by the preservice or inservice
teacher on methodology, approach, or technique for instruction of

s rexceptlonal children. It includes appropriate modifications or ad-
justments in human and other resources of the total curriculum.
Multi-cultural education is one of the many aspects of the content.
" Cognitive concepts are included in the curriculum as is other sub-
ject /matter. However, the emphasis in the affective domain em-
braces and permeates the total 1nstructlonal prog'ram

.
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DELIVERY
SYSTEM

COMPETENCY.- ' SPECIAL
BASED TEACHER - | EDUCATION
EDUCATION ‘ .

WFIGURE 1 — COMPONENTS OF SPECIAL EDUCATION

~ The curricular content of special ‘education remains primarily
- the same with the exception of the introduction of subject matter
on multi-cultural education. Each course should be rewritten “to
include multi-cultural concepts. Where it is deemed appropriate,
‘courses should be added to the curriculum to give students
. minimum competencies and the opportunity to elect to complete a
concentration in multi-cultural education. , _ -

" The traditional course structure is dispensed with for instrue-
tional purposes. The emphasis is on the instructional module. This
concept -clearly provides organization of content and good
guidelines for study. ' o

All too often PBTE is erroneously perceived as a model for

training preservice teachers only. In fact, this approach is most
effective in training inservice teachers. The kind of structure with
flexibility it affords makes it mSre effective than a traditional
approach for teachers inservice. : '
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. Evaluation of the success of such & program will be manda-
tory to determine its effectiveness as a” teacher- tr'aininglodel.
Assessment should be. made of student entry and ‘exit behaviors

thyoughout the program. That is, students should be tested prior

to their egress into the special education curriculum, at the initia-
tion.and culmination of each module and cluster, and at the end of
the training program. To be effective, evaluation must be coptinu-’

ous. ' : o

The progress of students in tra?ning is just one way such a
program may be evaluated. Other ‘areas for meaningful assess-
ment include: (1) instructors’ opiﬂidn, (2) administrative person--

- nel's reactions, and (3) public school*pers\;nnel’s reésponses.

Roles of personnel — The staff for the spetial education PBTE
model will 3nclude the advisor,/i‘nstmctors, and cooperating
_teachers, consistent with traditional programs. However, the dif-
ference is in their roles. In the PBTE program they give more
, time to glosely monitoring student progress. The relationship of
the components in the program and services to the student are’
graphically depicted in figure 2. ' '

FIGURE 2 - PBTE TRAINING ’PRAQQRAM

' PRACTICUM
\. EXPERIENCES /
N S,

RESEARCH
RESOURCES
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The advisor is the key to the effective implementation of the
program and the progress of the students he/she serves. The ad-
visor is* variously called supervising teacher, clinical supervisor;
laboratory supervisor, etc. This staff member is responsible for
facilitating the acquisition of the competencies by the students.
He/she close\iy monitors all practicum or field experiences. He/she
also approves module completion as evidence by performance
The instructors are the individuals who facilitate learning

through providing classroom instruction, ascertaining the avail-
ability of resources, and monitoring completion of nonpracticum
experiences. Innovative approaches should be used for the effec-
tive execution of these fAsks. Use should be made of the latest in |
research, instructignal technology, and materials which can usu-
ally be acquired from libraries and media, and resource materials
. ‘centers. Unidisciplinary and|transdisciplinary team teaching.
should be done to capitalize on the talents of individual instruc-
tors. Additionally, the instructors should appropriately integrate
_multi-cu%tu(‘al education in the curriculum. They should also en-
gage resource persons to assist ini the realization of the objectives.
w The term cooperating teacher is a designation given to the
- personnel in the agencies and schools who accept responsibility for
guiding the practicum e}periences of the students. These individu-
~“als should be master teachers who not only have been well-trained
" but also have demonstrated proficiency in the role(s) for which the
students are in training. The cooperating teachers should (1) par-
ticipate regularly in self-renewal activities, (2) keenly observe stu-
dent performance in the teaching-learning situation, and (3) effec-
tively appraise the activities offering suggestions for,improvement
_to the students. - S L : ‘

These are the primary personnel who should be inyolved in a
special education PBTE program which is permeated by multi-
cultural -education. Some of their responsibilities are new, while.
some are not new. The outstanding feature of this program should
be the®dissipating of the distance between theory and practice.
“The effectiveness of this comprehensive program will, of course, be
contingent upon the implementation of all elements and the ex-

ecution of responsibilities by the personnel involved..

Possible perceived problems I

Any time newgideas and 'approaches are introduced on the
educational scene — just as in any other arena — there are those
who find the change difficult. These persons often remain distant
and negatively critical until. the innovation begins to take shape

~
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and yield results Then they slugglshly Jmﬁ the leaders. This has
certainly been the case regardmg performance—based teacher edu-
cation. -7 “

No problems associated with PBTE have been identified 'whlch
are unique to special education. The problems whlch have been
evidenced to date permeate all of ‘education whepi PBTE is intro-
duced.

A real problem whlch almost invariably appears and whlch

- often shakes the basic foundation of PBTE efforts is resistance to
change. Many persons are satisfied with the status quo and the
security they find therein. They are reluetant to try new ideas and
innovations. PBTE requires changes in roles.-and functions of
educators — thus demanding new and different demonstrations of
competence by the instructors. This reluctance to experiment can
usually be ameliorated through the provision of opportunities to
learn about the new concept and to see it operationalized -and
-effective in another locale.

One unwarranted criticism frequently leveled at PBTE is that

creativity is thwartéd. However, educators who are effectively im-

" plementing PBTE “programs have found that they could provide
options and exits which offered opportunities for creative expres-

~ sion and retain theastructure and direction desired.

Another -aread which appears problematic is that of
instructor-student contact. It appears that some educators miscon-
strue PBTE to mean independent study. They assume that if they
give the students a few sheets of paper with directives, they (the ‘
instructors) are free for other pursuits. This is certainly not the
case. Effective PBTE programs require continuous monitoring of
student progress. The instrugtor is teaching, observing, and advis-
ing as the student procee%ugh ‘each module. Subsequently,
more contact time is requiredf6r PBTE than for traditional pro-
grams:. * '

A perenmal problem in education which presents 1tse1f in this
model is evaluation. Thi approach is based on the theory that a
sample of student performance is indicative of performance over
time. This is a necessary assumption. Even so, it is often times
difficult to design instrumentation which successfully measures
the appropmag.e learning. This is especially true regarding affective
learning. One type of asgassment which has been used more and

- more in recent’times is oMfervation of the teaching-learning situa-
tions. This avenue appears to have some merit toward the de-
‘velopment of effective and efficient assessment strategies.

Certainly for the enthusiastic faculty who wish to initiate the

: PBTE model in an institution, the extensive preparation is a prob-




\‘ .v | : " v

j L e, - ’ 1
lem. The revision of the complete curriculum in a department or .
. program is no easy task. Rather, it is time consuming.and often
difficult. The syllabi for.all courses must be rewritten into modules
and modulé clusters offering appropriate scope, sequence, and rep-
- etition in the courses. This task requires a lot of tinie and may kill
" enthusiasm when unreal goals are set for program development.
Departments often find it necessary to seek release time for some
or all faculty members and/or a special funding source to provide a:
staff to develop the program. It is unreasonable to approach the
task otherwise. -

Another perce1ved problem is grading. If students are perm1t-‘
ted to. work at their own pace and they must all reach the accept--
able level of performance, it may be anticipated that the only
grade to be awarded will be A. One might also expect that the.
. 1nst1tut1on s schedule for the subm1ssz)ln of grades may be con-
trary to that of the instructor. For the instructor who plots -a.
curve of normal distribution, this PBTE approach is most unset- .

tling. A reeducation of these profess1onals along with the admiinis- .

trative personnel of the institution is usually appropriate to allevi-
ate the problem

Clearly, the content reported herein evidences an easy and :
appropriate interface between special education, multi-cultural
educat'Lon, and performance-based teacher education. It is appro-
‘'priate and, effective to implement a prog'ram which is based on this
liaison. Diggs tellingly declared: . : . A

Effective performance-based programs in speclal educatlon are de-
veloped with a rationale geared toward the preparation of presemce
and ‘inservice -teachers who will be able to educate all of the children,
including not only those with handicapping conditions, but also those
children from impoverished homes and communities as well. The pur-
pose is to prepare teachers who' will be able to deliver special education
services to support }'egular classroom teachers in the management and
educatlon of chlldren with speclal needs.}

..The development of a program based on the concepts set forth
~ herein should promote the attainment of this goal.

Summary

AN .
This paper/ has soug‘ht to 1nterface three significant compo-
nents in education—special educat1on, multi-cultural’ éducation,
and. performance-based teacher education. After elaboration on
each ‘component the natural liaison between specidl education and
the other components was d1scussed A _paradigm was presented

17 Ruth W Diges, “Self—Study Report on Competency-Based Program Develop- -
ment ? pp. 14-15. _
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which shows how the components are interfaced. PBTE was de-
" seribed as the .delivery system or the vehicle for instruction. Spe-
cial education is the content, it was stated, while multi-cultural .
education permeates the total program. Faetors basic to a com-
prehensive program followed. These include: (1) a humanistic ap-
proach (2) a sequential instructional program, (3) an appropriate
curriculum and environment, (4) modularized instruction, (5) a
practicam-oriented program, and (6) a management system based.
- on interactive instruction and accountability. Finally several per-
ceived problems were enumerated and discussed W'[h}"l possible
amehoratlon suggested . ~
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- | | Are Today S
R Teacher Training Materials
Preparlng Teachers to Teach
ina Multl-Cultural Somety"

‘ ,‘ o ~‘ GlorlaW Grant
.- Lecturer, Curriculum and Instruction
« -+ University of Wisconsin-Madison

i " Preparing tegchers to, teach in a multi-cultural society demands
that teacher training matemals be unbiased and free from .
stereotypes. Gloria Grant has examined six books designed to teach
students to be teachers. Each of the books is. examined: fo'r its racial

* and sex role inclusion and stereotyping. Suggestions are given as to
how the illustrations and content of the examined books ctln be
rmade more relevant to a multi-cultural society and from, these sug-

_gestions a list of recommendations has been made which should be
- used to elimingte biases in teacher preparation matemals

\




‘I-ntroductlon o .
Implementing a CBTE program that will successfully prepare:
students ‘for teaching in a multi-cultural society demands that the
, teachlng materials used in the program reflect—in both illustra-
tion and content—the mujti-cultural nature of our society. The
need for unMased teaching"material, free from stereotypes, is im:

portant in any teacher education program, but it is of special .

1mportance in CBTE programs. This is because individualization of
instruction is such a prominent feature‘of CBTE programs. Fre-
quently, sthdents will be using materials alone, or with a
minimum of supervision, and frequently what is written in a book

" is accepted without question. Colisequently, the materials need to

be unbiased and free from stereotypes, so-that the student does
not receive a “mis-education” as the result of misinformation.

Although there is a need for unbiased material for preparing

,teachers, and although great sums of money are spent each year
on material for-training teachers, very little 1nformatlon is avail-

- able on whether materials used in teacher education prog'rams are
unbiased and free from :stereotypes. In addition, there is. little -

information about how adequately such materials have been pre-

pared to help teachers understand and relate to children in our

: multl-cultural society. .
"Today, most of the 1nformat10n about biases in matenals is .

concerned with the racism and sexism .in ‘c}.nldren s books. ‘The -
‘continged study of racism and sexism in children’s books is neces-
sary because results from a number of studies have shown a high

"+ correlation between the relevancy of teaching matérials and stu~

Q

-dents’ académic and social performance.! Also, congressional sub-

" committees, teacher organizations and associations, and educators,
among others, have condemned the use of racist and sexist mate-
rial with school age students. In fact, many local boards of educa-
tion, state departments of public instruction, and state legislatures
have mandated that specific criteria must be used when selecting
children’s textbooks and other materials used to teach children.

-

».1See Marjorie B. Smiley, Development of Reading und English Language Materials
for Grades 7-9 In Depressed Urban Areas (Bethesda, Md.: ERIC Document

“~~ Reproduction-Service, ED 021 703, 1968), pp. 1-3; Carl A. Grant, “Black Studies - :
" Materials Do Make A Difference,” The Journal of Educational-Research, Vol. 66, _ _

No. 9 (October 1970): 401-404; Marvin J. Fruth and Albert H. Yee, Do Black
Studies Make A Differente In Elementary School Pupils' Achievement and At-
titudes? (Bethesda, Md.: ERIC Document Reproduction Service, ED 047 044,
1971); and Gloria. W. Grant, “The Effeet of Text Materials with Relevant Lan-
guage, Illustrations, and Content Upon the!Readihg Achievemént and Reading
Preference (Attitude) of Black Primary and Intermediate Inner-City Students”

(Ph. D dlssertatlon, Umvers1ty of Wlsconsm—Madlson, 1972). \
, . S -..‘;" P




~ Materials revnewed

Nevertheless, elimination of racism and sexism in’ children’s -

. teaching materials is not sufficient. There is a saying among
educators, “That you teach as you are taught.” If there is validity

in this statement, and I believe there. is, it may also stand-to
reason that one will use teaching materials similar to those with -

which one was taught. Therefore, in order to further ascertain the
adequacy of teachlng materials with respect to race and sex bias, I

have examined some current printed materlals used m preparmg .

teachers.

- 'S ’ )

From among the myriad of prlnted materlals which had been

‘sent to’me for review purposes by various publishers, the following
were selected via that timeless method of random selection best

called “pulling names out of a hat”:

William- Van Til, Education: A Begmmng, 2d ed. (Boston Houghton Mifflin
Company; 1974)

‘Michael*J. Palardy, ed., Teaching Today: Tasks and Challenges (New York:

Macmillan Publishing Co.,1975).

Kenneth H. Hoover and Paul M. Hollmgsworth Learnmg and Teachmg in The _ '

Elementary School (Boston: Allyn and Bacon, 1975).
Diane Lapp, Hilary BenderpStephan Ellenwood, and Martha John, Teaching
And Leaining: Philosophical, Psychological, Cumcular Applications (New
rk: Matmillan Publishing Co., 1975). S
'Rob(\t\l\/; Travers and Jacqueline Dillon, The Making of o Teacher: A Plan For
Proféssional Self-Develomment (New York: Macmillan Publishing Co., 1975).

‘Kevin Ryan and James M. Cooper, Those Who Can, Teach, 2d ed. (Boston:

"~ Houghton Mifflin Company, 1975).

Education: A Beginning, by William Van Til, is not a model

text for demonstrating how sex role stereotypmg and cultural and

" ethnic differences should be presented'in teacher preparation mat-

erials."Van Til's blunders in these areas are caused sometimes by
‘what he says, but more freq‘uentl?t they are caused by what he

does not say: his sins *%,re of ormsslon, not commls‘n’ For in-
battle agamst sex d1scrmunat\on has had an impact on teacher
salaries. The statements that he*makes are true: nevertheless, the
total effect is to give a somewhat distorted picture of the effect of
sex discrimination on teacher salaries, as well as salaries in gen-

eral. “Women pubhc school teachers are now almost dlways paid

- the same as men,” is an accurate’statement, but what is left

. ‘Unsaid is that in the area of benefits, women are often less equal
than.men. Van Til neglects to mention the ‘differences’in benefits

available to men and women in such @reas as health and dlsab111ty
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insurance; he also makes no mention of the opportumty men have

more often than women to supplement their mcome -with job-
related activities.

Van Til also shows a poor :md mf:ensmve underst:mdmg of
cultural groups when he frequently refers to some groups as hav-
ing a disadvantaged .culture. He uses the term “cdlturally disad-
vantaged” in many chapters without providing an elaboration or
definition. Students in education could reason from the way the
author uses the term “culturally disadvantaged” that some groups
of people have little or no culture. ‘They could further reason that

" their culture is better than that of those labeled. “culturally disad-

people labeled “culfurally” disadvantaged” forsake their cul-

~ ture and adopt™ l\dculturé of the White middle class. Such “logi-
cal” reasoning ¢ cause the teacher in tiaining to form beliefs
and attitudes whith mlght/h_e_lLto\ perpetuate the so-called self-
fulfilling prophecy.

A person reading Van Til’'s book could be led: to believe that
there are no Asian Americans.in this country. The purpose of
Chapter 12 (“What Are The S’oclal and Ethnic Backgrounds of
Students?”) s to provide general background knowledge on stu-
dents that a beginning teacher may meet inchis/her class. Infor-
mation on the background of the Asian Americans—there are 2.1

- million Asian Americans in this country—is noticeably absent. -

Ilustrations of minority group members in decision-making or

vantaged”; therefore, they could conclu(* those groups of - .

authorlty roles are not included in the text: only the poor and the .

- powerless are featured. A qu1ck glance at Education: A Beginnivig

 may- lead one to think that it is an appropriate ‘textbook for pre-

paring teachers for a multi-cultural.society. However, a longer,
“more caveful exammatlon will point out the textbook sfiould be
used only with®extreme caution. If CBTE, with the emphasis 6n
personalized individualized instruction, it is most 1mportant that
the use of Education: A Beginning as a resource text in any
instructional delivery system be accompamed by close consultation
with a person responsive to the goals‘ and aims' of multl-cultural
education.
Teaching Today, edlted ‘by Michael PaIardy, is a book of read-
ings reprinted from varlou§ spurces. The book jis) divided-into seven.

parts: “An Overview of Teachmg,” “Planning for Tehching,” . o

“Teaching for Thinking and Feeling,”-“Some Strategies of Teach-
ing,” - “Motivating dnd Managing,"in Teaching,” “Understanding
4 and; Teaching thenleferent Students,” and “Evaluation in Teach-
in o ' 9
Although the title is Tedching Toddy and the copyright datg is

1975 Mr ‘Palardy is msens:twe” to a very lmpqrtant rsocml issue -

@ " . .
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" faecing our society today, the issue Aof sex role stereotyping. Of the

fifty-fouf selected readings, none deal with the subject of sex
biases in edueation. In fact, only two of the articles in this book

are written by women (one other manuscript 13 co-authored by a

male and female).®
It seems certain in parts Three and Six, “Teaching for Think-
g and Feeling” and “Understanding and Teaching the Different
Student,” that the author had ample opportunity within his or-

* ganizational plan for the book to include at least one manuscript
that discussed the sex role biases in education.

In the area of ethnic differences Mr. Palardy fairs only slightly
better. Two of the chapters, “The Key Word is Relevance,” by

2

William Van Til and “Who Are the Disadvantaged?” by Allan

Ornstein, provide information for teaching ethnic and culturally
different students as well as poor White stdents. »

Itis regrettable that Van'Til did not include “The Key Word is
Relevance?-in his textbook Education: A Beginning. For in this
article the\ author clearly demonstrates how irrelevant the cur-
riculum ean be to the background and experiences of students. He
believes that students, through their reading materials, should
encounter people: with whom they can closely identify. He further
believes that’classroom teachers are not as locked into textbooks
as they may think. Therefore, he gives suggestions in this article
about how teachers can make their curriculum and materials more
relevant to™their students: “In biology, relatmg the study of

~human blood differences between races; in modern languages,

teachmg the culture as part of the culture’s language; in language
arts, stressmg those readings in anthologies which have most
meaning to the particular learners.”

Palardy chooses an article entitled “Who Are the Disadvan-

e taged?’ by Allan Ornstein, for his discussion of poor White and

poor? minority students, despite the fact that the article is almost
ten years old. Although many statements in the article are benefi-
cial for students preparing to be teachers, Ornstein provides cer-

" tain matenal that should be questioned. On page 342 the following

statement is made: “With regard to Negro. children, numerous
tests indicate negative consciglisness. and unmistakable rejection -

of their skin color in preschool years.” The research that provided
this mférmatlon was conducted in 1939 by Kennet}f Clark.3 While

"2 Lillian Zach “The 1Q Debate,” pp 141-148; Merle B Karnes, “The Slow Léarner -

. What Are His Characteristics and Needs?,” pp. 380-382; and Celia Stendler
Lavatelh, Walter J Moore, and Theodore Kaltsounis, “The Developmental
Theory of QPla.get ” pp. 131-140. :

" 3Kenneth B. Clafk and Mamie J. Claxk, “The Developmerg of Consclousne in '

[c

Neg'ro Pre-School Chlldren,” Jou'ma( of Soczal Psycholsfgy, ”1 10 (1939): 591- 99
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 there is a possibility that some Black children still reject their skin

color in preschool years,-the increased interest in Black culture
and the resurgance of Black pride as tymfied by such slogans as
“Black is beautiful,” make it extremely important that the re-
search studies reportmg these findings be rephcated to ascertain if
" the information is still correct. Also labels such as “disadvantaged”
are only being used by individuals either unaware, -prejudiced, or
insengitive to people of different ethnic and cultural groups. -
I would strongly recommend that any author preparing a
“book of reddings intended specifically for prospective and practic-

. ing teachers at. the elementary and secondary levels” make certain

that the articles included more thoroughly reponded to all people
in our multi-cultural society.

Learning and Teaching in the Elementary School by Kenneth

"A. Hoover and Paul M. Hollingsworth, was published in 1975.

However, the pictorigl representation of students and teachers
would lead one to be\eve that the book was published in 1875.
Only photographs of White children and “White teachers appear in
the book. The authors’ blatant insensitivity to the issues of racism

. and sexism only point out the need to make certain that teacher
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training materials are examined for sexual and racial stereotypes.

Any books that portray such a unicultural perspective—White
middle class—should not be used in any teacher training institu-
tipn until their contents and illustrations are corrected to reflect
the multi-cultural nature of our society.

‘Diane Lapp; Hilary Bender, Stephan Ellenivood, and Martha
John, the authors of Teaching and Learning, view their text, «. .
as a basic conversation about teaching and. learning that Will
enable elementary and secondary teachers to develop a ‘sound
educational framework.” The book has been organized into four
teacher-learner styles: classical, technological, personalized, -and
interactional. For each of these, teacher-learner styles several
“chapters are written, e’g‘, “Philosophical/Social Commentary,”
+“Curriculum . Implementation,” “Social/Psychological Ramifica-

- tions,” as well as several subchapters, e.g., “Motivation,” “Non- .

- gradedness,” “Competency—Bas?aﬁ Instruetion,” and “Theory of
Knowledge ” Of the over one hurdred topics discussed in the book,
none. is devéted to a discussion of sex role stereotypes, aq'd only
one study is included that discusses cultural and ethnic differ-
énces. In fact, the discussion of these two important areas and
‘their relatlonshlp to teachmg and learnmg is really considered in
an oblique manner.

JFor example, the authors mclude a lengthy scenario descnb—
ing the. clagsroom interaction between a teacher and his students, - .



The students’ names are Jose, Wong, Ernestme, Emanuel, I‘ehc1a,

and Maria. Another scenario is included with a female. teacher, -

and the teacher is referred to as Ms. Roser [emphasis dddedl,

..{ - These two examples do show some awareness on the part of the
. authors to include children whose names are not Anglo-Amerlcan,

as well as showing respect for a female teacher’s right to be " called

- “Ms.” However, the authors should have not stopped}xere They
should have made certain that a book purporting to provide “con-

versation on teacher-learner styles” included several discussions of
learning differences in relation to ethnic and cultural d‘yemlty and

sex role stereotypes. Merely citing different ethnic names, includ-
ing one study of an ethnic group, and using a contemporary title

for a woman only gives the book the appearance of bemg unbiased.

Simply not, this could be considered tokenism.
The study on the ethnic group that the authors describe is
* Joseph Pecoraro’s unpublished doctoral thesis on “The Effect of a
o ries of Special Lessons on Indian History and Culture Upon the
7"/ Attitudes of Indian and Non Indian Students.” This study is of
: value to individuals in teacher preparation because it provides
information on how pupil self-concept can be 1mproved as well as

procedures for making the improvement. However, it is not suffi- -

, The authors have also included m some chapters a few refer-
~ences about making education relevant. For @xample, on page 12
- we read that, “Content arises out of the students’ experiences”; on

cient coverage of these topics. /é;;

page 147 we find, “Race, poverty, and eqyal opportunity have

become. our educational priorities”; and on“page 150 we find the
following excerpt\from a statement by Dewey: “The organic con-
 nection between education and personal experience.” “The child’s
exper1ence is the essential footing on which education is de-
veloped,” is a statement made by the guthors on this same page.

And on page 169 the authors state that “He [the teacher] thust

allow the student to pursue his interest, however bizarre, to its

‘ own end.” To the unaware or shghtly aware these casual remarks
- -do not make that mugh of an impact. We need to remember, .

> howeverL/ that we are living in a society that has always operated
from a
.have historically reflected this uniculturalism in their curriculum

/

andcurriculum materials.”“As a result of this unicultural perspec--

tive, it is often difficult to discover biases in'the curriculum and

curriculum materials.”4 Therefore, it is mcumberrb upon authors of

4Carl A. Grant and Gloria W. Grant, “An Analysus of Racism in Elementary

e Readers,” Breaking Through Barriers In Words and Pictures (Madlson, Wiseon-

Ty sm Madlson Public Schools, 1974), pp. 27-28.
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"' panying text reads,

- and relating behavioral science to the ar g
. portant teaching areas provide a golden opportunity to include

teaching-learning m‘aterialsf (and dthers) to clearly state, philo-

sophically, psychologically, and through curricular application, in-

formation on children who are not White and middle class.

‘There are areas within Teaching and Learning which could be

expanded upon to include discussions about race and sex rele-

vancy. For example, on page 102 there is an historical descrlptlon ’

of hpw materials (blackbeard, chalk, eraser, globes) were first in-

troduced in the classroom. The discussion traces how these and '

other materials became popular and -needed tools of mstructlon T

- The aims of these materials are described. as two-fold: “. . . [to]
1mpart information and to provoke thought.” Besides prov1dmg the .

aims of these materials the authors suggest that, “Several kinds of
resource materials-should be provided for students.” During these

discussions about materials the authors should have stated that
"materials should be multi-cultural and non-steredtyping for boys

and girls. The authors should also, have previded a rationale for

~ why teaching. materials should have these multl-cultural and non-

sex bias qua11t1es :

There .are six 1llustrat10ns in Teachmg and Learning. In only "

one,.a group scene, is there a. person from another racial group

other than White—a Black girl, The other illustrations show sex
-role stereotyping. For instance, there is an illustration of a boy

giving his report card to his father and the caption reads, “The

computer doesn’t like me,” while another illustratién is of a boy

having a man pour knowledge into his head by using a funnel. A -

third illustration is of a man watering a flower and the accom-
“ . . optimum growing - atmosphere for. the
student who, ultlmately, matures out of his own inner nature
[emphasrs added}” All of these illustrations involve males develop-
ing their minds. In contrast, there is an illustration of two little
girls walking from school. The c;ptxon reads, “All this education

‘seems so silly when what I really want to be is a belly dancer.” A

cute joke? No. The 1llustrat%on depicts . girl as not req'uiring
education (knowledge) to' perform what¥s essentially “women’s
work.” If such cartoons are to be used, then some comment should
be placed in the text telling the reader that they demonstrate a

- form of sex stereotyping. :
The Making of a Teachefk by Travers and Dillon, is about 4
‘teaching practices in the areas of problem solving, role acqulsltlon, g

communicating the role, acquiring affec 32(1 poise, and ‘self-control,

information on sex role stereotyping and ethnic and-culturally
different 7tudents. However, very little information on sex role
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stereotyping or ethnic’and cultural differences in students is in-
cluded. The book forgoes its golden oppprtumty to give futurie
“ teachers information on how to ehmmate sexism and racism:in
their attitudes and actions. .

It is interesting, however, to note that the book does make
several verbal references to minority group people. For example,
on page 35 Jane Smitl is beginning her work as a student teacher
in a racially mixed area. Mrs. Prior, on page 43, has a classroem.in
‘which the makeup “is about half blacks, half wh1tes, half boys and

“half glrls"’ Mrs. Acker, on page 65, teaches in a city in which

children are bussed, so she has White and Black students, middle
class and poor (I wonder which is which?). Mrs. Campbell, on page
60, teaches in the suburbs and has all White youngsters. Why this
distinction? Some minorities do live in the suburbs. These refer-
ences to minorities, however, have no specific purpose. They are
Just tossed in to provide “color” or make the book appear unbiased.

" It is unfortunate that the only minority group that Tra&rs and

‘Dillon actually make mentlon ‘of are Blacks. Where are"the Asian -
Americans, Native Americans, and Spanish-speaking Americans?

I feel that a book purporting to be about teacher practices
should provide scenarios describing events about ethnic and cul-
- turally different people occurring in different locales; and should -
have included in the areas of problem solving, communicating,
" understanding, behavioral science, and the art of teaching, situa-
. tions and problems of bussed ¢hildren and. non-bussed children in
the classroom, and the teacher’s relatlonshlp with each. There also

‘could have béen included.examples of positive experiences that are.

" happening i in racially mixed classroom, e.g., girls and boys of dif- .
ferent ethnic and cultural backgrounds learning to-work and play
together in harmony. This would have been yery beneﬁc1al for a
" student of education to read..

.There was one instance; however, when the author trled to
explore feelings between a student and a teacher from different
racial groups. In an illustration a Black boy and a White teacher

"’ are shown Workmg together. The authors cited four questions for

“discussion under the illustration: _

1. What is the teacher thmkmg and how dpes she feel about .
the student? - - e '

2. How does the student feel toward his teacher"

‘s 3. How would you handle yourself as the teacher in th1s situa-
tion? - . o
. ’ . R . //‘ -

' -/4. ‘How would thi.s,teacher remember.this momer’_nt? e

T
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The thirteen illustrations in the bopk all depict White people,
except for one Black ‘male student. Where are all those Black -
students from the “racially mlxed class” who were mentioned in
“The content? Nine of the thirteeh teachers illustrated are male.

Examples of sex role stereotyplng are very evident in The -
Making Of A Teacher. In one scenario that the author uses, Mrs.
. Prior’s pupils are described reading their books. The first story in-

~ their book is about Jane and Judy playing house. The next story is
» about Jack painting an astronaut. Once: again the girls and boys
are placed in-stereotyped roles. =~
Another example of stereotyplng wh1ch is just as.bad as show-
ing girls in domestic submissive roles is that of showing:boys as
being agg'resswe or -troublemakers. This kind of stereotyping is
evident in four pictures in this book. In two of the pictures boys
"are shown being disciplined. The other pictures show girls working
9 at their desks or sitting on a rug’listening to the teacher. ‘The
- authors provide questions utider the plctures for the reader to
~discuss. Two of the questlons are: . ¢, .

1. What is the. teacher th1nk1ng and how i is he feeling" toward
o this student? - .

2. What is the student th1nk1ng and feellng"

The author should have prov1ded additional questlons relatmg to .
sex role sfereotyping, for example : : e

o 1. How is a girl dlscxphned" and . . L

- 2. How would the teacher feel if the student belng dlsmphned
was a girl?- ;

Kevin Ryan and- James- Cooper, authors of Those Who Can,
- Teach, have described the purpose, of their book as one of answer- -
ing the question, “What are the things people beginning their
. formal study of education should do"” The book is divided into
' = three sections: Teachers,” “Schools,” and “The Real World.” There" -
are three or four chapters_ and subchapters in each of “the. three ’
sections. - Lo
" Of the six books that have been examlned for thls artlcle,
‘.Those Who Can, Teach is the.only book which has sexism ‘and sex
-, rolé stereotyping: listed in the Table of’ Contents Semsm is'in- -
‘cluded under the chapter headlng,' “What are the Tenslon Polnts
"in American Education?]
. After examlnlng bUOkSaWthh werga absolutely VOld of the sub v
ject of sexism, I eagerly turned toe the - sectflon on sex role

;l’"stereotypmg and began to read.¢1 was certalnly dﬁappomted when

wen il so oy
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1 realized that only-two pﬁages were devoted to this subject.;Fhe
content included such information as a brief discussion of*the
cbncern of feminists that sexism is perpetuated in the schools
through curricullum and curriculum materials, behavior expecta-‘
tions of boys and girls:in the classroom, aud the stereotypic at-
titudes and interactions teachers and counselors have with boys‘
and girls. Ryan and Cooper concluded their discussion on sexism__
by saying, “As you interact with young puplls and as you select
“and use’ mstryctlonal materials, your sen51t1v1ty to -this- problem
~will help determine the attitude of our future generations.” They
further add, “Hopefully, educators will’lead in efforts tosevaluate
school policies, curriculum and practices with regard to sex bias
and will eliminate sexist dlscrlmmatlons J :
Sexism and sex role stereotyping are 1mportant issues in edu-
' cation. It would seem, therefore, that this area would warrant
additions and expansions. For example, Ryan and Cooper could °
have expanded the’ historical description “You’'ve come a long way,
teacher!” on pagé 304 by mcludmg information on sex role
stereotyping of boys and girls in the past. The authors devote one -
paragraph to textbook stereotyping. I think, it would be important
.to include a discussion of sexism and sex role stereotyping in the .
curriculum and pupil-teacher interaction in the classroom. .*+
-It’s good that an entire section was devoted to sexism, but to
.~ - be really effective séx role stereotyping and. its relatlonshlp\ to
L schoolmg should be integrated ‘throughout the book. This, how- :
.+ ever, does not happen. For example, sexism could have been dis-
* " cussed in some of the scenarios, in discussion of the #chool and -
classroom -environment, and in the section on interaction analysis '
(the teacher might discover she/he calls on one sex more than
..another). Finally, the authors should take an approach on sex b1as
.+ that.is more firm than “hopefully” in their third edition.
‘In_comparison to the two pages on sexism, Ryan and Cooper
< devoted thirteen pages to teaching children of minority groups. B
~. Most of the discussion centers around Black students, with some
ment1on of Chicand and Puerto Rican students, and only a little
dlscussmn on Asian and Native American students. My conversa-
tions w1th Spanish, Native Amerlcan, and Asian American pedple
_ confirm the annoyance they feel by. being discussed so briefly or
being totally omitted from the texts. Such texts, devoted primarily
to discussions of Black and;White people, C(Ramly do httle to
o 1eﬂecﬁ: the multi-eultural natu;ce of our society. - DR
o Tssues dealing with minorities are discussed in separate sec-
_'tnor'ns——busmg, desegregation, bilingual educatlon—as well as being °
e mteo’rated in many other parts of the text ie, case studles of
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teachers workmg in the inner city..These case studies, however,

were always of Whlte teachers learning how to cope with minority -

childyen. Does this mean that minority teachers don’t have any
" problems? It does seem as if Those Who Can, Teach is written from
the White teacher’s perspectlve‘ and that. the maJor1ty of the
issues seem To deal with Blacks and Whites.

One .of the few references to Native Americans is on page 87
where, while advisihg teachers against being overly strict or aloof,
the authors state, “Also one might begm to believe that a quiet
class is a good class,” ‘educations version of “the only good Indian
is a dead Indian.” Of all the examples that could have been given
one wonders why the authors_would have. chosen a racist state-
ment.

There are ﬁfty-two 1llustratlons of cartoons and photog'raphs
in the text. The breakdown of people in the 1llustratlons is as

follows — , . v
' ' Photographs v
Boys . ; . Men Girls Women
45 White 33 White " - 4’5_) White . 26 White
" 5Black - . .. - 1Black . 7 Black- 1Black -
2 Spamsh-speakmg . ~ 1Asian 1 Asian
1 Indianor - o ‘ ' c
Spanish-speaking™ R
, . lAsian- :
7 T VBT - 28
. , Cartoons A
"Boys - . . ~ Men . Girls Women
10 White ~ 2White . 9 White . 2 White
2 Black . ' .
T R J N

A glance at the chart reveals that the 1llustratlbns (photo-
g'raphs and cartoons) in this book depict a unicultural society. An

examination also revealed that there are only three minority
teachers p1ctured in the entire text. Relative-to sex biases, the °
.- author provided a better balance 1nv,the illustrations: 102 men and -

~ boys and 96 women and girls.
- A statement by Ryan a,fld Cooper prov1des the words, con-

%?--fcermng race and sex bias in teacher preparation matenals, that
should be expressed to.authors who write !qzeacher preparation -

materials, to publishers who print teacher prieparation materials,

and to professors who use teacher preparation materials: “Re-

member, if you're not part of the solution, you're part of the
problem L - B .
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¢~ Conclusions
If the teacher preparatlon materials examlned above repre-
sent the state of the art of material relative to ethnic and cultural
b{nses and sex role stereotyplngz it is clearly evident that teacher '
preparation materials are inadequate. All of the materlals ex-
-amined need to be “corrected” before they are used in teacher
training institutions. It is disgraceful that we are preparing -
w teachers to teach in'a multl-cultural oclety uslng' materials that
are mostly unicultural. -
: We cannot assume also that obhque references and discussions
' about children from different ‘ethnic and cultural groups will en-
able teachers to develop the skills, attitudes, and behaviors to
" teach in a multi-cultural society. Furthermore, we cannot assume
that professors of educatlon will modify or supplement the existing
bias in teacher preparatlon materials with more yelevant material,
or that they will institute meaningful dlSCllSSlO;;S in the area of ™
ethnie, cultural, and sex biases. Teacher preparatlon materials
~ must be unb1ased from conceptlon
Recommendatlons g . ' o ®
I ‘would like to mcomend the followmg suggestlons be used
-~~~ "to help eliminate biases in teacher preparatlon materlals. o

1. College and' universities and pubhshers should estabhsh a
T "“‘crlterla for selectlng materials. ’_ v . : S

2. Illustrations, photographs, cartoons, etc used in teacher
training ‘materials should . reflect -the multl-cu]tural nature
of our society

about minority groups and male and females

teacher interaction with. children frorh various ethnic and
cultural groups, and both boys and girls.

5. The content—where apphcable—should discuss teacher at-
titudes and expectations toward both girls and boys of d1f-»
. ferent cultural and ethnic backgrounds '

T 6 ‘The content—where appllcable—should expllcltly explaln )
., “ how the curriculum and.curriculum materials.of the class-
lonmﬁanb&madeqelevantandmon—stereotypl&— - i

7. Materials, written by minority group people and women in’

. areas other than racial and sex bias should ‘be sought and " ‘

g utlhzed ' - ( I

. The content—where apphcable—should discuss puﬁt}/)

e

. The content—where appllcable—should 1nclude ‘information




' Student/Intern Involvement
-in Performance-Based,
| Multi-Cultural
Teacher Education

" Luan H. Ferrin, Director
Teacher Corps, ‘Weber State Collegevgr .

- Darlene Howell, Teacher
Former Intern, Seventh Cycle Teacher Corps Program

‘ Catherme Sandoval, Teacher
- Former Intem,'Seventh Cycle Teacher Corps Program

[y . . I

Ferrin, Howell, and Sandoval feel that a student should ha'ue
the right to select an educational program that is compatible, as
nearly as possible, with lisiher own philosophy. They discuss oppor-

. tunities for students in a pe’rfm'mancefba,sed teacher education pro-
gram. Namely, students are helped in the following ways: (1) to
- better identify the type of program offered by a particular institu-
tion; (2) to provide input regarding program objectives; (3) to iden-
tify and develop a learning style; (4) to define what is and was
- learned; and (5) to understand the growmg needs of a multi-
: cultuml soczety o
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Selectmg a trainmg program.

Much has been said recently about the student’s role in
his/her own education. Those who favor student involvement
maintain that studehts have the right to give input irfto both the

~ development of educational programs and the practices that . are.

used for their education. Those who oppose this approach maintain
that students cannot pessibly outline their own programs because

. ‘they don’t have the.experience or perspectlve to do so: Without

supporting either of these positions, we do maintain that students

should have the right to select an educational program that is

compatible, as nearly as possible, with their own- phllosophy A
Traditionally the selection of a training program has bggn

\(%r'gcult' The procedure has usually been to request a catalog from
a

iven university which contained a listing of the required or . --

suggested courses. However, to discover what each of the courses

'mlght contain or contribute has usually not ‘been possible, at best, .

until the first day of class, and sometimes not until the final

- examination. More discouraging still has been the fact that in
some schools, deans and even department heads have been ignor-

ant concerning the contents of programs beyond the eourse num-

..-—bering -and -catalog’ descriptions. Faculties have known that pro-

- admission. In traditional departments oné of the major sc¢

spective teachers have been exposed to a series of courses; but‘ only

.the professors who taught the course have known the contents.

In performance-based teacher education programs (P TE), the -

A(‘s.tudent has an entlrely different opportunity. The objectives for
the total trammg sequences are visible. The philosophy of the

program is outlined not only by a’general statement, but by every

_ competency that a student is expected to achieve. Prospective . “

students can .examine a total program and weigh: the s{:rengths

and weaknesses as they perceive them. Through a wisgble program *
the student is aided in selectmg a training’ s . which best’
fits hls/her personal philosophy. . . . ‘

Y

Admlssmn

Once a student has selected a program, hls/her next cc;zcern is:-
enings
of prospective teachers has been at the entrance level. Tests at-

tempting to measure personality, embotional §tab1hty, academic po-

" ‘tential, and achievement levels have beeq used in varying combi-’

wll Toxt Provided by ERIC
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“have been few check pdints to determine his/her progress
" beconfing a teacher. The .check- pomts that had been iden

nations.. Once the student has been selected for admlssmn there
ward

werel often ABC ’é"rades, whlch in many iristances, measured

9
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student’s ablhty to read and take a test or two wmt’e a research

~ Daper. . . _
- Although performance-based programs have: not completely ’

eliminated, admission procedures, the enmphasis 'is more on exit
competenmes Competencies determined as important for a teacher
to possess become. the standard for, progress. The student in train-

ing to become a teacher must demonstraté his/her ability to -
achieve - this competency at, or above, the level determined as

acceptable The-alternative to reaching the acceptable level is not
to receive an average or lower grade, but to recycle (répeat the

" learping ‘activity or an alternate) until the competency has been - '

attained. By actually doing many of the tasks expected of teachers
during the training sequence, the student trainee can fnore readlly
assess h1s/her interest to- contlnue in the profession.

Student feedback

Tradltlonally feedback from students about a tra1n1ng se- .
quence has been in the form of a complaint about a glven profes-
- sor. Statements protesting “a dry presentation,” “poorlv "defined

expectations,” “irrelevant material,” and “testing not related to

. coyirse material” have often been reglstered at the administyative

n

" level. It has been extremely difficult to be responsive to feedback

of this nature. The professor could be confronted with the problem,
but his/her ability to lecture or write tests has not been easy to
change even when feedback has been consldered acceptable. At
times the course content .and methodology have been defended on
the grounds of academic freedom.

In a performance-based program, it is relat1vely easy to re-

spond to a student complaint. /The concern, instead of being‘a
professor, is usualy an objecfive or a learning activity. If an

" objective is consideied 1rrelevant by a student,-it -can easily be
" weighed by an individual faculty mem‘t(er or, if necessary, by a

de artment faculty. If the combined professmnal Jjudgment of a

/faculty suggests retention of the objective, the student knows that

he/she has Been heard and that combined professmnal _]udg'menf
has decreed the importance of the objective. ‘If the objective has

,been "shown . to be irrelevant, the objective can be changed without -
_changlng faculty ‘members. Investigations into ‘zontent and

°methodology of.. tradltlonai courses have often come down to per-

. sonalrtles.

‘In thé ‘area of learmng experlences> students can be given
great freedom to. use their own learning styles and ideas)in reach-

ing an objective. The competency, not the way it is reached be-.

comes the important element of a PBTE rogram. If a student can

'l s /,.96“ f 8.5‘
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ach1eve a competency usmg a procedure or actlvxty other’ than :

. "~ that suggested by the professor, and with no apparent harm to the
program, creativity is enhanced in 'the student. Students might

" into the program,

Testing in a performance~based program can be much more .
relevant. Either a ‘performance check-out or a papeér and pencil -

test is based on objectives. If the chéck-out is properly- designed.
_ and a student cannot achieve the level of expectation, then either
, the learning experiences or the student’s approach to them must

! " be: examined. If paper and pencll tests are used to determine
: cog'mt.lve achievement, than again, questlons can be geared to the

obJectlves 1dent1f1ed rather than lecture notes and general read-
ings. It is eas1er to respond to student feedback in a competency-
based program because the problem can more easily be identified
_and program. elements, not personaht1es, become the objects of
change.

) Pnogram flexlblhty v, o : "

Some cr1t1cs of the competency-based movement suggest that
_ it is dehumanizing, Five years experlence in a competency-based
‘program at Weber State College have convinced both students and

faculty that‘this ‘does, not have to be so. In traditiorial courses .

" -students had béen locked -into a time fx:g@e, given rather specific

requirements, and required to ieet two, three, or five times per .

week for a lecture-or discussion. The only’ humane aspect of this
arrangement was. the relationships which* were, established -be-

T, tween some professors and some students. class was large. or
- e whole quarter couId pass -

if the professor was not “mchne\d“
* «~without his/her knowing any student by name.
In the competency-based program at Weber State College,‘lm

dividual students or. groups of students can schedule to meet a

" - faculty miember whenever - they determine a need. During that
+ appointment they build a personal relationship in addition to-
working on their ‘problem. It has been found that professors do not’

have to be the ¢enter of learning. Students may also rely on fellow - »

students, public' school educators; and’staff* personnel. -

o o

and faculty in the CBTE program, since the - -grading -system has

been changed from ABC’s to credit (CR) or no credit (NC). The '
- focus is no lbnger on getting the A, but now is directed ‘toward -

achlevmg the competency. Where, faculty members. used to.con-

trive ‘ways: of separatmg students into the ABC categories, the .

en{pha51s now is helpmg them to reach the1r goals Professf)rs

wll Toxt Provided by ERIC
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even suggest ways to reach objectives that faculty can 1ncorporate ,

A much different learning atmosphere exists between students ‘
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achleve a competency.
Some educators
dents will not be
petency-b sed pro am ’i‘hls program permlts 3 more capable stu- -
dent t‘tﬁnple y the basw professional, courses in a nfuch shorter
- time frmme, thu: im/k
as readmg,
expe ences. The program favors a student
self-directed and does m¥ch to. place ’che,
]YQBPOIISI hty '61' educgtion on the student. Having this responsi-
%lllty, ) uden $/ oft,en o0 a better _]ob of enriching their studies than
/ , l by the hand in a ‘weekly. class session by a
nber. P rformance—baSed teacher educ&tlon adds a flex-

' ihat you know "

t some t1me in their career most educators ponder—-“What

/ /sional., Cdr
' “They know what they know," was a comment made by an
-/ admlmstrator about a- teacher trained in a competency -based
" program. It seems that this is a very important aspect of a CBTE -
- Program. First of all, it allows a teacher to move with confidence
into, the &reas where his/Her competency has been demonstrated.
- Secondly,- it establishes a framework for continuing.the educa- .
tional nrocess. By working to enhance areas not emphaslzed n the -~
preservice educatiori, a new teacher can organizé a program of
. co tinued improvement."

The competency-based program ties apphcatlon very closely to ,
theory. It is necessary to -demonstrate real teaching skills; th LT
many .hours are spent working with pubhc school teachers an ».f )
children in the classroom even before student' teachmg en [

.. students trained in the competency-based approach become- certi-
fied teachers, the gap between theory and practlce seems to be

] lessened. They move forWard with confidence because they know
/ " what they can do. :

2 . v
v

The student and multl-cultural educatlon T, | .'

‘ Dlagnosmg needs — Students training to be teachers at Weber
Stat( College today ‘have heard much said "about the need for.

Q .
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Black studies or Chicano studies and history. Native Americans -
. and Oriental Americans easily substahtiate wrongs perpetrated on -
“their groups. The “suppression of women” and the- “culture bf
poverty” have been frequent subjects for debates, lectures, and *

conferences, both inside and outside the classroom

, At times students reacted to the concern for. a multl-cultural o

society as someong-else’s program. Even some students in teacher .
‘education couldn’t.see the relevancy to the classroom.

As Teacher Corps interns at Weber State College entered the

inner-city schools and commenced tedching children from many

. varying -cultural backgrounds; it became immediately evident that

learning needs couldn’t be'diagnosed on the basis .of majority

American assumptions, If interns were goingl to determine the °

learning needs of chi ;i‘ren from varying cultural backg'rounds,

" they had to understand the culture from which they came. The
. interns realized very early that every chlld really has a different .
. culture, but that studying the cultures of groups involved helped
to develop a frame of reference from whxch 1nd1v1dua1 needs could.
be ‘met. v T

Competency-based teacher.education programs cane play a

“‘major role in helping teachers determine what cultural .elements

must be understood to enable them to be responsive to the child

: from the minority cultures. Educators now generally realize t_hat

it is‘as 1mportant to know the cultural patterns that exispgin a

child’s life as it is to understand how he/she learns’ mathematics.

As educators 1dent1fy and become more proﬁclent in diagnosing -
with. an ‘awareness of cultural background, we also become aware .
_ that there are many children in the pubhc school classrooms who |
have varying degrees of mental, emotional, and physmal hand-'
icaps. Qur- -multi-cultural understanding must also. grow o include

~all c}Qldren if we truly diagndze educational needs. ' - ‘

Prescrlbmg arr educational program — In- competehcy-based

,prog'rams, when objectives have been.set and competenc1es¢den—

tifiéd, it is essential that learning activities be identified to help
reach these objectives. In many programs these prescnptlons are
woefully lacking and in othets totally non-existent. :

One of the services that students in education can provide is

constant feedback to their teacher training institution on the need

for new objectives. If the program does not include competencies

in multi-cultural eduication, students should eall the deficiengy to -

the attention of the faculty and thén offer input, to heIp bu11d a

" program.

- - As yet, rnany learning experlences especxally approprlate for
w’orkmg in the  multi-cultural settmg are not w1dely diffused. All"

D




who have expertise in specafic cultures have a great contrlbutlon‘
to make to the total field of education and hopefully will share
these ideas from thelr “prescrlptlon bank” with the professu_)n' asa
whole. : <

v .

Students as 1nd1v1duals and as a g'roup have much to contrlb-

. ute to education today. Competency—b‘ased educatlon prog'rams
. have the potential to help the student to:_

. L Bettet identify ‘the k1nd of prog'ram offered by a given
institution o : o .
2. Give 1nppt Qn program objectiv'e_s. .
8. Identify and develop a 'lenrning s'tyle;
4. Define what is,and was learned '
- 5 Be sen:-',itlve to the, growing needs of a multl-cultural somety

If we can contlnue to develop and refine the competency-based'
~approach, the potential .of raising education to a higher profes-

smnal level seems within reach. This task éhould be the respons;- T

bility of all connected W1th education.

v
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T . The Intern:

o \Ma,k'i‘ng'Décisiohs About -
' '+ Education Programs

"' - With A Multi-Cultural Focus

T “ . Bernice Taylor

s o KT Teacher Corps Intern

T _ Norfolk.State:College
- S B  Norfolk, Virginia

?
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_Input from intems'Ashoulql' be eseential when design'iny and
implementing teacher education programs, if multi-cultural educa- .
tion is to become a magor thrugt, according to Bernice Taylor. She, .

. like so many others, feels that teachei education programs are
" becoming concerned with individual needs of ‘teacher-trainees and
. with the trend toward cultural pluralism. Individualization and

personalizationi of instruttion are two important elements of a

' PBTE program. These elements are relevant to multi-cultural edu-

cation: and also give interns another dimension. Interns can prove

" valuable in decision-making, particularly regarding instructional .
_design and curriculum content of programs which would adhere to
" a multi-Gultural concept of education. Their feedback also can pro--
wide evaluation of success or fuilure aof strategies used for multi-
" cultural education programs. o

-’ Lo
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,Much has been wrltten -abpout the need for a new approach to
teacher education. A great deal of the written discussion has cen-
tered around either descriptive research and/or the opinions of -
public school educators, researchérs in higher educatlon, and 2

.,tramens of teachers. Very seldom- has the teacher-t,ramee, one’ of.

the’ persons perhaps most (affected by the approach td\teacher

“education, been cons1dered as a s1gn1ﬁcant contributor to this dis-

" cussion. The .teacher-trainee, known also as a student-teacher or

intern, is. in the begmnmg stages of professional growth. This
phase of his/her preparatlon is characterized by observatmn, par-
ticipation in college classes, simulated classrpom activitigs, small

- " group learning activities, "and learning expemences in the real

-

world of the child. . s . S,
An intern is .an md1v1dual with a spemfic cu],tural social, -

. economic, and educational background which determines, to a

large extent, the effectiveness of‘the educational program provided
for him/her. An intern is‘also gn individual who is involved in the
‘education of children who are culturallyrsomally, and econdm1cally

. different. Both the differences in the intern and the.differences in

the children in the classroom musi#sbe considered in formulating -

‘the goals and obSectlves of the educational program we design for'

" teacher and pupil growth. An intern, because of hls/heﬁ own dif-

ferences and the differences of the children in the classroom

- should have some respongibility for designing and implementing

educational processes which affect ‘his/her g'rowth and develop-

“ment and that of chrldren
. C B
™ : v \ “ 3

Teacher educatlon programs S

R

Teacher education prog'rams trad1t10nally have provided one
method of attaining specified goals and a prespecified content de-
signed for all. The content and the instructional system have been
designed for the teacher-trainee without concern for individual-
differences in background and learning styles. Movements such as
performance-based teacher education (PBTE) have now caused

" colleges and Universities to reexamine their instructional pro- .
grams and . the respons1b111ty they have for meeting the individual

" needs of- teacher-tramees With this type of an approach, the role

' caused educators to, alsb reexamme the curriculum and the m-

of the intern takes on an added dimension. .

A further concern of teacher education programs is the trend
in some segments of society toward acceptance of the “cultural
plurahsm” theory rather thtan the “melting pot’/ theory. This has

y - . . —
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strudetion in our schools, spec1ﬁcally in terms of how they affect the

+ learning and development of culturally different ch;ldren Out ‘of. -

‘this reexamination has emerged a philosophy of multi-cultural -

education which values cnltural pluralism, recognizes cultural di-"
versity, and affirms the value -of preserving and extendmg cultural

differences. - '

"~ |-Within this framework of mult1-cultural leducat1on, The Ameri:
can Association of Colleges for Teacher Education (A.ACI‘E) has

. adolg__d a.position thh four major thrusts:: '

1.,The teaching of values which support cultural d1vers1ty and-

" individual un1queness, o B ‘ "; r
2 The encouragement of the qualitative expansion of ex1st1ng'
ethnic cultures and their incorporation into the mainstream

of Amerlcan soc1oeconom1c and politieal life; - - S8

37 The support of exploration in alternat1ve and emerg'mg l1fe
styles and

) 4. The encouragement of tﬁult1-cultural1sm, mult1—l1ngual1sm, ’
. and mult1-d1alect1sm 1 T . -

To educate teachers to operate in a culturally plural1st1c soc1ety,
un1vérs1t1es ‘and colleges must do more ‘than reexamine their
: phllosoph1es ‘They have a responsibility to: provide ‘learning. ex-. .
‘periences for teachers in training that will. be ‘consistent with the
‘major thrusts of multi-cultural gducation.? .
Two of the mo 1mportant elements of a PBTE prog'ram,
~ .which are rele.vant lt% the major thrusts of multi-cultural. educa-
- tion, are: 1nd1v1dual1zat1on and personal1zat1on of instruction. Indi-
. vidualization “refers generally to the. provision of eptions in learn- .
-ing experiences at different rates and in different sequences, ete.” }
The implementation of this procedure directly addresses itself to .,
the first and fourth thrusts. ‘Personalization, on the other hand,
. "“assumes in addition [to individualization] an’ opportun1ty to
negotiate that whlclfus teﬂien from a program, to assess continu- -
ohsly the relevance or meanmg of that wh1ch is being taken, and

b“No One Model Amemcan," Journal of Teacher Educatwn, Vol 24 No 4 (Wmter

1973): 264.
. 2Gwendol C Baker, “Multlcultural Trammg for Student Teachers," Jou'rnal of
. . Teacher Dducation, Vol. 24, No. 4 (Winter 1973): §06 o
3H. Del Schalock and J. Garrison, “The Personalization -of Teacher Education
Programs,” in New Directions in Teacher Education: Problems and Prospects for -
the Degades Ahead (unpubhs;hed manuscnpt), 2. 35, quoted in Howard L. Jones,
“Implementation of Programs,” in, W. Robert Houston .and Robert B. Howsam,
eds,, Competency-Based Teacher ‘Education: Progress, Problems, and Prospects
) (Chlcago Science Research Associates, 1972), p 133.




f to increase understandmg of one’s self so that _]udgments as tokt
~ends and the selection of means can’be done with as much s
sitivity as possible.” The implementation of th1s procedure is the :

The intern S T _ RS

key to the secoqd and third thrust§ ' Lo

' Sinee 1t is evident’ that PBTE 1s£an avenue for multl-cultural
educatlon, a major questmp should b

Other questions may be: =
Should the mtern ave. mput in the’ PB\TE programs, and 1f 80,

“how.much mput and what kind? 5
- Are interns (.apable of makmg decmons about what they
s'hould or need to learn? +

Are interns who can and do give input in designing multl- '

_chltural-education programs\eally change agents?
Input — Because of the nature of the performancg-based

- teacher education system; interns are ‘supposedly” involved in the .
" planning and development of program “instruction. They share in

the planning of the content and ins ictional design, in the deci-

sion made about performance to- be mastered, and the criteria to

be used'in assessmg these performances| The intern also plays an

actlve role in the mpanagement and evalyation of the program.
This is calléd “total mput ” Of course, tota] input from the intern _
" . _in all facets of PBTE is valuable only if thi mput actually causes'_

change,
- In reality though total input becom,e§ an unattainable goal
the development of”

when interns are.not selected early enaugh i
the program to participate in the specific tion of ‘objectives,. ete.
And, broad based decision-making becomes only a ‘written goal

’ when mterns are inyvited to give mp t only when there is d

“crisis.”

- In PBTE. programs, it is deslrable t6 have’ mterns make deci-
sions about the instructional design of the1r programs and ‘the
content of the cumculum Of course,- it is assumed that interns
who are aware of and securesin their ewn 1dent1ty, and-who show
a willingness to extend to others the.same respect and rights that
they enjoy themselves, are probably. more competent in makmg
decisions as to the kinds of content and the types of instrictional

strategies that adhere ta the multi-cultural concept of education
~than interns who have been d1rected in every aspect of their

professional g'rowth

Abid o~ - ‘ : S,
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Given the multi-dimensions -
of an intérn, what is his/her role in assurmg that -performance-
based teacher education has a multl-cultm:al educat1on thrusﬁ" :



o

_ponent- which allow the interns to develop a belief in “unity with

f TR ) *

: On the other hand, if mterns are not aware’ﬁ these ,basm . )
“goals of an educatlon program which promotes “cultural

pluralism,” then it' is the responsxblhty of the teacher tralnmg
program to provxde those experiences-within its instructional com- .-

diversity.” This means provxdmg within the interns’ program for a
change in attitudes and beliefs, an accomplishment which cannot

. result simply from a multl-cultural or human relations component
‘or an addendum to an already established curriculum. Rather, the
‘thrusts of multi-cultural education bgcome ‘the generic goals and . -

objectives Wthh underly the entfm'e cumculum of each yof the-

interns.

Personal responsxblhty ‘One of the. concerns of PB'FE design-
ers, whatever the focus, is that such an approach requires more
work and more self-management on the part of interns than do
the’ conventional teacher education systems. It is a legltlmate con-
cern, in that. many interns have not been able to cope with either
the “freedom”,allotted the individual student or the management

o of time necessary for success. However} ‘these-problems do lessen
_as interns are given’ more opportunities for development (mth

guidance) and as.the goals become clearly established and the
_decision about the options.becomes the pers\i)nal responsxblhty of
the individual.

Of course, in reahty we m11st adrmt that there are some in-
terns who, because of individual differences, will not _adjust to a
systemic instructional design such as PBTE. Ignormg this fact
defeats thé very purpose of PBTE design and the major concepts

; underlymg multl-cul’tural education.

Fe_edb’ack mechamsm — The intern in “the real world of the
child”—the school classroom—has an’ opportunity to make deci~
stons concemmg another a;apéct of teacher edueation programs.

- This aspect has to do with evaluation—where the intern is in a

viable position to serve as a “feedback mechanisin” Inr fact the -
feedback from the intern can provide for constant ‘evaluation of

~the success of strategies used for multi-cultural education pro-

grams. This is_an opportunity to make decisions about the effec- -
tiveness and ineffectiveness of Jprograin objectives. In other words,
interns may decide what works or does not work with children in
thé classroom. From these decisions suggestlons for remediation of

~ unanswered needs cafl be made aid workable strategies;and tech- .
_niques can be employed in further planning. The intern is also

able to note the be'havxoral effects of materials used with children
in-the classroom. Of c¢durse, it is possible for the intern to evalu-’
ate the material if some criteria has been established as to a -

A
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'rnﬁlti-'cultural- standard and is part of t tEacher .edilcation_com-

ponents As B. Othanel Smith has noted, ™. . . a program that does
not prepare [teachers] t6 ekxamine the b1ases on instructional
methods and to select subject matter as far as poss1ble to all in-
“terests and-groups is inadequate.”s T '

The, content and ava1lab111ty of matenals can be'a probfem for "
1nterns commltted to multi-cultural- educat1on. ‘They must be’

aware that the content of books, supplementary texts, and teach-

" ing'materials have become as they ‘are primarily as a conseqience

4

of what publishers have believed they could sell. Certain racial and

ethni¢ minorities have, until very recently,; been. overlooked "or -
m1srepresented Many of these materials even give distorted

po1nts ‘of view about: m1nor1ty groups. Thus, all learmng materials

that are used-in PBTE programs committéd to multi-cultural edu-’

~cation should. accurately represent ethini¢ minorities, so as to.im-

plement the concept of cultural pluralism through multi-cultural -

.. education: If not, the intern should insist that the library or in-

.

. prejudices before they can ever expect to alter’ the knowledge,-
- behavior, and attitudes of children. Being a change agent, in other\-l
words; is not totally in the hands of the intern, for they are to

struct1onal materials center w1th1n the educatlonal institution$

,include a variety of materials that at least represent the cultural

and racial diversities of that community. i

Change agénts — In attempting to Thstitute new ideas and -

materials that stress diversity and individual respect interns may
-encounter some resistgnce. The .intern must also be cognizant of
the labels often attached to professional trainees who seek t¢

become change agents of curriculum-materials ,and 1nstruct1bnal Y

strategles used: They are often called “too pushy’l wr “radicals.”

In many teacher edueation programs and local school systems,_ '

there is_often rejection of such concepts ‘as cultural pluralism,

1nd1v1dual1zat1on, and personalization of instruction wh‘en they

eaten existing beliefs about children and about learnifig: In-
terns, however, must be taught to cope with these already ex1st1ng

some extent de]Qndent upon' the support.of the faculty, adminis-

\trators, and commumtya persons. Thus, much.of the teacher prep- .
" aration stage is providing experiences which allow students to-

come face-to-face with situations which are resistant to thange. -

- Becoming “change agents” in teacher education prog'rams'_-
that include multi-cultural education as its focus may bring much
frustration, especially in terms of certification stahdards.'When ./ .

certiﬁcation requirements are tightly controlled as evident in some

i',[l{c
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5B, Othdanel Smith, Teachers for the -Real World (Washington, DsC.: Amencan
Assocmtlon of Colleges for Teacher Eduication, 1969), p 134
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states, the 1nput of 1nterns is only accepta'ble 1f and when the1r '

decisions about change in teacher education and the preparatlon

needed for culturally diverse childfen coincide. with the predeter- ‘

mlned structuye of state certlﬁcatlon standards. )
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Conclusmn Ch e o . e

ﬂ

> Wlthln any teacher educat19n program but especlally w1th1n
: PBTE programs,-iriterns who believe in thte right to cultural diver-
B s1ty have a responsibility for developlng, implementing, and
evaluatlng multi-cultural education. Spe—?ﬁcally, interns must be
sure that the colleges, universities, and school systems provide for

" individual differences ifi materials used, the curriculum des1gned :

~ and the instructional procedntEs practiced"They must also bé sure.
"that the 1nstruct10nal institutions provide for development of at-
titudes and beliefs about cultural groups compatlble with the

major thrusts of multi-cultural education, and that the institutions
. are aware of the cultural diversity of their learners In addition,
they muyst be sure that the institution in,no"way sets up barriers
to syecessful attainment of school ob_]ectn/

‘tives of students, either overtiy or coverbly.

Interns must also be cognizant of" the stafﬁng pohcles In
other words, institutions ‘and/or schoo systems committed to
multi-cultural eddcation should be representatlve in their hiring of
‘ multl-enthmc and multi-racial faculty and Et‘aff And, within institu-

tions' and/or school dlStrlCtS where there are less culturally diverse

populatlons, efforts must be made to include multi-cultural educa-

tion in the 1teach1ng-1earmng process, us1ng real as i}vell as vicar-
, lous experiences. . P

The intern should'not rem’mn a passive receiver, but should be

an active dec1s1on-maker and change agent This active involve-

. ‘ment of the jntern in educational experlences not only affects the .

. way he/éhe perceives himself/herself but alsd the intern “perceives
the cultural and e'thmc d1vers1ty of the many ch11dren he/sh&' will
teach . s ) . . .

: : o . .
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| tl’, - Answering tl'nge Qdestio"n f
. —1T1s “It” Any Good?~—

;f .-" "The Role of Evaluation |

. . in Multi-Cultural Education
. . = Through Competency-Based
. - Teacher Education

' Thomas A. Romberg

" Professor, School of Education

"‘\Unive'rsity of Wisconsin-Madison
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Thomias A. Rowherg outlines evaluatibn prpcedures used to
determine .the worth or quality of wiaterials produced for multi-
culturat education. He identifies three stages of development
- procesges: (1) product design stage, (2) product creation stage, and
o~ (3) product implementation stage, Needs assessment, success proba-
\' *bility, and priovity designation wre discussed as the criteria for
design_ e;valuatz'on. He latér discusses the criteria for product-
 creation evaluation which include: content ‘quality, intended per-

~  formance outcomes, unintended performance outcomes, causal rela- .

) tionships, and support services. According to Romberg, only when
+  these criteria are met does a product warrant” consideration for .

+ implementation. - 3 A R
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Introductlon e B M

tance of reachmg this objective caﬁ’not be denied. For teacher
Yeducation this implies teachers must be trained or retrained so

differing cultural backgrounds. Clearly, to do this new instrue-

- tional materials and techniques must be produced. Complementmg
the “work of producing mnew products the question—Is “it” any
good’~ must be asked and answered. The procedures:used to ask
~and answe‘i' this - guestion at varlous stages of development are

) evaluatlon procedures. . - .

- The purpose “of this paper is to~ provilfeﬁan outllne of the
.evaluation procedures that can be used to det%!'mme the wortfor
quahty of materials produced for multi-cultural & ucatlon‘ This is

ing what questions must b&answered by idenlgfying y who answers

evidence to help answer the questlons

- . uses “o judge or determine the worth or q@jty of.”2 The referent

developed for multi-cultural teacher education.

~ inventing parts and putting them together to form some product.
Three basie- stages of the. development process, are: (1) product
des1gn, (©@): product creatlon, and (3) product. implementation. In
addition, there is an 1terat10n loop for each stage (see figure 1).

developer to that stage, prior stages, or to termination of develop-

as having been adequately evaluated

" Product destgn-evaluatlon

What questlons are to be answered? In order to determme 1f

" tion of Colleges for Teacher Education, 1974), p. iii. . :
2 Webster’s New World, Dwtwnary, 2nd college ed., s.v. “evaluatlon »-

[l{cwé R & 4169
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’ The ultlmate ob,]ectlve of muftl-eultural educatlop s the de- _
T sign and implementation of a culturally pluralistic currlculum ‘
' which will agcurately represent our diverse society.”! The impor- -

that they are familiar with the diverse aspects of our pluralistic '
.society, and thdy are able to react to and work with students of -

“accomplished -by identifying three prodiiction % S, by consider-
those questions, and by suggesting methods to ‘be used to gather s
For this chapter, “evaluation” is defined as the procedures one

‘of evaluation is a* “product. » For this chapter products are cur-. -
r1culum materlals, modules, instructional procedures, etc belng

‘The term “development” refers to an eng'meermg process of

Judgments must be made at each stage about the quality of the
produict. If the decision is yes, it is-“good” quality, the developer .-
goes to the next stage. If the' decision issno, the loop returns-the" -

ment. It is only after the last stage that a product can be certlﬁed :

-1W, L, Smith, I‘oreward to Multhdtuml Education Through Competencz/ Based.
" Teacher Education, ed., William A. Hunter (Washington, D.C.: Amemcan Assocla- -

-
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. the deslgn for a product is “good” three questlons must be ans-

wered:

LY

-1 Is there a need for the product"

-2 Is there a reasonable probablhty that the product bemg
cons;dered will fulﬁll that need" v .

- 8. Among other products what prlomty does this product
! ha\“re"

A ¥ Need —_— The need for a product may be démonistrated at ene .
or more of the following levels: a genume need exists, a defensible.
-want exnsts, ‘a practical tra1n1ng need. can be fulfilled,” and the -
prgduct is_marketable. Demonstratmg that a genuine need exists
involves gatherxng evidence that- surv1val health, or some. other

defensible end is not now being adequately serviced.? Few. products -

o

. developed for multi-cultural competency—based teacher education -
, are likely to fulfill such a genuine néed. Not becduse genume
.# " needs do not exist, but because we lack knowledge about what is
~ genuine. For example, in spite of vast rhetoric about teachmg
competencles there is no evidence to suggest that any one compe-

‘tency is genuinely needed.* Prospectlve teachdrs hkely can survive

" without most specified competencies.

*  ‘identified a weaker alternative to genuine needs: namely, defensi- .
‘“ble wants.’ *In the absence of irrefutable evidence that a genuine
_“need exxsts, a new product must be wanted and that want argued
for in' terms of possible significance. This is clearly the case with

, most teaching . competencies. The need to develop 1nstruct10nal
. +modules related to. teaching skills can be and has begn. operation-
ally _]ustlﬁed even though the specific skill as yet has not been

~ demonstrated as geriuine. .

A third and weaker level of need ‘can be fulﬁlled if through
developmg the. product a praﬁncal-trammg need is met. The need
to develop. yét another module on “writing. behavmrax objectives,”
or “teaching. word attack skills,” ete, ‘cannot be defended. How-
ever, wlnle the product itself may not be needed developmg the_

8 Michael Scriven, “Stundards for the Evaluatlon of Educatxonal Programs and
Products,” Prologue to Gary’ Bonch Evaluating Educational Programs. and
L Products (Englewood Chffs, New Jersey Educatxonal Technology Publxcatxons,
W 1974), pp- 5-24,
4See for mstance, R W. Heath and M. A. Nelson, “The Research Basxs for .
. . . Performance-Based Teacher Education,” Review of Edumhmwl Restarch Vol.
s 44, No. 4 (Fall 1974): 463-474. .
- 5 Michael Scriven, “Standards for the Evaluation. of ducatxonal Programs and
- Products ” B . § ‘ o \ .
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product may be practwally useful as a training procedure Most
educators are not creative developers or experienced evaluators.
By going through the development process persons become sem-
- sitized t(k the probléms and procedules at each step. i
- Marketability of a product is the final need cons1derat1on Any
developer must seriously consider whether anyone wﬂl want to
buy and use the contemplated product. Marketability by itself,
. however, is not sufficient. After all, “patent medicines”. are sold
” every day. “ :
Need can only be adequztt;ely demonstrated by the developer
However, in most cases he/she” will -need -the help of other indi-
viduals (éducational historian, ph1losopher, Sociologist, psy-
chologlst or market analyst). The procedure the devgelopey would
. *  use is called “Needs Assessment.” The intention of sughs an as-.’
sessment is to -identify the discrepancies- between what is actual
. and what is being pfoposed. Several individuals, such as Popham®
and Provus,” have described spegific procedures which one might
use to Ident1fy such discrepancies. To determine marketab1l1ty a
* market analysis must be done. Since most educators are not in- .
volved with marketing it would be best to accomplish this via a .
sub¢ontract with-a marketing firm. : -
Probability of success — Unfortunately, good intentions do not
necessarily produce good products. No matter how genume the
need, the conhection between what is proposed and satisfying the -
need must be demonstrated. For éxample, it is agreed that learn- -
ing to read is important and there is ample evidence to®demon-
* strate that a sizable number of American children are not func-
‘tional readers, i.e., the need for a new product (a reading program
- for these children) is genuine®Such a need does not justify any -
new program being developed. Too often “new”" pi‘o‘ducts are no-
- thing more than “old” _products in new garb. The “old”. reading-
program “newly’ packaged is not ‘new.” Likewise, the “old”
methods text rewritten with “behavioral objectives” and called a
“module” is not likely to produce change in teaching skills.
Satisfying a need does not start with a tentative solution. It
-starts: with a serious attempt to understand the need a\d the
reasons why it is a problem. It also means tKat one recognizes
that complex structures—like teacher training programs—are only
changed by stages, and that proposed changes are best postulated
1n terms of one’s current knowledge of that complex structure.

o, 6W James Popham, “Educational Needs Assessment,” Curriculum Evaluation: _
Wy =¥ Potentiality and Reality, Monograph Supplement Cumculum Theory Network
(Toronto, Ontario: Ontario Ingitute for Studies in Education, 1972), pp. 22-32.

7Malcom Provus, Discrepancy Evaluation (Berkeley, California: McCutchan Pub- ‘
lishing Company, 1971). . '
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~ Thus, a tentatwe solutlon«, no ‘matter how bold or lmagmatlve it
' may appear, must be rooted in a sound theoretic or phllosophlc
rationale. From this position, the new product should promise that
there will be a fundamental change from current practice and that
such a change should have practical, positive consequences. Todo
' many -educational developers have failed to take this problem.
analysis step seriously. The consequences of this are the “cults,” -
“fads,” and “sure fire cures” that inundate today’s schools. .
" Another factor mitigating against success of. many multi- * -
cultural products has been the lack of significant involvement by
- minority groups. Products if they are to be truly multi-cultural
and successful must be developed with s1gmficant input and lead-
» ° ership from all cultural groups. :
- S ; A final factor at this stage which is sometimes overlooked by
\({lopers is Sthff }:apablhty Good ideas can only,je translated'
- intd good products by capable, trained persons. - e
. In summary, what must be argued at this stage is: (1) that the
- “new” product will be fundamentally different from “old” products,
. (2) that there are sound theoretical or-philosophical connections
‘ between this difference and the established need; (3) that there is
- suitable involvement of all constituencies in the V:pro;ect and . (4)
U that there is the profess10nal capablhty to carry out the develop-
ent. v -
. The probablhty of success of a particular produet must be .
" demonstrated by the developer with the assistance of others. The
argument must first be developed logically. The connection be-
tween what has been proposed and the need must be cléarly based
upon a consistent , theoretic or phllosophlc position. Professional
+ judgments gathered objectively are a second method often found -
. ugeful to argue the probability of succes§\T{:z third procedure one *

»

" must use is constltuency commitment. A\¢lear indication that all
coystituents involved in the proJect have Ybeen indeed contacted
and are committed to the carrying out of the pro;]ect is important. ,
-And finally, in order to demonstrate that there is adequate staff to .

- carry out the project a staff summary- md1catm capabrk? must

be developed. J

Priority — It is"naive to assume that there, are adequate
human and financial resources to de\/elop all needed products no
matter how\genume the need or high the prob ility of success.
Someone, usually a funding agent, has to determine how to
allocate scarce resources. Educators are becoming increasingly .
‘aware of the importance’ of this political decision. Obviously, if
multi-cultural programs are'to be developed, they must beigiven -
high prxorxty by those who allocate resources. However, priority

. ERIC e 44 108
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- designation by itself will not produce good products. Only by com-

bining need with ‘success probability and priority deslgnatlon can

a developer. reasonably proceed to the product creatlon state of

development. - -
A deve

- ways. If what is being proposed is in line with the established

priorities of a fundmg' agent, all that is needed is a demonstratlon
of how the product fits. ‘within the priority scheme. However, if
‘what is belng' proposed is not in line with established priorities,

loper wilk present the pI'lOI'lty argument in one of two .

a

0

then a more elaborate argument must be developed. One good way ./

has been. sug‘gested by Grotelueschen.and Gooler.® They indicate
. that since goals are preferenced-based one can deyelop a strong
" argument by gathering preference data'as to why a particular ‘
~constituency would prefer this proposed product even: though it
does not fit in existing priority designations. '

,In summary, deslgn evaluation, often oyerloqked in discussions

- of product evaluatlon, is important. Only by pr0v1d1ng information

ab ut need, success probability, and priority ‘can a rational deci-

be mrade as to @ether a product should be created

r

Product creation eValuatlon T : ; ' .

, What questions are to be answered? At this creation stage~one .

is 1nterested in’ whether or not the product meets the deslg'n
specifications, In order to determine if the created. product is

. “good,” five questions must be answered: S\

C

1. Is the content of the product of high quahty" % '
2. Are 1ntended performance outcomes reached" v
3. Are un1ntended performance outcomes 1dent1ﬁed"
4. Are causal relationships identified and examined?
" 5. Are necessary support services for installation provided?, .

Content quality — The quality of the content. of any product
must be demonstrated. For multi-cultural cOmpetency-based
teacher education products this involves examining at least three

‘aspects of each -product: the’ conceptual quality of ‘the content

subject matter, the multi-cultural quality of the content, and the
literate qUahty of the materials. Every module or instructional
package that is' developed for multi-cultural teacher education
deals with some content such as word attack skills in reading,
computatlonal skllls in mathematlcs, harmony in music, or be-

8 Arden Gmtfelueschen and Dennig_Gooler, “Eval ation in bumculum ‘Develop-
ment;"” Cu;_,'ailum Evaluation: Potentiality and‘ leczlzt?l, pp. -21.
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Product Design Stage

&

Terminate
Development

Product letien Stage

v/\ “Product Certiﬁcation

FIGURE 1— STAGES Iﬁ THE DEV_ELOPMENT PROCESS e

havioral ,,obJectlves No matter what the substantive area included -
‘in the module, it must both be consistent with the esign charac-
teristics,gproposed in the earlicr stage and contai *appropriate.
content. In particular, is the content consistent® wlth the funda- :
mental change proposed in the design? E

Multi-cultural materials should reflect in an accurate way the;-
cultures bemg represented ‘As Smith argues, “Curriculum materi-
als ‘of excellence and innovative teacher training can be finally
screened by having thiem sub_]ect to confirmation by mem
the racla]/ethmc group to which the matel&ls refep "

W, L. Smlth “Foreword,” pp. ii-iv.

v
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The least 1mportant .aspect of content qual1ty, but one which °
deserves any preducer’s attention, is the'literate guality of the
materials that has been prod’uced Is it readable'? Is the format
attractive? Is the art done well? . : '
Someone other than the developer should be respons1ble for
answering theSe quest1ons Several authors have pointed out the.
“difficulty of a developer obJect1vely evaluat1ng his/her own .
creations.!® Theéevaluator mubt be trained in evaluation procedures
: (not just experlmental désign and methods of statistical analysis)
‘- and be ‘able to work with dnd understand all the aspects of the -
: -created product.
" Cronbach" outlined a procedure for establlshlng tf]e content
_ validity of tests which, if adapted; would work well in establishing
- the content quality of an§ product. The procedure involves select-
‘ing experts who are asked" to gbjectively judge the quality of the
product. Subject matter experts judge subject matter; representa-
"» . tive raciallethnic group-members ;)udge multi-cultural aspects, and
product1on expeys Judge fiterate quallty R -

L.

Intended performance — In the design stage :the developer .
argued that there was a reasonable probability that the new prod- * .
uct' would satisfy some need. Inforrgation must be gathered for
the developer to ascertain whether this. happens. For most multi-
cultural teacher training materials, data must be gathered in a
. field setting through atryout of the matetials with a population of
“true consumers.” The information to be gathered should be on: (1) -
‘the criti rformanee characteristics which the materials were

d , designed ' meet @) long term effects (Are the effects trans1tory-’-

" or permahent”), and (3) process effects (In reaching the perfor-
.inance outcomes are the processes used consistent with those out-
~comes?). -This area of evaluation has received considerable -atten- *

" tion in the past decade. Formative procedures such as those de-
seribed by Cronbach!? are approprlate here. Such techniques .as
population sampling, time series analysis, critical path- analysis,
and criterion-referenced testing have been developed to help .
evaluators determine the intended performance characteristics. B

Here agaln, hav1ng' ‘trained evdluators carry out gatherlng

&

10’ Thomas Romberg and James Braswell, JAchievement Momtormg Via Item
Sampling: A Practical Pata-Gathering Procedure for Férmative Evaluation,”
Jowrnal for Research inMathematics Evaluation, Vol. 4, No. 4 (November 1973)
262-270. -

11 Tee' J. Cronbach, “Validation of Educatlonal Measures,” in Proceedmgs of the,
'1969 Inditational Conference on Testing Problems (Prmceton, New Jersey: Edu-
cational Testing Service, 1970), pp. 35-52.

. 2 Lee J. Cronbach, “Evaluation for Course Improvement  in Robert W. Heath ed
New Curricula (Ne’y York: Harper & Row Pubhshexs, 1964), ] pp 231-248 :
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this 1nformatlon is lmportat‘it However, developers should be
cautioned to challenge their evaluators to extend their thmkmg\
beyond the use of papér and pencil tests related only to low level " -
cognitive outcomes ‘From such potentlally fundamental changes
as 1ntroducmg multi-cultural products in teacher training pro-
grams, one would expect more thdn some incréase in knowledge
about other cultures. The real payoff is'in terms of changed feel-
ings and actions. Too often data is only gathered about changes in
knowledge (Do persons have new information?), when the product
was ‘'designed to produce changes in the way persons interact with
’ information or, with other individuals. Also, it is naive to assume
that persons act or feel in ways consmtent with new. 1nformatlon ,
they have acquired. . . ’
Unintended performance Outcom% — Every developer should
be wary of outcomes which were not intended. Even though the”
“product may produce desired results,- other outcomes which are
less desirable and perhaps even harmful may result. Developers
- cannot close their eyes to this possibility. One only Has to look at
the variety of environmental concerns currently facing this coun- -
by tgtsee the 1mpact of unintended outcomes. Smog created by the
autornobile engine or the death of wildliferas a result of spraying
\DDT are only two -of several obvious examples of undesirable
unintended outcomes. Educators too need to be aware of such
| outcomes. For-example, from program learning materials students
were able-to learn tmgonometnc ‘funections, but in so doing came to
hate mathematics. The only way to investigate whether there are
any ‘unintended outcomes is to look for them. One way to do thls is.
to use,independent observers using ethnographic techniques.!3
- Also, for both infended and unintended outcomes if the
evaluator has prov1ded. the developer with detrimental information
.| intended ou}:comes ‘have not been reached or an undesirable unin-
#-|tended outcome is-apparent), there must be clear evidence of what
‘'revisions have ‘been made to alIevxate the 51tuatton before one
~“should progeed.
i Causal; Relations — Developers shpuld also 1nvest1gate any
uspected causal relationships that might account for why.various ~
utcomes have occurred (ors not occurred). Although evaluation is
;}ot experimental research, quite often evaluation data Suggest
elationships which should be investigated in an. experimental set-
ﬁlng Competent. research -scholars should be associated with the v
development of any product to study such relatlonshlps under con- -
tl‘olled situations so that cause can be inferred.

o

alcolm Parlett and’ Davxd Hamllton, “Evaluatlon as Illummatlon A New Ap-
proach td the Study of'Innovatory Programs” (working paper, Umve!:slty ‘of
o Edmburgh Centre for Research in the Educatxon Sclences, 1972).

]




.. Préduct’ nnplementatlon evaluatlon

v .
. ’,,,_... v,

Support Semce,‘S' Too often in the development of products,
v services which are gleeded ‘to support the adequate implementation
~or.use of the matenals have not been considered. The need for
. these services ought to. be assessed. Many well-conceived and
well-created products have not been widely ‘used because develop- -

ers failed to take into account ways ¢ of getting them to be used.

In summary, product creation evaluation is important. Only by
providing information about content qualiy,. intended performance
outcomes, unmtended performance outcomes, possible causal rela-

thnShlpS, and support _serviceg does a ckeated product deserv to

be con51dered for 1mplementation. T _ .

/

What questmns are to be answered" In order to determlne
whether or ,nqt a newly created product is truly worth be1ng

- 1mplemented four questlons need to be answered

N

" 1, How is the content of the product different from 1ts\ com-
petltors" o N '
2. What performarrce dxfferences ex1st between the ‘prtﬁ{uct

: and 1ts conipetitors?

- -

3 What cost" dlfferences exist between it and its compet1tors"

4, Have prov151ons been made for mamtammg the use of the
product" L D o o,

Note’ the.dlfference between this st of questrons and those »asked

-~

 during the-product creation stdge. In that stage what, was belng'
developed \zfs\mmpared with the desngn, in this stage the com- -
parison is with competitors. As any toothpaste ‘company can tés-

tify one has to do more than create a good product.- Yo}a have to
demonstrate it is as good or better tha!n its competitors.

Product content differences — It is usually intended that the .

content of a new product should be different in some .significant

. way from currently available products. But, is it really, different?

For multi-cultural teacher: tra1n1ng materials this means examin-
ing the new materials in comparison with their competitors in

order to demonstrate one or more of the follo ing: (a)'There are

substantive differences\ in content. For € ample, the new

" mathematics and science programs of the past decade were sub-

stantlvely \dlfferent in contént stope, sequence, and empha51s from

- the traditional programs; (b) There are clear differences in the *
- task students and teachers are expected to perform. For example,

o Provdod by A

in_an individually guided edueation school both teachers and stu-

dents should be performmg; quite dlfferently than similar teachers




4
+ and students ina tl:aditlonal age-g'raded school 14 Particularly, dif-
" ferences between competency-based teacher ‘modules and tradi-
‘tional programs need ‘to be identified in terms of different ta%(s )
that human ‘beings perform In spite of the intent.of many new
products, human bemgs are still asked to do-and react in the same
ways. Thus, real competency differences are unlikely to occur: (c) -
There are obvious differences in mult1-cultural emphasis. A multi-
» « cultural reader for primary grades-should portray real meanlngful
differences in the way minorities are represented from how they
are, represented in:traditional readers. - : o
' Tq ascertain these differences an outs1de, 1nd'ependent
o analysis must be camed out. Content analysis procedures are
© . approprlate means of gathering this kind of mformatlon.
© -, Product performance differences — Data must be gathered and
reported that the new product produces performance differences
. - from the product or products which~it was intending to- replace..
- - Walker and Schaffarzick!s have shown that for most of the studies:
: of company curricula®developed in the math—smence reform move-
mént, no slgmﬁcant differences were found’favoring the new cur-
‘ - ricula overithe old. To demonstrate performance differences one or
, more of the foﬂomng three questlons should be answered: Are
~ “there performance differences .on “intended, outcomes" on unin-
tended outcomes?, or on process outcomes? - - . '

.If the new product was intended to replace current materials
in order to increase reading comprehenslon, or to pitch discrimina-
tion, or to create an apprecxatlon of the role of. women in athletics,
ete., evidence must be presented that this indeed occurs. The need
for such evidence seems obvious, but is rarely presented.

_ Four cautions, however, need to be mentioned if one is to

 seriously gather such data. Flrst, both short and long term differ- :

ences- must be examined. It is relatively easy. to produce short

" term differences by “teaching to the’ test.” Such. differences may

not, ever, be permanent Thus, long d1fferences must also be
looked\for. - a :

Secorid, comparlsons should be made w1th “critical”
compe.tltors.16 It is very easy to choose as a competitor a bad
product being taught by untrained teachers. The “conventional”
method of insi;ruction too often is not, nor ever would be,

14 Herbert J. ‘Klausmeier, “Ind1v1dually Gulded Educatlon An Alternatwe System,
of Elementary Schooling,” Harlan E. Anderson Lecture, Institution for Social
and Policy Studies, Yale University, 1972.

™ A Deker Walker and Jon Schaffarzick, “Comparing Curricula,” Review of E‘du:ca»
- : tional Research, Vol. 44, No. 1 (Winter 1974): 83-111.
" 18 Michael Scriven, “Standards for the Evaluation. of Educatlonal Programs and
‘ Products »oo




' ‘eompetltor Also, two ‘models of- the same prog'ram -aré not cnt1cal
‘competitors in this sense.
Third, educatlonally significant d1fferences should be stressed S
~not . just statistical significance. “This statement is made not to
. downplay the 1mportance of statistics. Th8y are essentlal tools for' |,
‘any evaluator. Howev%%t_:atlstlcally s1g'mﬁcant results can easily ‘
be obtained by inflating the sample size, using the“wron unit (like .
,student instead of class), or using a test which inflates ‘one small
-, outcome even though ac¢tual important differences are mm Jte.
# Fourth, the impact of. the multi-cultural emphasis ‘in teacher
- training matemals should go ‘beyond statements of belief to how
g .reciplents feel about a}}d behave toward members of other cultural
. 7+ groups.
s To reahstlcally accomphsh a summatlve evaluation of perfOr-
' mance dlfferences an external agent should be commissioned .to
. carry out this task. The methods of summatwe evaluat1on ha’ve
beert well-documented.” .

Product cost dlﬂ'erences — New products often -cost more than '
products they have been des1gned to replace because the incorpo- -
raté new technology. Consumers need to know not: Just direct costs -

- = but ma1nh9nance»costs, tﬁalnlng costs, ete. Here ‘again, comparisops
must be made with the “critical” competitors. Cost: est1mat§' and
, ., real costs should be verified by external evaluators.” ,
B - Product maintenance:— Any purchaser of a new forelg'n sports o
‘ car expects that adequate maintenance and service are also avail-
able Educational - products also need Ynalntenance and service.
" Gross® has shown that unless maintenance is provided for a new
» * curricalum, teachers tend to modify the material back to old stand-
= . ards. Thus, the performance differences between the new product - -
' _ and its competitors are eliminated. This can only be avoided. if '
. approprlate maintenance provisions are provided. =

¥ Summary L o N : -
- Ifa product is truly good it wﬂl not only have been des1gned
well, adequately created, but it.will be able to be implemented in a
“useful way. Thus, if good products for multi-cultural competency-
based teacher educat‘ion are to be produced, it would be ideal if

’

17 See for mstance, Bemamm S. Bloom, J Thomas Hastings, and George F
Madaus, Handbook on Formative and Summative Evaluation of Student Learn-
ing (New York: McGraw-Hill Book Company, 1971).
18 Neal Giross, “The Fate of a Major Educational Innovation,” paper read at the
et Conference on Improvement of Schools through Educatlonai Innovation spon-
sored by the Wisconsin Regearch and Development Center for Cognitive Leax’i\
ing, Umversnty of Wlseonsm-Madxson, October 1969, - _

. ERIC 10 .".,-__.jj_d o o




. they could be produced with evaluatlon bullt 1nto each stagé 'of the
production: cycle. product design, product creation, and product-
‘implementation. If and only if thls is done will truly better prod-
-ucts be developed e ,
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Robert A. Roth focuses on the relationship of the certszatzon -
/ process to multz-cu}tuml and competency-based teacher education.
He does this by e Zzammmg the nature and purpose of certification
and three alternitive approaches where certification could be a - )
means of promoting multi-cultural education. Roth also presents -
Hhree models’ for state app'roaches,\ to competency-based/ -
_multz-cultuml certification. The state’s role in determining com-
 petencies necessary for multi-cultural educaizon and responsibilities
. for promoting the inclusion of multi-cultural education into CBTE
programs are detailed. Finally, Roth concludes that multi-cultural
- certification and competency- -based certificationtare compatzble con-
cepts. However, it has not been determined whether or not their
_mte'r'relatzonsth will stre’ngthen or weaken the mdzmdual concepts

A )
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- Louise R. White, “PBTE in. a Multl-Cultural Soclety," Jowrnal of Teacher Educa-
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. each of these concepts. Hopefully, prowdlng a description of . “°

. where:

" initions as T Hhe

- associated with competency-based teacher educatiun programs,
- some of which are of particular interest to multi-cultural educa-

KC 114 'a" o “ 122 . . |

|

|

how these terms are used here, some of the confusion that exists .. 1
in educatmn over the meaning of these terms will be av01ded and .

the relat1onsh1ps among these tan ‘be more clearly delineated. e 1

I

|

1

L.
.

Multl-culturalw educatmn

Multl-cultural education derlves from the recogmtlon that
Amemca ig a multl-cultural soclety, with- each. of these cultures e
havmg a place in our society. It is antlfhetlcal to former notlons e

.

Acculturatlon, or the “meltmg t? theory as it-is called more colorfully,
was the solution Anierican soclety found for coping with different. cul-»- : i )
tures The means to achieve: t ssolutlon was educatlon1 S R

_ Mult1-cultural téacher educatlon is a response to the need to S
“train effective teachers to. meet: the needs of culturally diverse ~ -

.- children. It is 1mportant to recogmze what multl-cultural educa: -
tlon is not. 4 e

'v The demand for multlcultural educatmn should not be | strued asa
“;demand for “separate but equal" educatlon "but for cultural dlverslty
}Multlculturahsm in education. rejects segregatlon of any kind and.is a~ D
. ‘means of teaching all children-to know and respect all Amencans rather ;« * o
“than only some. It gives every child a. chance: to benefit from hi§ oym | 7
cultural hentage as well as from the dlstmct hentage of others. -

Competency-base‘d T o S T ( PR
' ased teacher edudatlon has almost as many def- o

\re competency~based ‘programs. Various pro-‘ o
grams emphasize - dffferent prog’ram elements, such as a systems o
approach or -alternative means of: acquiring competencles Thees- * .o .
sential components ofifhe concept, however, ‘are that expected - -
outcomes (competencles) are specifically stated in performance’ - . ;
terms, assessment is tied directly to. these competenc1es, and both,' |
‘the competencies and assessment criteria are made public.in ad-. '
vaiee of instruction. There are a number of elements frequently

Competen,\

‘tion. One of these is the field-centered nature of many CBTE
}pacher education programs. Thls provides potential for a variety

tion, Vol. 24, No. 3 (Fall 1973) 225, -
2Ib1d. I PR
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of muilti-cultural experiences for the teacher tramee, and oppor-
tunities to better understand cultural backgrounds of students.

Certification and mult;-cultural educatlon

The focus of thls ‘paper is the certlﬁcatlon process and how it
relates to multl-cultural,and competency-based teacher education.
It is important, therefore, to thoroughly examine ‘the nature and
the purpose of the certification process, and the alternatlve ways -

in which it has been de51gned to meet the intended purpose.

Teacher certification is the progess by which an individual is-

~ licensed to teach in a particular state. It verifies that an individual

has satisfactorily .completed the requirements for a given ‘certifi-

cate. Its purpose is to insure the public that only properly trained

people will be allowed to instruct children, and in this sense it is a V

means of protection. ,

One certlﬁcatlon approach is. _to develop a spec1ahst who ma-;
jors or minors in multi-cultural educatlon, and is so certified. It is .

important, however, to note .that certification allows qualified indi-
‘viduals to teach and restricts from teaching those who are not

qualified, but does not insure availability of quahﬁed ind¥viduals

for specific areas. In other words, the establishment:of a specific
certificate for a given area does not insure that qualified-teachexs

‘will be available, and it restricts anyone else from teaching that.
area. This approach of issuing certificates in specific areas is usu-

allyfor the secondary level only.
A second approach.is {0 inciude study in multl-cultural educa-

tion in the requirements for certification in selected areas, such as

social studies. Thi$ could provide options for study in such areas as
Black history, Indian culture, ete. Flexibility to certify on’ this

basis will depend upon the certification procedure (transcript .
analysls, approved program approach) and the specificity of stan— _

dards (broad areas, specific.courses, etc.).
Certification standards can bg establrshed fn such a way as to
have a greater effect than the specific certificate route described

" above. In most states certain standards apply to all certlficatlon,'"“

areas, such as study in foundations of education. As a current

‘example, some states have recently included the requlrement that

all certification candidates have- -training in career education. This

type of requirement is based on the assumption that every | teacher’

needs to include such ‘concepts (career education, my IEi cultural
“education,. etc.) in. his_or her instruction, or at least/;have this
- frame of reference in mind when designing ins vuctlonal programs.
This also implies that ali teachers are involved in a process of
~infusing multl-cultural mstructlon mto the e}astmg elemeqtary or




-~ secondary school curriculum. This third certification approach, re-
quiring all teachers to attain certain multi-cultural coxﬁpetencles,
appears to have more appeal than the first two.

Multi-cultural education could be’ provxded for by any of the .
above methods. The choice of methods will depend upon how one ,
envisions operationalizing the multi-cultural concept. Specific
courses in the schools on various aspects of an ethnic group such

© as language, culture, or history would direct one to specxfic cextifi-
cation in those areas in the secondary grades. This, in effect,
requires a specialist in that area to qualify for certification. The .
first problem one encounters is that of need. Are enough teachers
needed as such specialists in_a given state to justify a special
certificate? If the numbers needed are very 'small, other means of
providing ‘qualified instructors might be pursued.

. A second problem is one of restrictiorr as cited above. Does the

need warrant restricting’ anyone else from teaching courses of this

. type? If only a small number are needed it may be more feasible to
allow individuals certified in other related areas, but with training
in-the areas which he or she will be assigned, to teach these

- courses. This would enhance availability of instructors, and proper
assignment becomes a hiring instead of a certification questlon

| Teachers' holdmg 4his .specialized certification may also en-

: counter probIems in ﬁndmg jobs with such a narrow preparation,

L . - Unless the teacher is certlfied in another .area, there may be a -

" significant problem in securing a teachmg pos1t10n mvolvmg only
multi-cultural assignments.
A problem from the standpoint of admmlstermg a certlfieauon
’ system is that types of certificates in multi-cultural ‘education may .
proliferate. Black, American Indian, and Latino studies are areas '
which may require specialized certification. Some states have re-
solved this by grouping these under one certificate “ethnic
studies” or “cultural studies” and leaving the employer the deci-
sion as to whether a; -person’s trammg fits a g'lven teachmg as-.
* signment. -
If a certification system is structured around 11sts of courses,
then the flexibility is significantly reduced and generic certifica- . - .
tion areas sych as ethnic studies are not aslikely. This complicates
the certification system and places restrictions on the individual
holdmg this specific certification. In addition, recipreeity is difficult
since specific requirements are not likely to coincide from one state
fo another. Specificity of certification requirements is a problem
facmg multl-cultural education because of its diversity. -
. A more open system that was developed for the purpose of
prowdmg' greater flex1b111ty to the certification process is the ap-
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proved program approach. In this system the state evaluates the
quality of the teacher eduecation program based on broad stand- -
ards and, . upon the recommendation of the teacher education in-
stitution, fssues a certificate to a graduate of the program. Stand-
,ards of this type have been developed by the National Associa-
tion of State Directors of Teacher Education »and Certification
(NASDTEC).

In the approved program approach, institutions have much
more freedom to develop mylti-cultural programs that provide a
variety of experieinces and hence allow the student greater flexibil-
ity in seekmg a-teaching position. The graduate.of a program may
be qualified to teach several areas as a result of his/her diverse
training. An approvéd program approach with broad standards
makes it possible to have certmcatlon titles such as “ethnic’ -
studies” which provide for dxversnty in trammg and flexibility in
job placement. ‘

- The second approach to certlﬁc.. ign standards described: pre-
viously was that of establishinf competency requirements in
-multi-cultural education as part of the standards for certification
in gelected areas, such as social studies at the secondary level.
Using an approved program approach and a broad statement of |,

" this standard, a variety of muiti-cultural options might be provided -
in the training program. Thus, a teacher of social studies would
then be prepared to include multi-cultural experlences in his/her
program in-the schools. An alternative is to offer a choice of
elective courses in the training program in some aspect of multi-
cultural educatién in the area in which the individual is being
prepared. This gives the teacher more opportunities for employ-
ment and the school district mcreased ﬂembxhty in staff assxgn—
.ment. .
»  The th1rd1method described was that of estabhshlng compe-'
tency requu‘Ements in multi-cultural education which, apply to.all
certification areas. This provxdes all teachers with some back-
ground on the topic, so that they may either include this in the
instruetional program or operate from an awareness of the variety
.of ‘backgrounds students come from. At the secondary level, some -
areas have clear opportunities for utilizing this training directly in
instruction (social studies). For other areas it may serve only as an
awareness factor on the part of the teacher (mathﬁmatlcs,
physxcs)

One alternatlve is to require multl-cultural edfication aining
for all teachers to be certified at the elementary I§vel. At this level
there are many. opportunities for 1ntroduc1ng muiti-cultural ac-
tivitiés into the curriculum, and in fact it has been the focus area
of most multi-cultural activity thus far.




;

" This third alternative, partienlarly the elementary school em-
phasns, appears to have the greatest appeal and is more feasible at
“this time. One problemuthat continually comes up when new,areas - «
of study are proposed, is where the student finds time for this
course(s) in an already crowded - rogram. There 4re also many
other forces eompeting for a placei 1\1 the program, such as knowl-
edge of the political structure, the ecionomlc system, career educa-
tion, etc., which are all vying for status as part.of the certification
~ requirements, Ultimately, the decision on these matters is one of
s pnonty, if certification has been det rmmed to be the best feans
' in the first place. . ,
There are some who would argue that the influx of new
‘teachers has a minimal effect on schools. The numbers of new
" teachers are small, and they have little influence on, established
L teachers (the status quo). This would argue against certification as
~ a mepariS of promoting multi-cultural education. Inservice efforts
woxyg‘;e of greater value from this viewpoint. Periodic re- o
certification, however, prov1des an opportunity to provide for
multi-cultural expemences in those states where such a system '
exists. .- S .

Competency based and multl-cultural educatmn ,

Having examined the nature of each of the three concepts,
and the relationship between certification (in general) and multi-
" cultural edulation, let us now turn our attention to competency-
s based teacher certification and its pessible tics to multi-cultural
education. One means of approaching this is to examine state
'approaches to competency-based teacher education and (é?tiﬁcg—
tion. : _
A wide range of approaches to the state’s role in competency-
based/multi-cultural education are available to a given state. Each
of these depéndq on how the role of the state is perceived. On the |
one -hand there are those who see the state as an administrative |
oL and regulatory body. The state enforces regulations, and-decision- |
making is primarily in the hands of a central authority—the state. i
Uniformity 4nd standardization usually prevail in this type of sys- . |
tem. A competency-based certification system structured on the |
above philosophy might specify teacher com'oetenmes for certifica- |
tion at the state level.
) The other view of the state’s role emphasizes a decentralized
0 dec1smn-makmg process with more local (school or college) control |
* and a broader base for decision-making. The competency approach |
could easily fit into this philosophy also by allowing teacher educa- ‘
- tion programs or other professional agencies to develop their own |
|
|
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particular sets of competencies. Instead of a uniform set of stand-
ards, the single state standards are replaced by a vanety oi’ stand-~
ards determined by different groups. B
- Each of the following state approaches to competency-based
teacher education have been described more thoroughly in a pre-
vious document.® The models will be treated only briefly here, with’

_an analysis of how multl-cultxfral educatlon mlght be viewed i in
- each situation. -

An open-minded approach Whlch requlres some type of state
approval may be called the “process model.” In this system the
state' does not determine the content of the teacher education
program. Competencies and performance criteria are not estab-

lished, at the state level. The primary role of the state is to’ defirie

the process for development of teacher education programs, stat-

_mg who is to be involved and the nature of the involvement. In

this model the state plays a decentralized role with local control
.md a broader bage for decision-making.
One state, Washington, "has developed a competency-based cer-

tification system consistent with this model. The standards for . -

approval of teacher education programs specify that pteparatlon

programs are to be developed and implemented by a consortium of

-agencies. These agencies are colleges and umver81t1es, scnools, and

professional associations.” ©
v The standards require that the consortium deseribe roles to be
assumed by the person to be granted a specific certificate, and to
identify and state‘the rationale for the competencies required of
persons who plan to perform the qlescnbed roles. The standards
themselves are process in nature; they do,not describe the content
(competencies) required for certification; they describe the agen—
cies and the roles these agencies assume in the consortium. :
This approach views certification- as a decen%rahzed process,

: with declslon~makmg being shared throughout the state. This

shared responsibility is not only in terms of who is qualified for .
certification, but also what tho standards should be. The result is
that no single set of state ‘standards (competericies) apply to all
individuals seeking certification; standards are a “local” consor-

tium decision.

In terms of multi-cultural education, this state approach to
competency certification provides for development of required

-competencies which fit the needs of the schools involved. The

CBTE program-leading to certlﬁcatlon would include competencles

3 Robert A. Roth, “The Role of the State in Performance—Based Teacher Educa—
tion,” in Assessment (Albany, New York: Multi-State Consortxum on Per-

. 127 1'19.

~ formance-Based Teacher Educatlon, 1974)
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in the area of multi-cultural educatlon The -primary respOnsﬁnhty'

for assunng that CBTE includes multi-cultural education in=its

“content lies in the hands of the consortium, not in the state; The

»  _state may, however, exert some influence by providing guldelmea
for certification content, but the consortla would not be requlred to
- utilize these in thls model.
A simildr situation exists for inservice education leading to
dvanced certification. Some states, e.g., Vermont, are considering -
. local district development of certification programs, where the
o local district recommends a teacher for advanced certification -
based on attainment of competencies required in the insérvice
» - program. Certainly in this instance the local district has oppor- ..
tunities to express its multl-cultural needs i in the reqmrements for .
its teachers.’ )

With the variety of - multl-cultural reqmrements that would
appear as a result of the decentralized approaches described
above, a problem might develop because of the mobility of
teachers. If training is restrlcted to study-of specific ethnic groups,

< - multi-cultural needs of one consortium or district may not be
. . consistent with another. Unless the requirements and training are
broad enough to cover a variety .of .areas within multi-cultural ’
education, this regtriction on mobility may be' aiserious problem. o
A second approach to competency-based/inulti-cultural certifi- " -
. cation is the “alternative program” approach. In this system the
state provides that institutions may develop competency-based .
teacher education: programs. Alternative structures are available = -
to the teacher preparation insti{utions, but all programs are ap- .
proved by the state. Many states are operating under this ap-
proach, some merely because existing reg'ulatlons provide for ex-
perimental programs.
In this approach the responsibility’ and opportunity for assur- .
 ing multi-cultural education depends upon the orlgm-of certifica-
tion regulations. If there are no state standards as in the previous
medel, then the program developers have this responsibility. If
there are state standards, then it is the responsibility of those.
mvolved in the process of developing standards, presumably under
the leadership of state educatlon agency personnel. :
A third model for competency certification is the “facilitation”
approach which is closely related to the model just described. As in
the alternative program model, the institutions are free to select
their program structure, and the college approved program  ap-
proach is utilized. The essential difference is that the'state ac-
.7 tively supports competency-based rograms ‘through a number of
facxhtatmg activities. Policy statéffients, materlals, and consulta-
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tive assistance aré examples of such support. The main theme in

"this approach is to encourage development of programs, but to-
-maintain this on a voluntary basis due to the lack of defimtlve
. information on program effectiveness.

o

Several means of facilitating program development have been
designed, all of which provide excellent opportumtles to encourage
multi-cultural educatiofl. One means of assistance is to-develop a;
catalog of competencies needed to teach in varlous areas. Several

states have developed catalogs or compiled statemde lists of com- -

petencies (Florida, Pennsylvania, North Carolma) ‘Sets of such

competencies in. multl-cultural education areas would be of similar

value.-The competencies would be an aid to institutions; they

‘would not be’ required. The responsibility for initiating such a

catalog would probably belong to the state‘education agency.

Another project might be to develop a rationale for multi- -

’ cultural/competeney-based education, and a descnptlon of these

_ concepts. Distribution of such documents may assist in the en-

couragement of program development. ?

A third facilitating activity might be to assemble t ining
materials bacged on multi-cultural competencies. This woild Feduce -

start-up time for those considering multi-cultural prog'ram de-
velopment, and thus encourages them {o’move in this direetion, A

resource center such as thls must be ell publlelzed and accessi-

ble . ‘ o

A variety of other nieans are avallaUle, such as state grants
for model programs, conference$ on the topics, ete., which could be B

investigated as part of this facilitation model, .
Another closely related approach is the “mandate” model. In

" this case, all of the previous model’s components apply, except that

‘teacher education programs. Some of the options have  now been

the teacher preparation institution must develop competency-based

closed, but only in terms of program strycture, Implicit in this
system is a deep commitment to CBTE and faith in its value.
Within the context of multl-cultural education, the mandate
might require that programs focus on multi-caltural concepts.
About twelve states have mandated some type of competency-

" based program. However, none of these have requirements for a

multi-cultural emphasis or components. Clearly, this approach re-
quires 2 strong leadership role on the part of the state.

In a previous section it was pointed out that several states -

havesdeveloped. catalogs-or lists-of competenc1es which - are o be

used to facilitate development of programs. A more centrahzed ,

4 Alfred Wilson and William Cums, Pht Delta Kappan, Vol 55 No. T (September
1973) 76,
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approach which has been pursued by a number of states is the
adoption of competencies which are required for particular certifi-
cates, This state-adopted competency approach supports a strong ~

~ ‘state role and a uniform set Of standards. It guarantees that each
certified individual has at least a minimum set of comppetencies.
These criteria could be utilized as a state test or part of an

‘ approved program approach depending upon which direction is
desired. It should be noted that most states are developing per-
formance education by approving. programs, not by settmg state

_competencies. *
P - The manner in wh1ch these competencles are stated slgmﬁ-
2N cantly affects the impact they will have on teacher education

programs and the role of the state. The competencies can be’
stated in generic (broad) terms which then serve ds guidelines for // :
further specification by teacher preparatlon institutions. This’
“geneéric competencies” model increases centralized authority yet
does prcv'lde a certain degree of part1c1patlon on the part of the
e colleges or cons “%tla The generic-model is the first of a series of
models which begin to place faith not only in CBTE, but also in a
given set of competencies which all teachers in that area are
requq‘edto possess. )
One example of a broad competency is “the teacher will em-
- play a variety of techniqies, materlals, and methods which will
actively involve each student in the learnmg situation.” Similar
kinds of competencies could be developed, in the domain of multi-
cultural education, such as “skill in locating, developmg, and using
instructional resources for multl-cultural education,” or “be able to
maintain an educational environment conducive to developmg
pos1t1ve attitudes toward a variety of cultures.” These competen-
cies could apply to all teachers, elementary teachers only, certain
. subject area certlﬁcates, etc as discussed in the early part of this =~
fpaper o
+ - This approach assures that-all graduates (in the area 1den-
tified) have certain expertise in ‘aspects of multi-cultural education.
In this centralized. approach the institutions have no choice in
" terms of whether or not multi-cultural competencies are needed,
.but there is flexibility in determining such things as what “a -~ *.
* variety of multi-cultural teaching techniques” m1ght be, and how
~ one mlght best learn thése techniques. :
Some states are considering a competency approach of a more
prescriptive nature, where specific competencies are adopted at”
. the state level: In this system the state provides very specific
eompetencies. Which are utilized by the’ colleges or preparation
- units as progpam obJectwes This is a more dommant state role

'EKC w4300




Fagh

“i »
but still within the approved program approach with an emphasis
-on the regulatory function of a state education agency. Uniformity
"~ in certification with a single set of standards is. the essential
feature. This type of competency would specifically delineate and
list the “variety of teachlng technlques” that would be required for '
- certlﬁcatlon o
you Aﬁ@de}“_Wthh at tlmes is 1nd1st1ngulshable from the prevmus -
" one is characterized not only by state adoption of specific com- -
~ petencies but the criterion levels for these as well. Cnterlon levels
specify the evidence that will be accepted that a competency has
been demonstrated. It.may be ‘expressed as frequency of occur- |/
rence, degree of achievement, or other qualitative indicators. This
additional factor again increases the degree of state control and -
decreases the decision-making power by, preparation institutions.
This approach has been labeled as the “competencies criteria”.
»  model: Each of the specific competenc1es and its performance
criteria becomes a state standard.
A complete discussion of these combetencies models lsnieyond A
the scope of this paper, but a few problem areas should be pointed
! out. If a state decides to require competenc1es (whatever the level
of specificity) some type of consensus must be reached .as to what
‘these competenmes should be. When they are broadly stated such
as “skill in locating, developlng, and usmg instructional resources
for multi-cultural education,” the problem is ‘not as great as when
specific competencies, or competencies and criteria, are requested. .
- There is just no agreer-.ent as to what these should be. 7
’ There are a B}ber of political type questions to be dealt -
_ with. Who should4% Tnvolved in- defining competencies? How shall
these individuals be selected? What segments of the multi-cultural -
community should participate? What is the role of professional’
associations in the process? Who determines if competencies have
s been achieved? These are all critical questlons which must be
answered, and improper handling of these issues could prevent R
progress, no matter how important the concept, of multl-cultural '
~education. '
It is important to also note that there is little or no research o N
to g'ulde. competency writers, partlcularly when specific competen- :
cies are needed. Can an individual be denied certification because
‘he or she does .not possess competencfes which have not been’
shown to have any relationship to effective teaching? This lack of
" an empmcal base is frequently cited as a problem with CBTE in
general, «although it has been pointed out as a _problem for all
» teacher educatlon prog'rams as well. .

-
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Responsxblhty for mulh-cultural educatlon T BN

One queshon asked about CBTE and multl-cultural educatlon |
is how multi-eultural education can be promoted for inclusion into

CBTE programs. What is the state’s responsibility in this process?
In general, the state has several basic functions such as regu-

lation, leadership, and service. The emphasis among these three

areas will- depend upon- the particular posture assumed by a given

_state départment and the organizational structure within which it.
_ operates Some state departments strongly emphasxze the leader-

tlﬁcatlon emanate from that agency Multi-cultural education,as
part of competency-based teacher education would need 1mpetus
from the state agency in those particular states.

In other states the department of education does not take
afﬁrmatlve ‘actions to.increase awareness of current isgues such as

- multi-cultural or competency-based teacher education. Their pos-
ture is one of reacting to rather than initiating. In this case profes-
sional associations, professional ‘education institutions, or inter-

ested community groups propose certification changes. The certifi- .

E cation personnel are then responsible for soliciting input from
approprlate sources on the yalidity of the proposed changes.

Groups interested in multi-cultural education must assume the
responsibility for its growth in these situations. ’
In some states there are profess1ona1 standards boards whose

'respon81b111ty is to regulate and improve the certification system

In these situations state agency personnel may serve only in an

~ advisory capatity and may have no greater influence than other

education organizations such as large teacher associations. The °
responsibility and influence of a given group (state department,
professional association), therefore, varies with’the particular

© state. The range is from predominant mﬂuence, to adv1sory, to

- only raisirlg the awareness level.

Multi-cultural certification and competency—based teacher cer-

439 1

"tlﬁcatlon are compatiibie concepts. It should be noted, however,

" that one does not need the other to exist. Hopefully, each of these

concepts will be judged on its own merits, and one will not be
dismissed because the other failed. Whether or not an emphasis on
their mferrelatlonshlp will strengthen or weaken the individual
concepts must be watched closely .
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- Portal Schools.
A Multl-Instltutlonal Approach -
for Educatlonal Accountablhty

‘Lauren S. Young
o Associate Director
Eighth Cycle Teacher Corps
San Diego State University -

Lawre'n Young defmes the “Portal School” plan as a stmtegy
- which addresses itself to the specific meeds of university, school
district, and community. It assists school districts in providing
meaningful ea;pe’rzgnces for its pupils and supports teacher educa~
- tion institutions in effective training of educational personnel. She
feels portal schools have implications for both competency-based
teacher education and multi-cultural education. They become a sup-
portive component of CBTE because they facilitate o shift n.em~
phasis from the university to fiéld centers. Portal schools indirectly
support multi-cultural education by provzdmg for community par-
ticipation in governance and policy formation. They also maintain
thd\flexibility to adapt methods and curriculum to meet the specific
needsyof school staffs working with diverse communities of children.
Initially, efforts of ‘portal schools have, also included provisions for
innovative and updated professional skills for inservice teachers, a
method of accountability for preservice teachers, and a vehicle for -
increased community involvement and responsibility in strengthen-
ing educational dpportunities available to all, children.
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Rationale . ~ : S -

If teacher training institutions are to become more effective’in
meeting the ever-changing needs of this nation’s ‘diverse student
populations, strategies for initiating and sustaining change must
be incérporated. University teacher trainingepersonnel.grow more

- concerned with providing meaningful methodology courses, skills,

and experiences for their students. School districts, hampered by
declining: enrollments and financial cutbacks, are seeking ways to
promote the upgrading of inservice teacher skills. As achievement.
tests results are now ¢ matter of public information; communities

* are demanding that measures of educational accountability be

instituted to assure student growth and success. One strategy has
emerged which.addresses itself to these specific- needs. of univer-
_ sity, school district, and community.. Its primary ~mission . is to

_ assist school districts in providing meaningful experiences fof their

pupils and to suppott teacher education institutions in effective

" -training of educational personnel. In the late sixties this strategy
. was named the “Portal School” plan, The objective of this paper is

%o describe the plan, show the relationships that exist between
portal schools ang competency-based teacher education (CBTE), -
multi-cultural education, community, and preservice and inservice
education, and to describe the experiences of San Diego State

University’s involvement in the portal school strategy. |

)

History R
: The development of- the portal school strategy emerged from

" ‘two conceptual sources:"the U. S. Office of Education funded

"ERIC

Aruitoxt provided by Eic:

.

CBTE Model Projects and Temple University=Philadelphia. In
1967, ten competency-based teacher education model projects were
furided by the U. S. Office of Education for the development’ of
systemic, behavioral models of teacher education. ‘The Temple .
University-Philadelphia Plan (i969) grew from an;attempt to
bridge the gap between effective teacher training and practices.!
Todafr, several projects are in operation under the ignation
“portal school.” Florida State University, the University of Geor-
gia, Temple University-Philadelphia, the University of Toledo, and
San Diego State University are a few of the universities utilizing
this strategy. Although many designs fronr the field have been
brought forth; the éssential components of the. portal school o
strategy as presented from the tw% conceptual sources have been
maintained. : T

1 Rudy Cordova and Bambi Olmstéad, Preface to Portal Schools, ed., Linda

Lutansky (Washington, D.C.:-The Council of the Great City Schools Portal
Schools Project, nd), p.i. - T - .
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Deﬁmtlon ‘ ot ’ ' : .

R e Portal schools are both a concept and a locatlon In trying to

' arrive at a definition; one is faced with a myriad ‘of theoretical

assumptions and characteristicswhich surround portal school op-

erations in the field. Several common characteristies, however, can -

“be identified upon which most portal school projects are based. '
- Portal schools, as discussed in this paper, will 1nclude those schools

: ; which 1ncorporate the following elements: B}

B 1. A regular pub119 school that has been chosen by its faculty,
the community” served by -that school the school district
administration, the local teacher organization, and a co-
opérating university school of education supportlve of portal
school efforts;

- ‘2. "Panty of educational 1nst1tutlons in pohcy formatlon and,
g governance, ‘ :

8. An entry poxnt for testlng new. 1deas, cumculum, and in-
" structional modes which can be systematically adapted, dis-
seminated, and 1ncorp0rated into a school system; :

Lo

4. A ﬁeld-based tralnlng environment for the professmnal de-
..+ velopment and growth of paraprofesslonal preserv1ce and
% ~ inservice teachers; s N

‘ 5. The reallocation and concentratlon of ex1st1ng school d1s-.
‘ trlct and university resources and

6. The establishment of a field-based resource center houslng
those medija, materials, and hardware supportlve of the in--
" . structional programs. i : : '

The uniqueness of the portal school is that it allows for col- -
laborative efforts of all~~affeﬁed An. des1gmng and implementing
instructional programs. The school and téacher training institution

* . work cooperatively to train prosnectlve teachers. In addition, the

‘university ‘assists the iocal school in expanding the professmnal-

- skills of the staff.2 Portal schools, therefore, build upon the unlver-

sity laboratory ,school-demonstration model to include the joint

venture of school district and umiversity in providing a systematic,

field-based preservice and inservice program. As B. Othanel Smith
summarizes in Teachers forthe Real World:

The elinical experience in teacher education can be enormously

strengthened through ;:el-laboratlon between universities and’ schools
. with support from state agencies and professional orgamzatxons A

2 £awyer H. Chapman, “Portal School Position Paper” (Mimeographed, n.d.).
. Lo '
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. clinical approach to teaching should be a priority element;in the continu-

ing education of teachers, as well as in preservice programs of student

.teaching and internship. The instructional goal for cdoperatwe enter-

prise in teacher education might be stated s ’follow;a: To facilitate the ~ .7 1
realistic study of teaching in relatxon to theoretlcal proposmons -about mj

" teaching® _ : _ . A

. : ‘ oy
Portal schools: asystem _ o .4;7 - / i

The portal school strategy is a system for the’ concent'm/ted . '
~effort of field-testing innovations and alternate approaches to cur-
" riculum and instruction. It is conceptuahzed to facnhtate th
.temic entrance, adaptation, and dlssemmatlon of new 1deas§ r o
school district. Bela Banathy defines “system” ag a- colldct;xon of °
interrelated and mteractmg components that work in gfi inte-
grated fashion to attain predetermmed purpoges.4 He {u‘rther
‘states, “The purpose of the system is realized through pm@esses in Do
which interacting components of the system engage 11%950rder to
produce a predetermined output.”* ’

To implement the systemic operation of the po t3l school,
steps should be taken to insure that those ns woﬂcmg in the |
portal school and- affected by its decisions' meét-and dﬁqperatlvely ‘
‘decide upon the intended outcomes. This group shp Id include L.

- representatives of the participating school digtrict, um ersity, and . v
community. Once the participants decide ‘upon the esired end d
product, they would begin to identify activities whlchﬁhay produce.
these outcomes. An evaluation component is then, gompleted to
assess the efficiericy of the whole operatiori and to pmwde "ata for
maintaining or altering the activities. - ‘

A wsual representation of a system as propose 4by DeVault in
Qompetency—Based Teacher Education® includes thee followmg com- -

ponents: - , . : oz ‘ W o |
INPUT |—>| OPERATIONS [——~—>|OUTPUT
o FEEDBACK | <- 4 A’ 1 .

Y]

3B Othanel Smith, Teachers Jor the Real World (Washmgton, DC American
‘ Association of Colleges for Teacher Education, 1967) qubted in Wilford A. Weber, S e
l\jA “Mult1~Inst1tutlonal Organization Patterns in Teacher Education,” in Dan

&

Anderson, et.” al, eds., Competency-Based Teacher E’dupatwn (Berkeley, Califor-
nia: MeCutchan Pubhshmg Corporation, 1973), p. 102.
4 Bela Banathy, Imtructwnal Systems (Palo Alto, Cahf(orma Fearon Pubhshers,
1968), p. 4 . o B _ , !
- 5 Ibid., p. 12. . "" ‘
¢ M. Vere DeVault, “Systems Approach Apphcatlons in Pesigning Teacher Educa—
tion- Programs," in Cmnpetency-Baaed Teacher Educatw'n, p. 22.
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The nput component is estabhshed to facilitate the enfrance -

of newly developed curriculum and instruction strategies. Nhese

" strategies may include, for example, diagnostic prescriptive tdach- . - o

ing, micro-teaching, differentiated staffing, multi-grade grou ngs,
and bilingual education. The operations of the system are those
instructional processes and management functions designed to

“meet a speclfic product usually ealled its output.” To ensure the

continual review and adaptation of educational approaches,
‘feedback system is maintained- to review and evaluate the opera-

tions component. Any revisions or alterations in thé program are
then fed back into the operations component to be reexammed and

" field-tested.

For example, a goal of the San Diego Portal School, as declded ) -{_-_

[543

by all role’ groups, was ‘to devise a means. for mcreasmg parent’ - .

- participation in school classrooms,- and to provide a preschool

learning environment for training parents and preserv1ce teachers
in early childhood education curriculum and instruction, With di- -

rection from the Project Steering Committee, procedures were

- fhen undertaken to implement the preschool concept. Fifteen chil-
dren were selected to initiate the program; parent- and intern .

- training seminars were condugcted. Those parents whose children

participate in the preschool must voluntéer a minimum of three

hours. each week in a regular classroom. The’ program is currently

in its third month of operation; an external assessment is planned - '

after the sixth month. However, the desired result, an increase in
parent participation in school classroom, and the estabhshment of
" the early childhood education learning environment i is readily evi-
dent. If, at the end of ‘the external six month evaluation, the
operation is proven a success, plans for the dissemination of this
concept will be . maﬂe to other district schools facing the same
problems. If problems in this strategy are identified, e.g., lack of
parent participation, changes will be made within the program
" activities to achieve the desired outcomes.

An advantage of the systemic strategy ‘of portal schools is that

it has allowed the school district and university to provide a con-
trolled environment where techniques and programs can be. vali-

dated. As most educational institutions possess limited financial
resources to experiment with new _practices, the portal school set- -

ting has proyided a means for developing and testing innovations

with limited capital expenditures. Utilizing the portal school sys-

tem builds an inherent fiexibility to.adapt new approaches to meet

the specific needs of different school staffs workmg with dlverse o

communities of children.

"Ihid. . S —
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Competency-based education

Traditional teacher educaticn programs assume that upon
completing a predetermined set of methodology courses and some
experience in student teaching, the student will be competent to
begin teaching. Responses from school district administration,

principals, and first year teachers, however, indicate that such

efforts fall short in the area of providing students adequate entry
skills. In attempting to address these needs, a movement toward

" identifying and certifying competence has been gaining momen-

tum. The system by which this would be accomplished has been
labeled Competeéncy-Based Teacher Education (or Performance-
Based Teacher Education).

Five essential elements characteristic of CBTE programs dis-
tinguish it from other teacher education programs:

1. Teaching competencies to be demonstrated are -i‘ole-'v
- derived, specified in behavioral terms, and made .public.

- 2. Assessment criteria are competency-based speclfy mastery
' and made public.

ent requires performance as prime evidence, takes
t knowledge-into account. .-

4. Student’s progress rate (;epends on demonstrated »conipe-
tency. . :

5. Instructional program facilitates development and evalua-
tion of specific competencies.® -

1

Arends, Masla, and Weber, in Hmwlboolc f'or'the. Development of

Instructional Modules in Competency-Based Teacher Education
Programs, further describe CBTE as a “program in which the
competencles to be acquired by the student and the criteria to be
applied in assessing the competencies of the student are made
explicit and the student is held accountable for meeting those
criteria. The competencies specified are those particular under-
standings, skills, behaviors, and attitudes believed to facilitate the :
intellectual, social, emotional, and physical growth of children.”®

. CBTI;] begins to provide university teacher education programs

)

EKC[?»O

wll Toxt Provided by ERIC

8 Stanley Eiam, Performance-Based Teacher Edication: What is the State of the A

Art? (Washington, D,.C.: American Association of Colleges for Teacher Education,
1971), p. 8.

9Robert L. Arends, John A. Masla, and Wilford A. Weber, Handbook for the
Development of Instructional Modules in Competency-Based Teacker Educa-
tion Programs (Buffalo, New York: The Center for the Study of Teaching,
1971), p-2 1
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with a system of a@countabnhty for the competency @f its
graduates, °

A related characteristie of CBTE is that student performance
of competence be denronstrated in ficld-based settings.’® Simula-
tions, role-playing, and college laboratory environments are effec-
tive learning strategies, but limited primarily to the attainment of
knowledge-level obJectnes The actual demonstration of perforﬁn«
ance skills requires a greater emphasis in real school settings in-
volving pupllq The. final assessment of student performance needs’
to take,place in “live” classrooms wit, “llve" students. Thus, if the
eriterion of an objective is that pupiswill achieve, assdssment of
teacher eadet skills must involve. pupils in the classroom. As more
-teacher education programs movestoward competency-based eduep-
tion, a corresponding shift in emphasis from the university to field
centers stiould follow. Portal schools facilitate that change and
thus bécome a ‘supportive component, of CBTE.

The major resp0n51b1l1ty fet* the certification of tewchers has |

long résted with university teacher training institutions.* School
districts, through the involvement of master teachers, have exer”

cised limited participation in the identification and assessment of
“teaching competencies. Control of teacher certification skills and
criteria lies primarily with the college. Through competency-based
teacher education a system of -shared respon51b1l1ty for the train-
ing of teachers is maximized.

In Fall 1972, San Diego State Umver&uty first offered a totally
competency-based program to regular preservice teacher candi-
dates. This two semester program, named SIGMA (Systems for
Individually Guiding Mastery Attainment}} is constructed around
flow-charted competencies rather than course lines and is or-
ganized into a system of competency-based instructional, modules
(earning packages) This modular system is self-paced and indi-
vidualized, requiring the acquisition of knowledge, the demonstra-
tion of skill, and an evaluatlon of consequences or change% in pup11 .
behavior.

‘To ensure exposure to different learners and dlfferent teach—
ing situations, the student’s field assignment is in a different
district and socnoeconomm area each semester. To accommodate
this aspect of the program, each student is assigned to two differ-
ent school sites (one each semester).

Evaluation of student teaching is highly correlated with the

" rest of the -program. During the first semester. all-day experi-
' ence, as, responsnblhtles are assumed for m:ﬁﬁg’m\g the learning

10 Stanley Elam, Performance-Based Tc&cher E’ducatwn What is the State of the -
) Art?,p. 9 ‘




environment of a group of children,‘edch student is-evaluated on
his/her ability to intégrate the previously developed competencies.
5 During the second semester all,~day experience, each student

nd mastex: teacher identifies the dbjectives that the student will
decomplish with the children, in his/her assigned classroom. The

tudent then develops a contrjact which he or she negotiates with
the master teacher and university-supervisor. The final evaluation
is based on the student’s demonstrated effectlvenebs in_fulfillihg
the contract.

In the CBTE prog'rams (Teacher Corps and SIGMA) teacherb
and district representatives have begun to work more coopera-
tively with university faculty in specifying those objectives and
competencieés required of teacher education graduates. The dis-
trict, through master teachers and site administralors, is more
involved in the assessment of student-teacher competencies and
program operations. A greater role is exercised by school represent-
atlves in teacher education policy formation and decision-making
processes The participation of other educational mstltutlons, ef.,
school districts, provide the university additional resources and
allows for the involvement of those affected in teacher training. '

The operation of a Yportal school involves panty of university, -
district, teacher organizations, and commumty in program govern-

. ance.’ As the goals of CBTE and portal schools involve greater

part1c1patlon of those affected by teacher training decisions, they
become supportive of each other in facilitating this process. A
mechanism thus is available to proponents of CBTE to involve
other educational institutions in decision-making. As summarized
by National Teacher Corps, “The Portal School strategy is seen as
~ one which has the .ingredients necessary to bring the separate
- educational institutions together in a working relationship to pro-
vide reahty-based and field-centered teacher education and im-
proved learfiing opportunities for children.”1?

ol
Y

Multi-cultural education. - o

Education in the United ‘States has traditionally ignored the .
cultural pluralistic nature of American sotig¢ty. Although acknowl-
edgement of cultural, racial, ethnic, linguistic, and religiout differ-
ences has gmned strength the value system and social conscious-
ness of America remains predommantly monohng'ual and monocul- -
tural. Multi-cultural education is not a catchword for “minority,” °
but encompasses all people of the United States, their racial and
ethnic differences, their customs, their levels of income, their trad-

-

1 Rudy Cordova and Bamb1 Olmstead, Preface to Portal Schools p- i
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itions and beliefs, their languages, and their religious preferences.
As an instructional dehvery system, the operation of a portal
school does not) directly promgte specific subject and content areas.
" Portal schools support multi- ultural education only as far as the
curriculum content and instruction promotes multi-cultural educa-
tion. Educational institutions must begin to assume.responsibility
for seeing that developing teacher education programs refleet cul-
tural+and ethnic pluralism through their staffing, materials,
methods and strateg'les, resources, and part1c1patory models and
- practices.

Many educators view the celebration of cultpral hohdays as
the primary multi-culturaltemphasis in school curricula. For ex-
ample, many teachers designate Black Herifage Week (Negro His-
tory Week) as the only time classroom materials and resources are
brought into” the classrooin which present more than a cursory
discussion of the Black experience. -Although the observation of

Black Heritage Week was an important milestone inv seeking the

educational equality of Blacks in sehool curricula, it is a limited
. approach and falls short of the goals of multi-cultural education.
This goal of cultural pluralism can be achieved only if there is full
recognition of cultural differences and effective educational pro-
. grams that make cultural equality meaningful and feal.

Indirect support. for multi-cultural education is drawn from

the portal school concept in"that it provides for greater community .’

. participation in policy’ formation and governanceé. Parents can

begin to assume a greater voice in those practices which affect -

their children’s progress. Southern Colorado State College, for ex-
‘ample, has developed a Portal School Site Development Project
which serves as a viable vehicle for mcorporatmg community in-
volvement and culturally—based curriculums, .

In addition, this new laboratory setting, the total school, lends

itself to exciting poss1b1ht1es for incorporation of practices.that

address children and students of diverse social and cultural back-
grounds. Basic. to the development of competencies in this area is

that teachers become learners and inquirers, capable of 1dent1fymg '

the culturallyrelated behaviors, s\&trengths, problems, and, issues
encountered day-to-day in multi-ethnic classrooms. They can then
. begir’ to utilize these characteristics in planning and developing
teachmg-learnmg activities for achieving learning objectives.
Multi-cultural activities that -have been initiated in the San
Diego Portal School have included the identification and school-

wide celebration of ethnic holidays; selecting, but in most cases, -

creatmg classroom materialg ‘that address.all children and are not

bound in any one culture, 1dent1fymg and soliciting community -

o ’/%14‘1 .1'33 :
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«  residents and busineSy persons as classroom resources and consult-"

. ants; As integral scHool staff members, Teacher Corps’interns
have brought to the school site support for multi-qultural educa-
_tion; their ethnicities reflect the maaor cross-cultural backgrounds
- found in the school. ¥ |
o One of the maJor problems assoclated with efforts has been to a a0
D initiate change that-is sustaining: Several Teacher Corps projectsy ? .
and San Diego State University is no exception, have developed
beautiful multi-cultural education programs only to have them die
as interns graduate from the projects. Rationalizations among
school staffs have ranged from “lack of knowledge” {P “lack of |
“interest” in-this area. San Diego, in its present°Teacher Corps |
cycle, is attempting to «offset this problem by -involving regular |
school staff members in intensive inservice offerings and work- . |
shops in the area of multi-cultural education—from philosophy to ‘
the development of classroom materials and activities, An objec-
tive then of multi-cultural education is not only to initiate the |
goals of multi-cultural education curriculum and instructional . .
strategies, but to ensure that these goals become mstltutlonahzed '
at the university and district. ) - 5, \
Teachers who find students of multl-ethmc and dlverse cul-
tural backgrounds absent from their classrooms need also assume .
responsibility for incorporatin cultural pluralistic activities in
their instructional programs. e portal school only provides a -
framework. It does, however, provide the flemblhty for on-site

- instruction and adaptation of methods and curriculum to meet the.

: needs of the children and community served.

Y |
Individualized study laboratory v ¢ .

In order to implement the on-site instructional program, pre- ’ ¢
vious efforts had indigated the necessity to develop a resource ’
center within the porta‘% school to provide,the participants with the o
various print and non-print media and equipment to be- used in
achieving learning objectives. It was found, as a result of Sixth
Cycle experiences, that a major problem was the constant trans-
port of materials, hardware, and resources between the univggsity
and portal school. Professors found themselves in the cumbersg -

«. role of loading and unloading their cars with materials for the -
instructional program. Students found it difficult to locate needed -
‘materials such as tapes, books, and filmstrips, which were part of
the module learning alternatives. The constant misplacement of
these materials:often led to confusion and frustration on the part
“of both professor and student. To alleviate this problem, an Indi-

- vidualized Study Laboratory was established in each of the two-
. 9 . e B
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portal schools Learning carrels were built; adding electrical outs
lets, restationing hardware within-the laboratory, and catalogumg
modules and supporting learning, resources was one of the magor
initial tasks. :

Such a study labolatory differs’ from ‘a traditional media or
resource center in that its p¥1mary purpose is the support of an

individualized multi-cultural, fleld-based program. Alth&ough help-
ful, a general reference fungtion or representative collection of
matenals is not necessary. However, the Individualized Study
. Laboratory has been functional for comp;hng and housing catalogs.
“and a areservmr\ of books and resources which reflect bilingual, *
! cross-ciiltiral em%&ams. Al]l materials have been catalogued by the
term leaders; interns have set up and operated a‘checkout system
for overnight usage of the resources. Additional purposes_ of the
* laboratory have been to serve to a gathering point for students of
the instructional program, ‘to provide all materials necessary-to
achieve spemfied objeetives, and to have assistance available when
necessary. ‘@ '

The. Individualized Study Laboratory acts as an operatlons g
center where faculty schedules have been kept so that small group
and individual conferences could be arranged. Learning packets or
modules are stored and distributed there; module pre- and post-

~ asgessments are-administered when appropriate..All of the neces-

sasw softwarg to support the instructional objectives are available
in the laboratory, such as printed materials, filmistrips, films,
“tapes, videotapes, slides, and simulations. The laborhtory has in-
cluded study tables, areas for small group discussion, and learni
* carrels equipped with various items of media hardware. Students
have been able to use the roomson an individualized or small
group basis, taking as much time or as little time as necessary to
complete their instructional objectives. Therefore, a_ system for

keeping the center open and operating has been developed 12
The study laboratory additionally serves as an instructional

classroom for the attainment of knowledge ‘level objectives. It is

also possible that this resoyree center could support some perfor-
mance level objectives; however, in many instances this would’
have to be done in another setting. For instance, in teacher educa-
tion some performance skills might be dembnstrated usinf simula-

_ tions; however, most perfor’mance skills would more likely be dem-
onstrated in the public school classroom -where the student is
assigned. Therefore, a primary utilization. of the study laboratory
has been to facilitate the mastery of knowledge level objectives.

(S

13 Thomas S. Nagel and Patrick Hamson, “Support F'ac:htles ‘and Requirements
for Competency-Based Programs," (Unpubhshed manuscnpt 1974). _ ’
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Alt ough some skllls have been demonstrated there, most perfor-
manee, consequerice,-and affective objectives are bemg demon-
strated in the “real life” settmg, the public school classroom.

- Imtlatmg and unplementmg a porta.l school:
The San Dlego experience

The portal school concept was a plan that drew gréat interest
" and support from San Diego State University, participating local
education agencies (LEAs), and serviced community. Considerable
. discussion had indicated the need for a type ‘of ‘complex :which
could systematically converge available expertise and resources to
concentrate on arriving at solutions to local educational problems.
Meetings were then held tosfurthér conceptualize its scope and
_ operation at the local site. Fred Broder, Portal School Coordinator
of Atlanta Teacher Corps, has outlined a process for the'selection
of a portal school.!® Basically, this is the strategy utilized by San
- Diego State University in identifying a local portal school (see
figure 1). .

Early in the planning stages the umver51ty and school dis-
tricts committed themselves to, provide the necessary reallocation
of resources and facilities to. meet the demands of the program.
Space was provided on-site to house the resource center and in-
structional prograrfl‘activ’ities of the portal school. As need arose
for expanded services, the school district made a considerable
effort to resolve the situation favorably. The university, through
the School of Education, has likewise expressed a commitment of
" human and material resources through the reallocation of instruc-
- tional and supervision units needed to implement the on-site in-
structional’ program. Initial capital outlays for creating the Indi-
vidualized Study Laboratory and rearranging faculty schedules to
support the field-based instructional program were committed by
the university. Through these efforts the School of Education has
established a Field-Based Task Force to examine the strengths
and weaknesses of the field-cergered instructional programs.

. An individualized study lgberatory, as described earlier, was

designed and organized at the local sites. Approximately sixty
percent of the instructional program was delivered through a
modularized approach. These modules, for example, were fully de-
veloped in the areas of Educational Psychology, Language Arts,
Reading, Social Studies, Early Childhood Education, Community- -
Baséd Education, Teachmg as a Profession, and Educational
Accountability. The remammg professmnal courses did identify

13 Ered Broder, “The Portal School from Concept to Reahty,” in Portal Schools,
P 63 q
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objectives, criteria for assessment and major emphasis on Jindi-
vidual and group pI‘OJeCtS related to classroom performances.

The preservice education component of San Diego State
University’s portal schools has been primarily centered on the
professional preparation of Teacher Corps interns and regular stu- -
dent teachers. As the major section of the professional education
program was modularized, all necessary resources were housed at
the portal school. Modules were written so that demonstration of
competence necessltated the interns’ pérformances of specific skills

"in working with pupils. The intern’s or. student’s progress was

evaluated by the team leader, class instructor, or university
supervisor who assessed performance on a commonset of pre-
determined driteria. An advantage of the ﬁeld—based operation is

that it allowed the preservme teacher (intern) experience in assess-

ing and evaluation of his/her teaching skills in- @n actual school
classroom. setting. ’

‘As reported by uvaersxty edduation fdculty partlcxpatmg ih
the program, an advantage of the field-based portal school is that

; it has allowed the faculty member to document the growth of a

student and the attainment (or non-attamment as the case.may

be) of teaching competencies. It has also provided university

faculty a closer linkage between a theoretical and practical ap-
proach to the training of teachers. Faculty members have had an
opportumty to evaluate their individual skills in working directly
with students through demonstrations and superwslon Thus, por-
tal schools have provided, in an -indirect manner, a means of
upgrading -and broademng university faculty empmcal teaching
skills.

With the decreasing hiring of new employees, sehool dlstrlcts
have placed an increased emphasis on inservice education. How
the school district facilitates the upgrading of professional skills
for their certificated employees was a district concern at the portal
school. The operatlon of a portal school readily provided a system
for offering inservice® education demonstrations, ;workshops, and

_courses. Facilities were available at the lodal school site. Univer-

s1ty professors, district resource teachers, and curriculum special-

" ists began' cooperative endeavors at the local site. Since teachers

no longer had to trhvel to the university and combat the parking
problems, incentive was built in to attract a greater percentage of

- participating teachers, who merely have to walk from one part of.
~ their school campus to another. As.the resources were available -

CERIC®S 446

and housed in the portal school, teachers had the opportunity to

-utilize materials and experiment with techniques on their own

levels and at their individual paces. In those cases where cur-
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riculum had been developed along a modular format, an m—house
instructional program was readily available to staff and support
personnel. And, with the training of preservice teachers, oppor-
, tunities were avallable for differentiated staff, team tegching, and -
" othet instructional- delivery patterns.

e curriculum and instruction was organized and structured.
to such an extent that a formal degree program was offered atthe
local site. Initial operation began in Sixth Cycle Teacher Corps
with the organization of classes for cooperating teachers in areas
the cooperating teachers identified. Activities included, for exam-
ple, workshops and classes in Competency-Based Education, Indi- .
“vidualized Instruction, and Multi-Cultural Education. Beginning
with Eighth Cycle Teacher Corps, teachers expresSed the desire
for a more advanced’ degree or specialist credential. Working with
the Inservice Education Coordinator of the School District, a ques-
tionnaire was distributed to Title I school teachers inquiring about - -
their interest in a masters’ program based at the portal school—a
rather centrally school in the Title I, inner city area. The response
was overwhelming. A limit of 50 partltlpants was established, with
first priority given to teachers within the portal school. Meetings -
with the 50 participants produced a list of course and performance-
obJectlves for the program. The University Education Graduate
.Coordinator then advised upon the best program which would °

" ‘meet the specific needs and -interests of teachers enrolled in the
on-site degree program. .

Competencies were then ldentlﬁed courses designated, and a
time line was drawn to complete the majority of the courses dur-
ing the two years of the _Elghth Cycle Teacher Corps operation. As -
of this WI'}Emg teachers have completed approximately sixty per-
cent of the M.A. degree requirements in Curriculum and Instruc-
tion. Classes wére offered at the portal school. Several portal
school teachers not involved in the M.A. program have elected to
enroll in many of the courses. Teachers have begun to utilize the
Individualized Study" Lab to review addltlonal materlals and
media for. thelr classrooms. - It has beep the response and en-
thusiasm of the participating teachers whlch has. made this com-
ponent of the portal school a success. :

.o Portal schools and the community

Conceptualization of a portal school necessitated con51deratlon
for establishing a cooperative decision-making body representing
university, school district, teachers, administrators, and teacher
organizations. The Teacher Corps Project Steering Committee .
served this purpose. It provided for the partlmpa,tlon of parents in

K
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 the deslgn, in some cases 1mplementatlon, and evaluation of
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teacher methods and curriculum. The portal school, when in suc-
cessful operation, plans for the (1) increased involvement of com-

munity in local site decision-making, and (2) entrance of parents
and commumty persons into an instructional system to attain

. some predetelxmned goals. In other words, the portal school began. .
to allow. for a system of tra1n1ng teacher a1des, paraprofess1onals, -

and parent yolunteers.

In some portal schools across the nation, programs for parent
effectiveness, parent participation in school.classrooms, and parent
involvement in-decision-making have become components. in the

operation of the schools. For example, as a component of its portal .
school, San, Diego State University has spensored a parent partici- -
pation supporting parent education and the involvement, and the -
“training of volunteers for the classroom. The portal school offered
) parlty parental dec1s1on-p1ak1ng, and maintained an accountability

system for school and university programs.: As described by the
Temple Un1vers1ty—Ph11adelph1a School program, the following

" outcomes can be expected in the operatlon of a successful portal.

school:

1. Comlnunity voicegin'educational priorities’;‘
"27 Parents?'understanding of educationa1 programs;
- 8. An'increase in adult—studen't rattos'in the classroom;,
< ' 4. Increased parent participation in school prograrns; and
5. Reinforcement of the educatlonal program and 1ncreased
student partlclpatlon in that prog'ram 14 ‘

As another paper will more speclﬁcally address rights and
responsibilities of parents in educational programs, I have
_attempted to present only a cursory view of community involve-

ment in the develppment ‘and operation of a portal .school. It is .

necessary, however, to state that for the portal school to operate
as it is systematicaily designed, the involvement of all affected is

" crucial to’its successful operation. Thus, planning, organlzatmn,

and evali:ation. must include all role groups which have a stake in
the education of the children served—school administration, uni-
versity personnel, preservice teachers, inservice teachers, and
equally 1mportant communlty ‘

i “Proposal ‘for the Portal School Program,” Appendix A (Phlladelphla‘ Temple
Un1vers1ty Program, Mimeographed, n.d.). -
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,Concluswn ;

_ The initial conceptmn of portal schools mcluded an entry pomt

- for providing innovative and updated professmnal skills to inser-

" viee teachers, a method of accountability for preservice teachei” -
education, and a vehicle for increased community involvement and -

‘ .responslb1hty Once success was achieved in these areas, personnel
would be dispersed throughout the school district to begin plan- .
ning ‘and-organization for implementing other.portal and satellite’
schools.-The majority of portal schools have not: yet reached thls
stage of development. We are still primarily assuring that our

_ initial efforts operate successfully. Sevéral problems remain unre-
solved. In no way can portal schools be vxgyved as a panacea to the
‘training of teachers, community - paiticipation, or inservice educa-
tion. Yet, it is a process where educators can begin to document:
"the success of their efforts, maintain a system of accountability,
and continue to meet the ever-changing neec’ig in the suecessful

" education of all children. It has, for example, assmted San Diego
‘State Umvers1ty in the attamment of its educatlonal ob_]ectlves

2
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Teache‘r Inservice Education:

Normative. Re-Education |

for a Multl-Cultural Soc1ety |

'

: Roland Buchanan, Jr. .

Dlrector, Human Relations Department
Madlson Public Schools

Madlsqn, Wisconsin

\ .
‘1

> Roland L. Buchanan is concerned with the question; How do we -
achieve a balance between moral education and the pfroclazmed cog-
nitive function of the school for all students? He ewamines three
areas for achieving this balance: (1) self-understanding, (2) theories
of planned change and (3) implementation of an intergroup rela-
tions inservice program based on normative re-education. In the
Jirst. area he proposés that dzal%e—mquzm is the first step in
teaching equalzty and justice. Next he presents three theorized mod-
els: of planned ch,ange and pursues the normative re-educative
strategy as most applicable to inservice educatwn in intergroup

- relations in the Madison Public School program-and the develop-

ment of Cognitive Measurement and Affective’ Measurement scales
to evaluate the effectiveness of this strategy. The inservice program
implemented had a positive ‘effect on those groups involved and

revealed that the normative-re-educative str ategy of chonge is viable -

vehicle for zmplementmg change in . schools.’ Buchanan concludes
~ that the challenges of overcoming racism, sexism, classism, and

prejudice are difficult, but educators must meet these challe'nges .
and move forward with determination and optzmzsm ' S
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lel learning readingywriting, and arithmetic contmue to be -

the main focus of education in unlocking a student’s mind to the
. ever-changing knowledge available to him/her today? Will cogni-

tion rather than the integration of cognition and affect, continue
to be the overriding focus of education? Will educatlon continue to
serve as mere reflections of society, and thus continue to allow
such distinctions as skin color and socioeconomic class to govern
the quality of education provided American children?

As early as 1900, John Dewey wrote in Moral Principles in
Education: P

There cannot be two sets of ethlcal prmcxples, one for life in the school,
and the other for life outside the school, As conduct is one, so also the
principles of conduct are one.

. The social work of the school is often lm-'*od to training for citizenship
and citizenship is then mterpreted in a narrow sense as meaning capac-
ity to vote intelligently, disposition to obey 1aws, ete. .. The child is one,
and he must either live his social life as an integral unified bemg, or
suffer loss and create friction. ,

- The child is an orgamc whaole, intellectually, socially, and morally,- as .
~well as physncally We must take the child as a member of society in the \
broadest sense; and-demand for and from the schools' whatever is neces-
sary to enable the child intelligently to recognize all his social relatlons o
and take his part in sustaining them 1

That there must be a balance between moral education and
the proclaimed ‘cognitive function of the school for all students,
K-12 as well as through all instutitions of higher learning, is not
‘the 'question; the question is how do we achieve this balance?
Thus, in this paper I wish to briefly examine: (1) self-

+ undeistanding or self-integration; (2) theories of planned change,
and (3) the 1mp1ementatlon of an intergroup relations inservice .=
program based in normatlve re-educatlon as alternatwes in o
achieving this balance. s |

Let us first begin by examining the concept of self-understand~ :
ing or self-intégration, for as Arthur Jersild so succlnctly states:

The teacher’s understandmg and acceptance of hlmself is’ the most » |
important requirement in any effort he makes to help students to know i
themselves and to gain h2althy attitudes of self—acceptance 3

In other words, a major aspect of self-unaerstandmg is becom-
ing aware of one’s own personal feelings and attitudes, which are
laden with norms and values derived from the normatlve dimen-

-t

1 John Dewey, Moral Principles in Education, Riverside Educational Monographs
(Cambridge, Massachusetts: The Riverside Press, Houghton Mifflin Company,
1909), pp. 7-9. ‘

2 Arthur Jersild, When Teachers Face Themselves (New York: Teachers College
Press, 1955), p. 68. .
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sion of society and transmitted to students by and large through |
our public system of education. : \
_ Hence, educators must continuously engage in this endeavor
of self-understanding, or they will see ‘those whom they teach
through the biases and distortions of their own unrecognized
needs, fears, desires, anxieties, hostile impulses, ete. The process of
. gaining knowledge of self, and the struggle for self-integration and
- self-fulfillment is not something that can be taught “to” or done
“for” someone; it must be a process in which each individual is
» actively engaged. : : - '
’ Of central impgrtance in understanding one’s personal existence is anxi-
o ety: Anxiety may arise as a reaction to anything that threatens one’s |

existence as a separate self or that jeopardizes the attitudes one has
concérning one’s self and one’s relations with others.

&

v Anxiety occurs both as a response to a threat and as a way of alerting a
person to evade or be on guard against anything that might threaten an
jrrational attitude or style or life he haiadopted in trying to cope with
the problems of his life.

As Harry Stack Sullivan has pointed out, until one is able to
integrate with self, one will not be able to integrate with others.4
Thus the aceeptance of others (in this case each unique individual
student), the fear of changing one’s attitudes, beliefs, standards,
and valueés, and the acceptance of diversity rather than conform- .
ity, all create anxiety within self. Yet when educators struggle to

" reach the poini of self-understanding, these\anxieties will lessen f
and they will become betten able to integratle with others. Thus
‘becoming aware of self—one’s own personal fgelings and attutides,
which are transmitted through the various institutions which play
-significant role in the socialization process, ie., the home, the

. church, and the school—is of major importance to the teaching
profession. ' - S

The essential question raised by Jersild for those involved in
the educational profession is this: What does this effort .to help
students mean in a distinectly intimate, personal way in the S
l ' . educator’s own life?® As was evident throughout the inservice pro-

gram in Intergroup Relations, to be discussed later inthis article,
it was apparent that self-understanding required far more from an
educator than the method courses taken in college, the writing of )
lesson plans, or having the know-how and skills in handling disci-
pline. What was discovered as necessary was an exploration

31bid., p. 3. - : ‘

tHarry Stack Sullivan, The Fusion of Psychiatry and Social Science (New York:
W. W. Norton Company, 1971), p. 3. , ) ’

. 5 Arthur T. Jersild, When Teachers Face Themselves, p. 3.
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among the edueators of an in-depth searching and understanding
of self. Such an exploration enabled the educators to understand
their own human needs and the ways by which they learned to
aceept the norms of soelety as these norms relate to racism, sex-
ism, and classism.

This beeame a erucial aspect for edueators when they consid-
3;94 ‘both the education of the students they taught and what

“Tesearch has revealed about how pre,]udlcml attitudes are formed

with respect to the concepts of racism, sexism, and classism. As
edueation institutions reflect the norms, standards, and values of
soeiety, the inservice program made the assumption that
educators, too, reflect these same norms, as well as transmit them
to the students they teach, either consciously or unconselously
Thug, it is essential that educators not only be Aware of . the
importance of selfsintegration, but that they fully understand the
phenomenon.

One method of involving educators in the procesg_of self-

understanding or self-integration, the examination of individual
beliefs, values, attitudes, and institutional and societal norms, is
through the dialogue-inquiry process.

Dialogue-inquiry is the cocordination of two processes: (1) the process
whercbytwo or more persons reveal their feelings and thoughts to one
anether with a reciproeal awareness of the threat to self-esteem that is
involved for each; (2) the process whereby two or more persons ask and
answer questions that are relevant to their situation.t

Ina chool dialogue is a communication among professional colleagues
(including porents and students) — a teacher talking to a principal or a
problem-solving session of several persons. It is from dialogue, facilitated
by the interpersonal competencies of participants, that the specific func-
tions of inquiry (describing and evaluating reality, formulatmg and
analyumg probleims, setting goals, elaborating and exammmg alterna-
tive plans, acting to implement a plan for changmg reahty) are_ gener-
ated and given form and meaning. Dialogue activates inquiry. It ¢nables
< group members to raise and answer questions and to state and consxder
altematxves regarding a specific function of inquiry.? s

Dialogue, unlike debate, is designed to unify rather than di-
vide people. The process of dialogue seeks to construct an atmos-
phere in which persons are able to share their feelings and ideas

in order to clarify assumptions they may have made about them-

selves, others, or the institution in which they funétion. 8
The process of inquiry is designed to integrate and coordinate
ideas and feelings” so that the interactions among people have

8 Max R. Goodson, “Dialogue Inqulry” (Unpublished notes, Umversxty of
Wlsconsm-Madlson, 1973), p 3.

7 Ibid,, p. 3.
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- purpose and are productive. Out of mquﬁ'y come solutions or al-
" ternatives on which people can act in order to correct or 1mprove
conditions in their environment. ~
_ Listed below are the areas of focusfffn dialogue-inquiry with
respect to the Intergroup Relations Program:

1. The Self, with emphasis on the °ability and use of skills to
achieve self-awareness and. self-understanding through par-
ticipation and interaction with others in groups.or w1th
one'’s self and one’s environment;

2 Interpersonal Relatmg and Commumcatmg, with emphasis
on the use-of skills and the understanding of concepts for
analyzing and managing interactions among people;

8. Small Group Behavior and one’s participation ina groizp; .

4, The Sechaol as an Organization. and the interactions between
the school and the community, clarifying the concepts and -
skills associated with-planning, decision- ngakmg, and
problem-solving; :

5. Cultures Different from One’s OKm which are affected by
practices of diserimination in the forms of racism, classism,
and sexism; . - .

6. \Institutional Norns that form the basis for pohc1es and
decisions in the school, family, business, government,
church, ete. Institutional norms help to shape the attitudes

Y of the individual. They may also serve as the-basis for an
individual’s resisting and rejecting the accepted standards
of a school or commumty, and ’

7. Societal Norms as ideals to be striven for or as concrete
cond1t;1£3,s to be tolerated or corrected. Societal norms pro-
‘vide a@eneral context through which institutional norms
are formed, maintained, or changed.®

Through dialogue-inquiry the immediate obJectlves of school-

ing become behavioral and affective rather than cognitive only.
"This is not to say that cognitive development is denied. However,
the focus becomes one of moral development, helping young people
develop the ability to get along with themselves and others.

. With respect to intergroup relations, dialogue-inquiry spaks
to the process of normative change; the process of reevaluat-
ing values which influenee a person’s behavior. It should be

8Max R. Goodson, “Normative Re-Educatmn" (Unpubhshed notes, Umvers1ty of
Wisconsin-Madison, 1974)

B 1540. 147




o f
remembered that the individual does not manage his’her 1§tio'nali-
zationis as he/she pleases, without interference from outside. As

* *Gunnar Myrdal in The American Dilemma describes the proecess of

normative change, individual norms are contmually questmned
and disputed.

The individual or the group whose behavior we are studymg‘ dees not
act in moral isolation.? - - .

" “~ When dlalogue-mquu'y takes the form of moral. cmt1c1sm by

Tev

one person or a group, it is not that the one claims to have certain

norms, that the other does not have. It is rather an appeal to

e/ﬁ those norms held in common with others.
Dialogue-inquiry allows people to integrate hdw they think

' and how they feel in a positive, productive ‘'way. If young people

can be taught this zroce_ss, they then can practice the kinds of
behavior that will ifnprove their relationships with others. Thus

. we are addressing ourselves to much more than the memorizatiqn
and regurgitation of facts. However, one crucial factor cannot be _

ignored: until educators themselves are trained in the dialogue-
inquiry process, in its de51g'n and its end, it will be extremely
difficult for students to acquire and use the skills involved. The

* training of educators in the dialogue-inquiry process with respect

to mtergroup relations involves interaction with those who are

~different in sex, color, class, or culture from one self Thls very

notion implls normative change.

Concomitant to such change must be an analysis ‘of the nor-

mative structure of our present American society and how it per-
petuates the concept of assimulation as opposed to the concept of

pluralism. By plurahsm the author is referring to the practice of .

behaviors which proceed from knowledge of and respect for people
based on their cultural, economic, social, or religious orientations.
Therefore, for this to take place, nonconscious elements which

impede problem solutions must be brought into?consciousness and

publicly examined and reconstructed.

-

‘Strategies of planned change

_Generally speaking, most educational mst1tut10ns are unable
to change or alter the norms which have becorge stabilized in their

_operational patterns from within, and therefore outside help is
desirable. Thus, we will now focus attention on theorized strate--

" gies of planned change, then pursue one strategy a§ a vehicle for

investigating an attempt to bring about change in the Madlson
Public School System with respect.to intergroup relations,

9 Gunnar Myrdal, An American D'zlemma (New York: Harper & Row Pubhshers,
1944), pP. 1028-1029.
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o theorized three. models of planned changes: (1) “Empirical-

- agssumption that a person‘is rational and will follow his/her ra-

about the desired change, the following is of concern:

L4

*

Bennis, Ber;ne, and Chin in The Planning of 'C‘ha'nge have

Rational” strategy; (2) “Power-Coercive” strategy; and (3) “Norma-
tive-Re-educative” strategy.!® ,

* The empmcal-mtlonal §'ﬁrategy is based on the fundamental

tional self-interest once this has been revealed to him/her. The
basis for the development of this strategy was the notion of free-
ing people of their superstitions through scientific discoveries, and.
disseminating this knowledge through general education. This ap-
proach, used for the dissemination of current knowledge and new
research, is still the most accepted and utilized form pf- change
employed by researchers as well as the lay person. The fifficulty of
creating the desired change through this strategy may be viewed °
as lying principally with the personnel responsible for implement-
ing the change and not with a lack of new knowledge. Replacing
personnel, however, tends not to eliminate the difficulty, as it is
generally the societal and cultural norms of society that need
changing. By and large, personnel of any ingtitution find them-
selves locked into the established norinative patterns of operation v
designed to carry out the goals of the organization especially as
they relate to production This approach is best exemplified by the
“assembly line process.” The needs of the consumer are frequently K
not taken into consideration by the researchers or producers; in
addition, when a new technique is discovered or invented, there is
genemlly a lack of training or,know-how on the part_of the public .
in putting this new technique or chang§ into operation.

In questioning whether or not, thé new innovation will bring

-

. The questions of how to get a fair trial and how to. install an innova-
tion in an already going and crowded school system are ordinarily not .
built centrally into the strategy. The rationalistic assumption usually
precludes research attention to these questions. For, if the invention can
be rationally shown to have achieved desirable results in some situa-
tions, it is assumed that people in other situations will adopt it once -
they know these results and the rationale behind them. The neglect of

the above questions has led to a wastage of much applied research effort

“in the past.! .

In view of all the research that has been done on the

10 Robert Chin and Kenneth D. Benne, “General Strategies For Effecting Changes’
- In Human Systems,” in Warren G. Bennis, Kenneth D. Benne, and Robert Chin,
eds., The Planning of Change, 2d ed. (New York: Holt, Rinehart and Winston,
1969), p. 40.

1 Ibid. o S
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empirical-rational strategies, the author feels this approach works
best when it is applied to the technologies or to the empirical
sciences. It tends to fail, however, when applied to people, espe-.
cially when there is no readiness for change. This is due to a lack
of basic research on people: their behavior, attitudes, and relation-
shlps with others. In addition, there is a lack of knowledge relative
to the psychological functioning of man.!2 »

Whereas the empirical-rational strategy depends on knowledge
as a ‘major ingredient of power, the second strategy—power
* . coercive—is based on the apphcatlon of power: political, economic,

. or otherwise. Basically, it is the compliance of those with less
power following the plans, direction, or leadership of those with
.greater power. In addition, the use’of moral power is frequently
-employed as a non-violent means of bringing to consciousness
public sentiments of guilt and shame.” In othei' words:

When a person is aware, he will behave differently from when he is
not, a difference that will be indicated by his acting more slowly and less
rhythmically, makmg more errors, and bemg more able to change the
pattern of hxs act.4

The exgonents of this strateg'y usually rely on political power
as the necessary ingredient for legitimizing Jaws they deemdesir-
able. Economic power, on the other hand, exerts coerciye influence
over those to whom the power is applied. For example, a law has
~ been passed requiring school systems to adopt an affirmative ac- .
tion employment program by 1974. If such action is not taken by
local school systems, the threat of withholding federal funds from
the school district is eminent. Thus, both the political and
" economic powers exercise coercive influence to bring about the
desired.change deemed necessary. - -
+ In general,” America’s economic and pohtlcal 'systems opera- e
# tions are based upon this strategy and it is accepted by many '
_without question. Because this strategy is taken for granted by
’ the masses, it generally goes unchallenged as long as it adheres to
the expected ethos of society. Once a social system or subculture
~ within society becomes disenchanted with the operaiions of the
~ system, alienation arises and the power coercive strategy tendsto ~° -
divide the society. :

Alienation . . . is not only a feeling of resentment and disaffection but
also an expression of the objective conditions which subject a person to
forces beyond his understanding and control. Hence, even if a person is
only vaguely aware of his own deprivation, dependency and manipula-

12 Thid,, p. 36. _ ‘
13 Ibid,, pp. 52-564. o s
u Armtal Etzioni, The Actwe Soczec:// (New York: The I‘ree Press, 1968), p-224.




tion, he is still alienated so long as he is unable to participate authenti-
“cally in the processes that shape his social being. Ahenatlon, thus, has-
structural bases and psychic consequences.

Alienation is encompassing in still another sense! it affects both the -
excluded groups and those who exclude them. The excluded are affected
‘because the society is particularly unresponsive to their needs. The

- excluding group are ‘affected because the process of exclusion creates a
distorted social world whu:h they cannot exclude.'®

The power-coercive: strategy tends to fail, however, because it
seeks to change the masses through unplementlng ,pohtlcal and
economic goals deemed desirable by the strategxst in power.
- Within this strategy little if any attention is given to re-educating
the masses regarding the new goals, i.e., the norms to be changed. -
When a change has been legitimized by law, it is often assumed by
the power-coercwe strategist that the desired change has been
made, when in fact the only thing that has been accomplished is
_ the act of bringing the force of legitimacy to bear ‘on“she desired
change Those who are to carry out the desired change are still
without the new knowledge, new skills, new attitudes, and new
value orientations with which to bnng about the change. The
acquisition of these attributes requlres new conduct on the social
level which in turn requires changes in the norms, the roles, and

" . the relationship structures of the individuals or institutions in-

volved. This discussion is by no means to disregard or downmplay
the 1mportance of the use of political institutions in achieving
change. It is the author’s intention, however, to emphasize the
importance of combining the normative-re-educative strategy with
political coercion, before and after political action is implemented,
if the public is expected to act 1nte111gently and responsibly to the
desired changes. This strategy is therefore rejected: first, because
it is diffignlt to force people to change their norms and values, and
" secondly, because whenever change in norms is desired, there is
~ neéd for re-educating the public regarding the new norms, both
cognitively and affectively.1® ,
Therefore, the third strategy, the normatlve-re-educatlve
. strategy of charige, is the most apphcable to inservice education in
1ntergroup relations. As change on the social level requlres '
. changes in personal standards, values, and beliefs, and changes in
norms and roles of the institutions involved, re-educatlon is neces-
sary. In the normative-re-educative strategy, the rationality and
intelligence of a person is not denied. Changes in norms (what
is “ngh ” and “ought to be”) however, involves changes in-

15 Tbid., pp. 618-619. .

16 Robert Chin and Kenneth D. Benne, “General Strategxes For Effectmg Changes
In Human Systems, pp. 55-57. : .
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comprehensmn, skllls, attitudes, and values. Changes must also B
occur in relatlonshlp with one another, as well as changes in one’s
thought ‘patterns stemming from new knowledge or information.*?
N In other words, “there must be some agreement about the values
that define ‘right’ and ‘ought to be’ and the norms that detail
approprlate behavior needed to sustain values.”®
~*® - Within the normative-re-educative* strategy there are two in-
terrelated appfbaches: (1) mterpersonal growth and (2) problem—
" solving.
The basis of this first apporach is well-defined by Lewm when
. he'states:. {

" Man must participate in his own re-education if he is to be re-edu-
cated at all. And re-education is a normative change as well as a cogni-
tive and perceptual changet® .

. In order for a person to partlclpate in hls/her own re-educf
tion, he/she must first become aware of his’her own attitudes and
from where they stem. For until nonconscious attitudes are
brought into the realm of consciousness they cannot be re-evalu-
ated or changed. In other words, one must seek to re-evaluate
those relatively durable patterns of recurrent interpersonal rela-
tions which characterize histher present interactions with others.20

There are common . elements to the processes of normative !

" change, when one is serving in the role of a change agent in an - |

educational institution working to resolve conflicting and ‘prob- B

lematic situations at the personal, as well as the community level

within the educational setting. First, the educators must be in-
volved in developing the programs of change for themselves.

The way they [educators] see themselves and their problamé must be
brought into dialogic relationship with the way in which they and their
problems-are seen by the change agent 2

Second, the problems confrontmg educators are not assumed
to be ones which can be met only by accurate factual information,
though this possibility is not ruled out. The problems may rather.
be in the attitudes, values, nokms, or in the externhl and internal

N

" 17 Ibid,, p. 34. . Vi

18 Joan I. Roberts, Scene of the Battle (Garden Clty, New York: Doubleday &
Company, 1971), p. 236.

19 Xurt Lewin, Resolving Social C(mﬂwts (New York: Harper & Row Publishers,
1948) and Kurt Lewin, Field Theory in Social Science (New York: Harper & Row
“Publishers, 1951), cited in Robert Chin and Kenneth D. Benne, “General
Strategies For Effecting Changes In Human Systems,” pp. 43-44.

2 Harry Stack Sullivan, The Fusion of Psychzatry and Social Science, p. 295. L

21 Robert Chin and Kenneth D. Benne, “General Strategles for Effecting Changes
In Human Systems,” p. 4. .
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,relationshipé of the educators and thus require normative re-
education. It is for this reason that the eéxponents of this strategy
have not only recognized the need for cognitive re-education, but
also recognize the importance of affective and behavmral re-
education. This then requires changes in attitudes, values, and
behavior at the personal level, and norms and relationships at the
social level.22 :

Thus, when there is any attempt to change an existing social
or institutional structure, the change involves altering human be-
havior. As the personality is viewed as an undefinable dynamic set
" of various processes, it is constantly in motion—occurring in a
continuous series of interpersonal interactions with other human
systems. It is for this reason that the science of psychiatry recog-
. nizes that nearli?l every mterpersonal interaction has definite in- .
trapersonal influences and is to a great extent a. function of the
human bemg"s past éxperience and of the partlcular chronology of
that experlence =

. Thus, in attemptmg to bring about change, there arise the
- problems of resistance, tension, anxiety, shame, humiliation by

ridicule, guilt, and disrupted interpersonal communications. .These
~ become prospective changes in patterns -of practice which are
evoked in the people affected. by the change. Therefore, the change

" - agent, even though focally and initially concerned with modifica-

- ‘tions in the educational system, finds himself/herself in need of
more adequate knowledge of human behavmr, individual and so-
cial. Anxiety is always interpersonal in nature and thus a neces-

sary factor in dealing effectively with the human aspects of delib- )

erate change. It is such knowledge of human behavior that must
be experienced, understood, and accepted by educators before they
can effectively use this knowledge ‘amongst- themselves or with
- students in the classroom.?4 :

: Third, the change ‘agent must learn to intervene mutually and
collaboratively along with the eduators in an effort to define and
solve their problems. The here and now experience of the two
provide an important basis for diagnosing the problem and of
locating needs for normative re-education in the interest of solving
" the problem.2s It is also important that the change agent under-
stand that over time educators as well as other human beings
have adopted durable patterns within the self to avoid anxiety

. 21bid., pp. 44-45.
" Harry Stack Sullivan, The Fusion of Psychzatry and Social Sczence, p. 33.

24 Robert Chin and Kenneth D, ngme, “General Strategies For Effecting Changes
"~ In Human Systems,” p. 33. ) ST :

2 Tbid., p. 49.
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that threatens the: self. This is generally an cutgrowth of early.

as a deficiency and usually manifests itself in covert mannerisms
in an attempt to avoid or minimize anxiety.?®¢ Fourth, nonconscious
elements which impede problem solutions must be brought into
consciousness and publicly examined and reconstructed. And fifth,
the concepts of the behavioral sciences and variatiofis in teaching
techniques are resources which the change agent and the edu-
cators must learn to use selectively, relevantly, and appropriately
. in order to deal with the human relations problems confronting
them.2? .
These five elements are necessary forces in the processes of
planned change; and these forces must be carefully adhered to by

social system. 3
We have been discussing the first approach necessary in the
normative change process—helping individuals involved in the so-

N

* flicts in relationships with others through a probing of feelings,

~ ‘. manifest and latent, operatmg within the system which impede
s progress or change.” - s

- It is recognized that interpersonal growth is an important

aspect of change. However, it in and of itself, is not sufficient to

change process. We will now examine the second approach to

normative-re-educative change—-—that of problem-solving.

Goodson, Hagstrom, and Kreitlow, in‘their study of Ch(mgmg

- Schools: Case Studies of Change-Agent Teams in Three School Sys-

tems found that there were several basic “ingredients in 1mple-
menting the problem-solvmg aspect of change:

Describing and dlagnosmg reality, formulating problems, 1dent1fy1ng
needs, deliberate selectlng of change targets (characteristics of the
~.school reahty that require change), planning and carrying out appro-
~=<priate actions, evaluating outcomes so as to keep problem-solving in
contact with reality, and 1nterpretat10n of, data systematically collected

- about a school system ..

It is the author’s behef that the resources for bringing‘abdut

28 Harry Stack Stzlhvan, The Fusion of" Psychwtry and Social Science, p. 50.

In Human Systems,” p. 50.

sity of Wisconsin-Madison, 1971), p. 45.

childhood sublimation or conditioning. This sublimation is viewed -

cial system become aware of self—their attitudes, values, and con-

effectively carry out the desired change within an educational
~ system. Problem-solving must be an equally important part of the

28 Max R. Goodson, Warren 0. Hagstrom, and BurtOn W. Kreitlow, Cha,nymgv
Schools: Case Studies of Change-Agent Teams in Three School Systems (Madison,
Wisconsin: Research and Development Center for Cognitive Learning, Univer-

Ahe charnige agent when, attempting to implement change m any -

+ :L
a

27 Robert Chin and Kenneth D. Benne, “General Strategies For Effecting Changes -
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‘change lie within the educational system and can be extracted.

- with the assistance of a change agent team. However, problems
- operating. within a particular system must be identified realisti- .
cally by the educators working within that system before- prob-
lem-solving can be effective. In other words, no system can achjeve
~optimum success with respect to change unless it involves itself
honestly and openly in 1dent1fymg the reality as 1t emsts within
-the system. '

+

Changes ina system, when they are reahty omented take the form of -
problem-solving. A system to.achieve optimum reality orientation in its
. adaptations to its changing internal and external environments must
"+ develop and institutionalize its own "problem-solving structures and pro- .
cesses. These structures and processes must be tuned both to human
problems of relationship and morale .. 2 .. C\

Once an educational system has openly and honestly identified
its problems it is of the utmost necessity that the school receive
the total support of the hierarchy or of the system—the board of
education, supermtendent area directors, as well as the adminis-
trator of the local school building. If lasting change is to occur,
support of the hierarchy cannot be temporary. Mechanisms for
maintaining and improving the system must be built into the
established processes and must be ongoing.

The exponents of this approach recognize the importance of .
the individual within the system. They believe that the individual
is capable of changing his/her values, standards, -and norms if
conditions which are présently serving to inhibit change are re-
placed by supportive conditions. Supportive conditions which -
create such an atmosphere include trust, honestly, empathy,
openness, and caring, all of which may be provided by the process .
of dialogue and inquiry. In ordér to facilitate these supportive
conditions which are major components of both the interpersonal
growth and problem-solvmg processes, the change agent must first .
understand a person’s basic human needs.

Maslow in his extensive work Motivation and Personalzty
states that there is a dynamic in the psyche 6f man which drives
him/her to become all that he/she is capable of becoming. Maslow .

theorized that once man’s lowest level of needs (physiological) are -

met then he/she is able to progress toward the highest level, that
of self-actualization.®
In summatlon, two approaches to the no

atlve-re-educatlve

', # Robert Chin and Kenneth D. Benne, "General Strateg'le For Effectmg Changes
In Human Systems,” p. 47

% Abraham H. Maslow, Motivation and Personalzty, 2d ed (New York Harper &
Row Pubhshers, 1970), p. 46. -
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: strategy of planned change have _been presented—mterpersonal
growth and problem-solving, Both approaches are necessary in the

. change process. The necessity of implementing this strategy in an
intergroup relations program with trained change agents (person-

nel trained in the area of group dynamics) is evident. The neces-

. sity of total administrative support of an educational institution is
also evident. Mechanisms for maintairing and 1mprov1ng the sys-
_tem must be viewed by the hierarchy as an ongoing process, if
ultimate success is to be realized. It is also important to-recognize
that re-education is the foundation of both approaches and that’
both approacheés recognize the need for the norm of openness in
communication, trust between individuals, the elimination
status barriers that us®ally serve to separate sub-parts of a sys»
tem, and mutuality in declslon-makmg as 1mportant element.s in
the re-education process.
In reviewing the three strategies of change it becomes appar-
ent that the normative-re-educative strategy is the most applica-

ble in implementing an intergroup relations program, as this _

~ strategy involves the examination of attitudes, values, and norms -
o operating w1thm society which mﬂuence one’s thmkmg and be-
. havior. : . )

Implementation of a human relatio’ns inservice model
- based on normative ‘re-education .

Research involving intergroup relations (human relatlons)

training in public schools is relatlveﬁ' sparse. Because of the mul- -

_titude of definitions applied to human relations training, the
methods used for implementation. are of a wide variety. As the
emphas1s is generally more on affect than cogmtlon, data collec-
tion is frequently not conducive to empirical analysis; the results,
therefore, are mixed and opinions vary as to the merits of such
training. This is still largely due to the complexity of human
behavior and the multi-dimensional nature of attitude. MucH more
research ispneeded in dlsgovenng the difference between what one
values and how one acts, and how to integrate both with cognitive .
learning.

Social psycholog'lsts and psychologists have generally ag'reed .
" that human relations training has the potential of making a sig- .

‘nificant contribution to the growing needs of public schools. One |
“such potential is providing the skills and techmques whereby
educators can help the young they teach to understand, accept,
and respect one another as human beings, sharing similarities an
- ing enriched by differences. As sharing similarities and bein
- enriched by dlfferences form the basis of th1s prog'ram in -inter-
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g’k‘oup relations, let us ‘now turn to the model utlhzed in this
inservice program which has as its base the theoretical norma-
tlve-re-educatlve strategy of planned change A
‘Madison, Wisconsin, like so many other comfortable and pres - .

dommantly White communities throughout the country has,
within recent years, become increasingly aware that those belong- -
ing to a subculture (Black Americans, Native Americans, Span-

- ish-speaking Americans, Asian Americans, and the poor) have had
neither the opportunities nor access to resources that the doml--

~* nant culture (White majority) enjoy. . - 1
' This awareness developed as a result of many factors. First,
members of the minority community, as /well as the poor, began to-
articulate thé injustices that existed within the schools and their
demands fo?éequal educational opportunities. Second, many: com-
munity organizations, e.g., the Equal Opportumty Commission:and

" . ‘the Superintendent’s H!ﬁél:n Relations Advisory Council, repre-

%

" genting a variety of comipunity groups and organizations, as well

 as individual research stutiés conducted with Madison school. chil-

. dren, all revealed the need for human relations training. And
third, a survey of Madison educators conducted by the Superin-
tendent<gf Schools in 1969 revealed that of the 1,400 respondents'
only '273 had had previous course work related to subecultural

. groups, and that if offered, 511 educators desired a course in the

. culturally different pupil, 465 desired a course in education for °
Human relations, and 440 desired a course_in technigques to help
students clarify values.

Thus, all of these concerns strongly illustrated that the Madl-
- _son community was not only increasingly aware of the need for a
"magor educational effort in the area of human relations, but ready
R to give such efforts substantial community support. Commumtles,
like Madison, without large visible subcultural populatlons and the
dant crises that inundate most urban centers, must recognize
the need to develop preventative programs which attack the root
causes of intergroup tensions and injustices. It is necessary to

" . recognize that the forces of ramsm, class1sm, sexlsm, and preJudlce

» permeate our society. :
To be more explicit, it is necessary for White Amencans to
analyze how they have hlstorlcally and systematically maintained -
a system of oppression, i.e., overwhelming control—politically,
economically, socially, and educa_tmonally The underlying standard
of the “rightness of whiteness” is the fundamental issue that must
.- -be addressed by Whites, particularly by educators, in order to help
Whlte Americans become liberated from their own oppression.
* Therefore, the re-education of edu(;ators in predominantly-

LRIC =207
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White communitiés is one avenue of attacking the roots of racism
in our society. Inservice training in intergroup relations it is felt,

provides educators with an understandmg of the forces of racism, -
prejudice, and discrimination in American life, and the impact of

. these forces on the experiences of the White majority and sub-

cultural groups—particularly Black Americans, Native Americans,
Spanish-speaking Americans, Asian Americans, and poor Ameri-
cans. It may help to eradicate the racism that is being perpetuated
by both the individual educator’s behavior and the mst1tut10nal
practices of school systems. .

As behavior reflects belief and value systems, a major aspect
in the re-education of White educators should be the acceptance of
pluralism as one of the basic ingredients necessary: for changmg ‘
the normative’ structure of schools and ultimately American soc1-
ety. To reiterate, pluralism as used in this article is seen as a
multlphcxty in unity, .an orchestration of all humankind, rather
than forced assimilation or fusion. The assumption here is that -

_there is strength in variety, and that American society has bene-

fited from the contributions of all groups. Thus, pluralism invelves -
a giving, taking, sharing of, and mutual respect for the cultu1es of
other people. America, therefore, would be seen as a “mosiac of
ethnic groups . . . a nation'of nations each with unique qualities,
each retaining the1r own cultural heritage and culture”® An ac-
ceptance of pluralism, as defined, would result in a change in the
present normative structure of society, ie, asslmllatlorr Thus, a

~central assumption in this inservice program is that public schools

are not adequately preparing young people for responsible citizen-*
ship in a pluralistic society, largely because educators are ill-
equipped to teach .about the ethnic and cultural diversity of

American life.

~ Development of the intergroup relations program

wll Toxt Provided by ERIC

As a result of the above identified and recognized needs, the
Superintendent of Madison Public Schools contacted the Dean of
the School of Education, University of- Wisconsin-Madison to seek

. joint cooperatlon in establishing a committee to develop an inser-

RIC 65

v1ce program in intergroup relations.

In the fall of 1969 a committee, ¢ omposed of the Director of
Human Relations; the Social Studies Curriculum Coordinator; a -
principal; a secondary social studies teacher; an elementary
teacher from the Madison Public Schools the Director of the
Center for Community Leadershlp and Development of the Uni-

31 Peter I. Rose, They and We: Raczal and’ Ethmc Relations in the United Statee

(N ew York Random House, 1964), pp. 55-56.
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" versity Extension; a professor fronr the University of Wisconsin-

Madison Educational Policy Studies Department; and a parent

' representing the Equal Opportunity Commission, was established.
The committee worked from November 1969 until August 1970,
designing a program which would include the concepts they
deemed necessary fQr such a program in intergroup relations. In
August they went before the Board of Education requesting per-
mission to write and submit a proposal to the Department of

" Public Instruction for federal funding. Permission was granted and
a proposal was written, approved, and funded in June 1971 under
Title III, ESEA for a period of three years.

A skeleton staff worked from June through August 1971 get-
ting the project underway. During August and September a full
‘project staff was hired and the first year was spent in material
. development. The Director of Human Relations and the elemen-
tary teacher remained with the project as part of the implement-
ing team. = : '

The first year was primarily devoted to the development of the

program materials. During the second year (1972-1978) the pro- -

gram was pjloted in one elementary and one middle school. The

selection of the specific elementary and middle schools was bajsed '

on the following criteria: (1) educators’ perceived need for inservice
training in inttg/rgroup relations; (2) commitment of the staff to
participate in Said program; and (8) ‘ferceived saturation of the
school, i.e,, the extent of previous all school inservice programs.

After the selection of the pilot schools, a combined elementary
(K-5) and middle (6-8) school, a coordinating council was estab-
lished. This council was composed of representatives from both
schools, the administration, the university, and the project staff.
This council served as a liaison between the project staff and the
school faculty, to handle concerns, problems, or any necessary
changes in program implementation. It also served as a decision-
making body when the need arose. .

This broad and comprehensive program focuses on educators

" understanding how their own perceptions of and attitudes about

family,, class, ethnie, and racial differences affect the learning pro-
cess, and ultimately the structure and substance of our education

institutions. Thus, this inservice mo or planned change focuses .

upon the following seven content areas: (1) The Self; (2) The School

““and Classroom as #8ocial, Psychological, and Physical System; (3)

The Relationship of Class and Ethnicity to Intellectual and Emo-
tional Functioning; (4) Families and Education; }5) Racism; (6)

Sexism; and (7) Classism. . - :

The sequencing of the content areas reflects where one r?xust .

'
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begm in the whole normative-re-educative process—with self. Mov- |

ing from the self we examine the normative functioning pf the
*school and how the school perpetuates eertain beliefs, values, and
attitudes which are reflected by soelety We then explore the
effects of class and ethnicity on one’s intellectual ‘and emotional
functioning. Next, the eultural life styles of families are examined
from the point of view of contrasting these life styles with the

. norms perpetuated by the schoel. Last, racism, sexism, and class-

ism are examined from the perception of the individual and the
institution. As our educationl institutions are viewed as a major
- socializing force in America, the assumption is made that over
time the school has perpetuated the concept of assimulation while

professmg to adhere to the standards of pluralism. Thus] the -

major objectives of tlng,.msemce model for planned change are:

To- increase self-awareness and self-understanding by participating and ¢
interacting with others through the dialogue-inquiry process.

To facilitate the use of the dialogue-inquiry method as a process of
leammg .

To increase the understanding of cultural diversity in Amenca in order
to facilitate the teachmg of pluralism.

To discuss economic depnvatnon and social stratnﬁcatnon in order to
analyze their effects on learning. :

To discuss and evaluate how racism, diserimination, and prejudice are
perpetuated through educational institutions in America. '

To evaliiate the relationship of social class and ethnicity to intellectual
and emotional functioning. :

To 'analyzel the relatnonéhip of ethmcxty, culture, and fzunily structures.
to the behavnor and leammg of all students.

To analyze and evaluate how sex role expectations lead to s&ereotypes
associated with men and women and the perpetuation of sexism through
education institetions.

This inservice program consnsts of three major aspects focus-
ing on cognition, affect, and behavior; with emphasis on their
interrelatedness, as the mteg'ratlon of these three aspects make up
man’s total being.

The cognitive aspect focuses upon providing educators with -

factual information pertinent to normative change within the
seven defined content areas. An article presentmg factual infor-
mation was written by persons with expertise in the particular
area of concern for each of the seven content areas and serves as
the minimum reading material for the program. This, along with

selected readings from recent books and publications, provides the

basis of “new" information for the educators 1e—educatlon, The

-
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supplemental readings are optional reading materials. This aspect
of the program is most often presented in large groups. Authors of
the major papers are invited to dialogue with the group when
their schedules permit. At other times, panels representing the
various subcultural groups are invited to dialogue with the group
about the topical area under discussion from their perspective, or
other large group “activities focusing on processing the content
area under discussion are conducted. ' )

The affective aspect consists of film vignettes of 10-15 minutes
in length, produced especially for this program, and applicable to
each of the seven content areas mentioned earlier. Each vignette
is designed to emote feelings and reactions from the participants.
Following the v1eng of each vignette in small groups, co-facili-
tators with training in group process involve the. educators in
small group (generally 10-12 educators) discussions related to the
concepts presented in the vignette and content material. Stem
questions and other process activities have been developed to help
facilitate the small group discussion. A script and seript analysis -
for each film is made avallable to each educator for the purpose of
discussion. :

Following the discussion of each vignette, educators are pre-
- sented with various classroom’ activities pertaining to the partxcu-

lar topical area under discussion. These activities can be used in- | :

total by the educators with their students, or modified for use in
their individual classrooms. The activities are interdisciplinary in
their approach on'a K-12.basis and focus on the content, area being
discussed. To ensure the educators’ understanding of the process
"involved and the applicability of the activities for use in the class-
room, the educators engaged in one,of the activities as a small
group. Assuming the internalization of new knowledge presented
through content materials, discussion of feelings that emerged as
a result of viewing the wgnettes, and the use of process activities
engaged in as a group, it is assumed that a change in the
educator’s behavior will be reflected in his/her actions in the class- .
Toom as well as the total school environment. !

Prior to the implementation of the total program (content
materials, vignettes, and application activities), a workshop is held
for the group facilitators, the project staff, and a number of
educators: who have prevmusly partxcxpated in the program. The
-purpose of the workshop'is to familiarize the co-facilitators with all_
— agpects of the. program,matenals, to clarify goals and obJectxves,‘
‘and to determine the various procedural methods to be used in
implementing the program. The co-facilitators work as a team of
two with groups of ten to twelve educators. _ 9

161

168




The program begins w1th a one day human development
laboratory. The objectives of the laboratory are two-fold: (1) To set
forth the norms of dialogue and inquiry; and (2) through a group
building process, build the small groups that will work together
throughout the year. A complete explanation of the total program,
expectations, glvens, etc., is also provided for the _purpose of -
clarifying the various aspects of the program. -

The program was conducted on nineteen afternoons from 2
P.M. to 5 P.M,, over a thirty-three week period of time. Each con-
tent area was discussed for two weeks, with the project staff not
being at the school on the third week, The off week was designed
to provide a period for the integmation of each content area. In
addltlon, every attempt\ was made not to have the inservice pro-

“gram in process during major holidays and semester report time.

Research design a

-To evaluate the effectiveness of the normative-re-educative
strategy in implementing the inservice program designed for
educators in the Madison School System, two major evaluative
instruments were developed: the Cognitive Measurement Scale
and the Affective Measurement Scale. After searching the litera-
ture and finding no evaluativé instruments which could be cons1d-
ered to have content valldlty for this inservice project, the task of

. developing such instruments was undertaken by the project staff.

Based upon the concepts presented in each maJor wpé" for the
seven content areas, 380 test items were developéd and piloted at
the University of Wisconsin-Madison with 152 graduate students

" in the{\ﬁelds of Education, Sociology, Psychology, and Anthropol-

ogy. An item analysis was run on the 380 items.

The selection of test items was based on two criteria: (1) a
positive point biserial correlation between the test item and the
total test score; and (2) a difficulty index between 40 and 60 per-
cent. If a negative relationship were found to exist between the
item and total test score, the question was rejected; if a test item
was marg'mal 30 to 70 percent in its degree of difficulty, the ques-
tion was revised and used as one of the items on the test.

As a result of this process the Cognitive Measurement Scale
y1elded a realiability score of .72 at the end of the first pilot year

"and the Affectlve Measurement Scale ylelded a reallablhty score of -

.86.
The cognitive test consists of two parallel forms, fotlr-cholce

- items, with forty-five items on each form. Each form ylelds a total
.. score {(number right) of forty-five.

.\)

The pre-test ‘was administered prior to trammg, at the beg'm~ -
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ning of the human development laboratory, and the post-test on
the last day of the program. The analysis of pre-post test results
_ deals with total scores between groups at each time and within
o groups over time.
The Affective Measurement Scale is composed of three in-
struments: The Human Relations Opinionnaire consists of 42
four-choice Likert-type items. Each item has apreferred response

" in terms of intergroup relations and this response was. weighted
one; the opposite end of the scale was weighted zerq. Total score
analysis was run both within and across experlmental and control
groups om pre- and post-testing.

‘ The two additional affective mstruments consist of: 1) an Eth-
nic Characeristic test which consists of adjectives which may be
used to describe any group of persons. The instrument medsures
the extent to-which partlclpants buy into the mental set of

' stereotyping varibug ethnic groups. The ethnic groups used in this’
instrument were Jews, poor Whites, Mexican-Americans, Native -
Americans, Black Americans, and Germans; and 2) a Man/Woman
test which is designed to determine the extent to which a partici-
pant stereotypes bdsed on sex. There are four subparts to the
Man/Woman test which are also examined: se}gahty, nurturance,
dominance, and intdllectuality. .

In addition to evaluating the effects of the program on the
educators, two instruments are used to determine what, if any,’
effect this program has indirectly on the students of those’ par- .
ticipating in the program. The first instrument is a sociogram

. designed to identify isolates in a given classroom as well as ex-

" amine the interaction between and among the students within the
*_class. A second instrument, Student Perceptigp, is used to examme
the feeling of the students regardmg vano@pects of their life in

"+ school. . .

To evaluate the effect1veness of the inservice program, a con-
trol group consisting of educators in nonparticipating schools was
used. The use of intra- and mterg'roup comparisons made it possi-
ble ‘to establish- whether the inservice program affected cog'mtlve
or affective change within the experimental group.

The results of the first pilot year revealed a significantly

. higher group mean for the experimental group on the cognitive=s -
“‘post test than for the control group. A mean of 27.43 for the
experimental group as compared to a mean of 20.28 for the control
group. This gain is 51gmﬁcant at the .05 level. .

As on the cognitive test, a significant level of .05 was obtamed
on the Affective Measurement Scale when comparing the experi- |
mental group mean (30.61) with the control groip mean (26.41).
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Howeveér, when examining intragroup data there was only g.75
mean gain within the experimental group (a drop of 1.72 of the
mean score was noted with the control group)

Despite the fact that the mtragroup gain score was not statis- -
tically significant within the experimental group, the author ad-
vances the hypothesis that the gain, though smali, was in fact"
significant. Beliefs, values, and standards whlch have been a part
of one’s being for his/her entire life are most difficult to change.
The mtegratmn process of new norms, values, beliefs, and stan-
dards is indeed a long one.

The results on the Ethnic: Characterlstlcs test revealed that
sixty-nine percent of the experimental group was willing to buy in--
to the mental set of stereotyping on the pre-test; while only twenty-
nine percent were willing to stereotype on the post-test. In contrast,
eighty-nine percent of the control group were willing to stereotype
- on the pre-test and eighty-two percent were willing to stereotype

on the post-test. No consideration was given to positive or negatlve
stereotypes, as any adjective used to describe an entlre group is
considered a stgreotype, e.g., all Germans are “scientifically "
. minded,” poor Whites are “physically dirty,” ete.
{‘ In addition to the cognitive and affective measurement scales,:
t

-

4 number of demographic variables were examined to determine if

ere existed any correlation between the total test score and the -
demographic variables. Using the demographic variables of: posi-
tion, level taught, sex, age, level of education obtained, year of
experience, degree of satisfaction with present position, and ethni-
city, no correlation was found between the above mentioned vari-
ables and the total test score on e1ther the cogmtlve or affective
measurement scales,

In summanzmg the results, 1t can be inferred that the inser-
vice program in intergroup relations had a positive effect on the
experimental group, revealing a trend among predominately White
educators toward the acceptance of pluralism rather than con-
formity to the present, ever-prevailing norm of the “rightness of
Whiteness.” ‘Also, the program revealed empirically that the

-« ‘normative-re-educative strategy of change is a viable vehicle for
‘implementing change in public schools.*It was also noted that
considerable dialogue and inquiry took place among the participat- *
-ing educators, causing them to carefully evaluate the propositions
being advanced in each of the seven content areas. '

'Imphcatlons ' A £

o3

N Several broad assumptions have guided thls paper. First, the
- underlymg standard of the “rlg'htness of WhltenGSS” as an Ameri-
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~ can norm, This norm has been perpetuated in both public and
private schools (K-12), as well as through American institutions. of
higher education. Second, that=public schools are not adequately
preparing young people for responsible citizenship in a pluralistic
society, largely because educators (Eredominately White) -are ill-

equipped to teach about the ethnic and cultural diversity,in -

American society. Thus, a need exists for revision and expansion

in the preparation of educators at the inservice level, as well as at
the undergraduate and graduate level. Third, a drastic need for

“making our educational institutions a more humanizing place for

learning—a place where students, regardless of culture, color, -
creed, or economic circimstances, fegl free to.be the unique per-
“ sonality they are withou} fear or reprisals; a place where students
learn the true meaning of justice and how to live and learn in a
~ multi-cultural society. Racism, sexism, and classism in present
American education not only reflect the racism, sexism, and class-
ism in our society, but also reinforce and-perpetuate it; thus breed-
ing ignorance, superstitutions, provincialism, and irrational féars
and hatreds.?> There is an urgent need for America, through its
system of public school éducation, to address itself to the elimina-
tion of these cancerous ills (racism; sexism, classism, and prej-
- udice). s _

In light of the nature.of the problem being pursued, several
quéstions have emerged that.are crucial for educational institu-
tions and educators. The basic and crucial questiins that still must -
be answered are: Will educational institutions through their train-
ing of educators make the pursuit of justice’and moral education
essential goals of education? Are such goals compatible with the
present norms of society? Are educators -adequately prepared to
teach- the cultural diversity that exists in our society? All the
material in this paper is vitally concerned with these questions .
~and points to these disquieting facts: (1) a need for revision and
" expansion at the inservice level, as well as in colleges and univer-
sities, in the re-education and preparation of educators; (2) a need
_for self-awareness among educators; and (3) a need for under-
_ standing the concept of pluralism versus assimulation.

The qu"estion may logically be raised: What meaning do the
words and thpughts-contained in this paper have for educators .
andsthe sthool regarding the present attitudes of prejudice, rac-
ism, sexism, and cldassism? The author believes that such attitudes
may be altered when schools begin to consciously evaluate "the
values, beliefs, norms, and standards that are being transmitted to

32 Kenneth B. Clark, eds-Racism and American Education: A Dialogue and Agenda
For Action (New York: Harper & Row Publishers, 1970), p."150.
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students. Educatoré, then, are faced with signiﬁcant'chéllenges: 1)
that of counteracting the biases and prejudices that develop

- among American students; (2) that of helping students learn, ir-

first step. In addition, it was evident from the pre-cognitive test =~

- rate information about the seven content areas. With respect to - |

respective of their membership in any cultural, religious, or ethnic
group; (3) that of viewing and respecting all students.as unique

individuals; and (4) that of providing all students with an oppor-
tunity for understanding differences (culture, color, creed, .or

economic circumstances) among the peoples of the world.
If racism, sexism, classism, and prejudice are to be eliminated

in our schools, the highest priority must be given to determining

and implementing realistic methods to bring about this change.
Educational institutions and educators must first recognize, and
then accept as a major responsibility, the necessity of liberating

the human mlnd and spirit. This inyolves implementing a program -

that has as its focus, developing the positive potential of human

beings—freeing them of ignorance, and its bmdmg effects—.

superstitions, irrational fears, and hatred.
As was pointed out earlier, awareness of the problem is the

scores for both the experimental and control groups, that
educators, by‘and large, had either misinformation or little accu-

attitudes (pre-affective test), the mean scores for both the experi-
ental and control groups tended to reflect a preference for con-

formity and the idealized myth of “the meltmg pot” rather than

the acceptance of the reality of pluralism.

As was evident from the empirical data gathered during the
inservice prog'ram in intergroup relations (and even more so sub-
jectively in workmg with the educators over an eight month penod
of time) that the inservice program did have a positive effect in
terms of helpmg the educators to reach the objectives of the

_program.
It is p0551ble to summarize the 1deas presented in thls paper
under the broad heading of moral education. Moral- education, as

+

revealed from the implementation of the inservice program is

necessary to set our educational institutions on the path of social
reform. What_educators came to realize is that how they taught
and how they “acted was more important than what they taught. .

In other words, the major incentive: which educators could

_ provide students, especially Native Americans, Black Americans,

[c

Spanish-speaking Americans, Asian Amerlcans, and poor students
was their acceptance and approval It was therefore essential that
educators communicated honest, positive feelings to- all their stu-
dents, as this strengthened the students’ self-concept and stimu-




lated their growth interpersonally as well as academically. When
the students had the feeling that the educators accepted them as
worthy beings, there was no need to give false praise or to disguise
the facts with “game-playing.” When students had the security of
. feeling that the educators understood and accepted them for what
- ~ they were, they. could profit from the truth about their perfor-
B mance and behavior constructively; the students were then able to
build upon this knowledge as essential elements fm their future
growth. Confrontation with reality, in an atmosphere of warmth
. and acceptance, is 1mperat1ve for pos1t1ve growth in the educator-
‘student relationship.
) Thus, it is apparent that from whatever sourece experlence is
~ acquired, what is learned is greatly affected by one’s past experi-
ences.
As Ho.mey theorized in the art1cle “On Feeling Abused”

. . there is a kind of basic anxiety 11nked to a minority and poor child’s .
helplessness when he has to deal with a world that is hostile, unjust,
and unacceptlng and with an environment that blocks the free use of his =~
energies and hinders his efforts to be himself.

A child in such c1rcumstances is thwarted and frustrated, but it is
dangerous for him to show anger openly or to fight back. So he develops
certain defenses and “strategxes in coping with his own inner responses -
to the threats that are visited upon him from without. . . . Anxiéty arises

. when these strategies are threatened as happens when they conflict with
reality or with one another.?3 o

~ Horney further theorizes three possible ‘strategies that per-

sons (students from subcultures) caught in such a straited state of =
being may pursue in coping with the anxieties and/or frustrations '

.. that hinder their strivings to become human beings: (I) Such a
person or group may choose to move against the force or system
that serves as the obstacle. Thus, the person or group becomes_
_aggressive, hostile, uninhibited, and/or competitive. (2) A person or

. group may choose to “move away.” This involves withdrawing, re- =
maining remote, aloof, or a distance from the source of the obstacle.
The person or group resdrts to secretiveness. and seldom shares
his/her or their true feelings, actions or thoughts regarding .any
matter. In other words,, such persons remain emotionally unin-
volved. (8) The person or group may.choose to conform, to become
complacent, nonchalant, kowtowing, modest, and appeasing. A per-
“son or group identified with this strategy simply moves with the
tide, will not buck the :system or the obstacle that thwarts his/her
growth he/she becomes a bystander and. will generally. accept

3 Karen Horney “On Feehng Abused,” Amencan Joumal of Psz/choamzlyszs, Vol. ~
11 (1951): 5-12, cited in Arthur R. Jersild, When Teachers Face Themselves, p. 30.
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whatever the system gives as satisfactory. Educationally, the per-
son or group will meekly accept the educator’s decision as to what
the person or the group should learn or think. This compliance is
generally viewed as a means of self-protection, rather than self-ful- -
fillment or being satisfied with conditions as they exist. No three of
these strategies generally evolve from the norms of the society in
which the person’or group is a member, and such persons or
groups are viewed as members of ostraclzed subculture or “out-
group ”34

Horney elaborates further by statlng that in order to support
whatever strategy a person or group is employing, the person or
group will resort to many different means of convincing
himself/herself or themselves that the particular strategy being -

used is an intrinsic part of his/her or their (real) nature and thus -
becomes integrated into what Horney calls the person’s or group’s.
“idealized self.”35

Hence, educators must reahze that what is being learned by
the students is not always what is being perceived as being
learned by the educators. For example, the educator who scolds a
student from a subcultural for not doing well in a particular sub-
ject, or school in general, even with the best of intentions, hoping
“to motivate the student to greater effort, fails. To the student this
-is generally interpreted as his/her. being stupid, unacceptable, or
" not a worth being. This kind of unintended learning, called “inci-
dental lgarmng"’ by psychologists, is often: far more important in
determining the behavior than what the educator interided to.
convey. The educators involved in the inservice program found
that they could not escape the truism that children learn signifi-
cantly about themselves from the atmosphere of the classroom,
from the moods of the educator, and from the overt and covert
indications of success or failure implied by approval or disapproval
of educators as well as classmates. This unplanned learning was
found to be much more significant. and permanentthan what the
educators were teachmg in terms of subject matter.

As we have come to understand from past research, it is not
the dramatic or shocking events which have happened in one’s life
which have deep and. powerful influences on the. formation of the
self-concept and the creation of negative feehngs about the self, as
‘was thought by Sigmund Freud. Instead, it is the little day—to-cLay
events repeatedly chipping away at one’s feelings about self that
" produce the most profound permanent and pervaswe éfﬂacts on
the self.36 : : '
34 Ibld . pp. 31-33. . » . . °
35 Thid., pp. 33-34.

% A, W. Combs, Helping Relationship: Basic meepts for the Helpmg Professwn
(Boston: Allyn & Bacon, 1971), pp. 48—50 )
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X The need for moral educatlon should not be the pomt of ques--
tlon for as Kohlberg points out:

.a g'enulne concern about the growth of _)ustlce in the student implies
a sumlar concern for the growth of justice in the society.% .

The most fundamental values of American society are moral,
and the most important moral value is justice. The preservatlon of
‘the rights of individuals according to the Declaration of Indepen-
dence is justice. Thus, the transmission of the values of justice
upon which our society was founded -must be .realized by all
" educators to be the active responsibility of the schools. They must
also recognize that this responsibility involves elements of social
reform. Since justice is a matter of equal and universal human
rights, justice should be the central moral value of the school, and ,
. the central mora} value of soclety 38 ‘ -
Throughout the inservice program the emphams was on Jus-
* tice, not just as a rule, but a moral principle—a umversal rule
- which is desirable for all people to live by at all times. v, @
A moral obligation is an obligation to respect the right or claim of ‘
another person. A 'moral principle is a principle for resolving competing
) claims, you versus me, you versus a third person. There is only one
\\ principled basis’ for resolving eclaims: justice or equality. Treat every:
man’s claim impartially regardless of the man. A moral principle is not
¢ only a rule of action, justice is called respect for persons.? 39

Perkms, in his discussion of changmg perceptlons of self, -
states that: : . ' : .

The - educational 1mp11catxons of our growing knowledge of children’s

“gelf-concepts  seems to be ‘clearly evident» Schools must prowde oppor-

“tunities: for experlences which enable’ children to develop self-concepts

for effectwe living. The “plea iz for education to’focus on facilitating

changes in ways the leamer sees and feels about himself in relation to

his life experiences rather than upon producing stereotyped and identi-
- cal behavioral responses of conformity to standardxzed norms.*®

Conclusion

_ In conclusmn, 1t is lmportant to recognize that the first step in |
teachmg justice and equality is through the process of dialogue
“and inquiry. This process.involves creating a desire on the part of
the educators and students to mvestlgate their present knowledge

_ 37 Lawrence’ Kohlberg, “Education For Justice: A Modern Statement of the v
Platonic View,” in Moral Education: Five Lectu'res (Cambridge, Mdssachusetts:
-~ Harvard University Press, 1970), p. 66. )
38 Ibid., pp. 68-69. . )
2 Thid., p- 70. - - . -
«©H, V. Perklns “Factors Inﬂuencing Change in Children’s Self- Concepts," Chzld
Development Vol. 29 {1958) 226-227. .
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of what is “good” and “mght ” for th1s places the respons1b111ty on.
each individual to struggle through hLis/her own desires to the
higher needs of others while w1tnessmg the deepest concerns of‘
his/her conscience.* o . o

s
The school is an entity surrounded by the rest of the world in which.
each individual struggles against that which restrains h1m — himself.©

Admlttedly, the challenge of ovegommg racism, sexism, class-

“ism and prejudice are difficult, but are essential for maintenance

and development of a truly democratic soc1ety-——a just society. ,
The author is fully cognizant of the scope of the task for
educators. Of major concern to the author is the willingness of

" educators to assume the vital responsibility of making the stu-

EMC
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dents they teach aware of the inequities that presently exist mn X
our society and their capacity to help tRem come to grips with~ .
ways. of changing these conditions. According to Gibson, “w11hng-

ness” refers to the des1re to be effective, to be sensitive to all kmds

of human problems, to empathize with them, and to be dedicated

- to a search for their solutlons “Capamty” suggests ability, educa—

tion, skills, and effectiveness.4
As stated previously, the task is not easy, but we must. begm

'We must move forward with determination and optimism. Such
‘ .determm tion and optimism is most superbly expressé&d in the

words of” #Martin Lﬁ ther King; Jr. dehvered to his followers shortly -
before his' trag1c death in 1968: : ‘
And.so T can’ sing, although many have stopped singing it. “We shall

overcome.” We shall overcome because the arch of the moral universe is
long, but it bends toward justice. We shall overcome because Carlyle is

e —-=right, “No_lie can live forever.” We shall - overcome hecause William

Cullen Bryant is right, “Truth crushed to earth will rise again.” We

shall overcome because Ji ames Russell Lowell i is right, “Truth forever on .

the seaffold, wrong forever on the throne, yet that scaffold sways a

future.” And so with this faith, we will be able to hew out of .the

mountain of despair a stone of hope. We will be able to transform the

.- jangling discords of our nation into a beautlfuksymphony of brother-

" hood. This will be a great day. This will not be the day of the White
man, it will not be the day of the Black man, it will be the day of manas «
man“\

-

oy

4 Lawrencé Kohlberg, “Educatlon I*}or Justlce A Modern Statement of the :
Platonic Vlew," p- 70,

42 Tbid., p. 83. 7} - ) S
43 John Glbson, et. al., The Intergroup Relations Curmculum A Program for
Elementary School E'ducatzon (Medford, Massachusetts L1ncoln Filene Center

for Cltlzenshlp and Public Affairs, 1969), p. 7.

. 4 Martin Luther King, Jr., “The Role of the Behaviora Sclentlst in thelﬂCwﬂ L

’ Rights Mo vement "Joru.mal of Social Issues, Vol. 24, No. (January 1968) 12,
\
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Competency—Based Teacher -
 Education and Normative -

| Re—Educatlon Strategies for More
. Effective Inservice Education

Edwina L. Battle -

A551stant Professor of Education
~ Norfolk State College

Norfolk, Virginia

Edwma ‘L. Battle focuses on people “and thew attztudes, organi-
zational ‘structures, and programmatic designs as three targets for
educational reform. She suggests that normative-re-educative.
stmtegy, as discussed by Buchamm, has great promise for in-

- service education. She relates this strategy to competency-based
teacher education because many elements of each strategy intersect
and overlap. Both app'roaches are concerned with change in teacher
education and its impljcations for humanization. She Sfurther ex- -
qmines elements of the two app'roacheg that are applwable to multi- -
cultural educatwn : . . 2
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depersonalization and dehumanization: it is essential that teach-
ersS be able to create and maintain a humane environment. Also,
if we are to pyepare students for life in a culturally pluralistic

society, it is essential that teachers be aware of the realities of
society, as well as the realities of their own lives and those of their -

students. Creating and maintaining a humane environment, and
preparing students for the realities of life in a culturally pluralistic
society are the kinds of teacher behaviors that are essential for
multi-cultural -edueation. Thus, they are the kinds of behaviors
_that teachers niust acquire.

Some of our institutions of higher education concerned with
preservice education of teachers have begun to examine their
educat1onal practices and to make the necessary changes to pro-
vide the’knowledge and types of experience needed for effective
affective teaching. But, it is also crucial at this point that we make
the necessary preparations for changing the professional affective
development of the teacher inservice. Many teachers already in
our schools are ineffective affective -teachers, and yet each day
they are responsible for the personal and social, as well as
academic, development of millions of students. What is needed
then for inservice education is: (1) a- description ofsthe desirable
teacher behaviors which, hugnanistic teachers possess in the class-
rooms, and (2) an effective re-education strategy which can facili-
‘tate the acqufsition and development of these human1st1c be-
haviors. o : J ‘

@ A R

Teacher behaviors

In the late fifties, a study was made by the committee ap-

pointed by the American Council on Education to describe and
, appraise“the characteristics of competent teachers. The research )

was exploratory in nature and its goalg were:

\ (1) the 1dent)ficatxon and descrlptlon of speclfic teacher behavxors and'

» the major dimensions they Somprise, and~3) the determmatxo‘f thow
and to what extent various data descriptions,of teachers (verbal re- -
sponses, overt acts, biographical information, kind of training, ete., all of

which- may be subsumed Junder té'acher characteristics) are elther (a)

/ /mtecedents or (b) concomitants of some behavior agreed to be a compo-
n

ent of some criterion of teacher behavior! = 3

The selection for the prel1m1nary taxonomy of teacher be-_.
hayiors was the result of nine limiting condlﬁons ‘or criteria: (1)
Th€ behavior should be in the personal-soc1al doma1n, @ the be- .

1 Davxd G, Ryans, Clw,racter{stzcs of Teachers: Their Des%nptzo'n, Com)mrzstm, ami.
Appmzsal (Washington, D.C.::American Council qga Educatxon, 1960), p: 78 :

/g 179."

A critical issue in our sc-}llools today is how to contend with
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havior should be evidenced in relation to teaching; (3) the behavior
should be conceptualized in dimensional form; (4) the behavior
should be describable in unambiguous terms; (5) observable; (6)
capable of description, in terms of specific acts or performances; ()]
relatively independent of other behaviors in the list; (8) equally
applicable to teachers in*different kinds of school s1tuat1ons, and
. (9) independent of a particular philosophy or theory of education.®
* The selection of behaviors was limited by these criteria basically
‘because these eriteria exclude those aspects of teaching ‘which are
not measurable by overt behaviors.
Some of the teachei* educatlon models used\m ingervice educg-
.. tion rely very heavily-on tomes of teacher be which are
usually easily megsured because of the extern:##aviors implicit
in the objectives. ﬁt\t in our attempt to contend with the deper-
sonalization and dehumanization in schools, there are teacher be-
havjors, e.g.,. attitudes, perceptions, which are sometimes observ-
able, but not easily measured, that must be considered. 'Some of
these behaviors have been described by humanists as: genuineness
or authenticity, respect or warmth;.hnd empathic understanding.? -
Those educational programs which do not consider these affective
‘behaviors of teachers in the classroom and that continue to focus
on external behaviors may-be directing education away from some
of the most important elements ‘which lie in the personal meamngs
‘people glve to events.4

Repalr or reform? )
Negative attitudes and feehngs such as racism, classism, and 2
ethnic biases are- characteristics of teacher behaviors whlch de-
humanize and negate individual freedom. And yét these behaViors
' continue to be geherated and reenforced by teachel/s in our _
* - schools. If our institutions sincerely wish to ehmmate such at- —
. titudes and feelings, there must be planned change Th1s change ' '
may take two forms: repair or reform. ¢
» Repair 1nfers that some type of eompens,atmn must take place
- Many educators profess verbally that’ repa1r is. necessary. How- .
* ever, the type of repair recommended: is ofteh fragmented. Sub- = | /
stitutions or components are added to an already existing program - . . .
of professional developmeqt, eg, human relations worksho&)s are -

-

a

9 —"

"Ib]d p. 372. . < i

' '3 Chiarles H. Patterson, l{umanzstw Educatzon (Englewood Chffs, New Jersey\ . )
S “Prentice-Hall, 1973), p. 115.~ B
-7 4Pgul Nash, A Humanistic -Approach to Per;fonnance-Based Teacher Education
(Washmgton, .DC Amerxcan Assocxatlon of Colleges for Teacher Educatxon‘ 7
1972 : .
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addernia which supposedly compensate for, the inadequ;i’(:ges".}”pf a

-, continuing profegsional development program void of affective ob- .
-+ Jectives, L "

' Reform, on the other hand, infers that one must put an end to o

a program or strategy by enforeing or introducing a better method |

or course of action. In other words, “We must forego our tempta- ‘
ti@‘h to tinker with a system that is already tinged with social
bsolescence, and must instead substitute bold new approaches to
the educative process, approaches characterized by new targets,
new concepts of achievement, and new standards for judging
success.”® This kind of change is massive reform and provides us
with a strategy for re-educating the teachers who need effective

techniques and skills for humanizing teaching. '

There are three targets for educational reform: people and
“their attitudes, organizational structureg, and programmatic de-
signs. Matthew Miles® gives attention to all three of these targets,
but he feels that change in organizational structure, with some
assodiated process-shaping effort will likely yield a higher payoff.
The theoretical reasons for his opinion are outlined by Goodwin
Watson in his Structures-Processes-Attitudes (S-P-A) formulation.
In this formulation effective change sequence usually involves
structures first, altered interaction processes’ of program design,
and attitudes of people last.J ' ~ i o

An example of the effectiveness of structyres first as a target
- of reform is dsscribed by Miles in the one-in-one classroom model

versus the team-teaching model. He contends that as long as the
one-in-gne classroom model or the self-contained classroom is
maintained, the possibility of creating situations of interdepéen-
dency and contact needed in more humanistic teaching-learning '
_ situations becomes an imposdibility. On the other hand, he feels
" that the creation of new structures such as team teaching, pffer
more fpossibility for humanizing and personalizing, and that here
is a far better chance for changes to occur in teacher attitudes and
sensitivities in sueh new structures then in planned interaction
processes like human relations workshops.® : ! .
- However, human behaviors (attitudes and sensitivitigs) of -

2

l
|
I
1
{
5 Mario Fantini, “Teacher. Training and Edlicational'Refoyrm,"' in Louis J. Rubin, ‘
‘ ed., Imiproving In-Service’ Education: Proposalssand Procedures for Change
: . - (Boston: Allyn and Bacon, 1971), p. 200. .- : '
;s : ¢ Matthew B. Miles, “Some Properties of Schools As Social Systems,” in Goodwin -
- 7 Watson, ed., Change In School Systems (Washington, D.C.: Natianal Training
. Laboratories, EA, 1967), p. 25. - )
" 1.Goodwin Watso?, Social Psyghology (New York: J. B. Li%pinco'tt qunpany, 1966),
) p. 15. L . - ) - .
8 Matthew B, Miles, “S7i|e Prop,erti& of Schools As Social Sf{%eﬂ&," p. 25.
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teachers are too important to leave to chance, for they can be the
behaviors which impede the optinial development-of students and
negate ‘individual freedom. Attitudes of people must be changed
first, and the change must be’ purposefully planned and carefully
_initiated and implemented; for with any change, there will be -
" considerable resistance when attitudes, beliefs, long standing
norms, and melting pot -euphemisms are challenged. Planned
\Ehange or education reform, however, cannot be power-coerced,
nor can it be the design of any elite group of decision-makers. It
must be the collaborat‘ve gfforts of the potential adopters—the
. inservice teacher and any others who effecE&hange or are affected
by it. :

“ Change strategles

+ There are undoubtedly many developmg teacher educat1on

‘ models which are relevant to attitudinal change at the preservice
level. But, in inservice&ducation, the models for change are few.
Thus, the potential for theé normative re-education strategy de-
scnbed by Buchanan has promise for the continuing professional
. inservice growth of teachers. It involves five elements:? :

who feeltthey have some influence in changes tend to feel
that“what they share and what they feel are worthwhile to
\ 1 others(yand to the change process.

1 Involverﬁ@nt in the normative. change of schools. Teachers ‘

"+ 2. The development of a pos1t1ve self-concept is essential to the
acceptance of change. Emphasis is given to the feelings and
Y ‘ attitudes wh1ch impeed normative change i in the schools. .

. Learning through interpersonal growtlf'wherem on an in-
dividual basis, and ¢ollaboratively with other educators, an
effort is made to define and to solve cproblems , e

4.- Learning through inguiry .is’ the second approach to the
change strategy. The teacher is afforded the opportunity to

" raise qu’éstlons, to form questions, and to deal- with the
1ssues involved in a support1 atmosphere 2. :

5. Re-education becomes not only an mglwdual task but the
element which brings ~about normative change .with regpect -
to the societal ills of racism, classism, and ethmc biases.

. Many elements of the normative-re-educative ‘strategy inter-
fZA\ " sect and overlap with the assumptlons underlymg competency-
' B

2 See preceding article, Roland Buchianan, Jr., “Teacher Inservice Eduecation:
Ncrmatf\re Re—Educat"‘\'l for a Multl Cultural Society.”

.
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based teacher education, a developing teacher education model.
Both are specifically concerned with change in teacher education
and there are implications for more humanistic ‘programs such as
multi-cultural education. Within the theoretical constructs of
competency-based teacher education, there is emphasis on indi-
vidualization and personalization of instruction, which allows for
uniqueness, freedom, and creativity of the individual’® The -ap-
proaches to inservice education which are based on the nor-
mative-re-educative strategy provide teachers with techniques
.and processes whereby they can “help the young they teach to
understand, accept and respect one another as ‘hurftan beings,
sharing the similarities that each possess and allowing each to be
enriched by their individual differences.”™ = .
~ Education programs with a multi-cultural focus base their
, philosephies on the*fact that each individual adds strength to the :
N diversity of our society and that alternatives areessential for
differentiation of learning styles. When teachers’ beliefs and val-
ues do not reflect this philosophy, then re-education should be *
‘accepted as a given. The acceptance of this philosophy by teachers
“and by others affected by it is an essential element for changing-
the structure of the instructional processes in our schools.. . - s
_Some of the theoretical and empirical elements of the two
approaches which are most applicable to multi-cultural education
are included in figure 1. ’ ,
Effective changes in people ‘and organizational structures
cannot oceur in school systems that do not have a sound design
process. Competency-based teacher education programs have
utilized systems. analysts who have provided variations- of the
. design process. The five stages tiat are basic to all variations of
the design process are concomitant with the activities identified in .
the normative-re-educative strategy. The five stages in the
competency-based design are: (1) Planning and Designing; (2) De-
velopment of Instructional Program; (3) Prototype Testing of Pro-
gram; (4) Initial Operation; and (5) Sustained -Operation.!? Within
‘the first stage, such activities_described in the normative-re- .
. educative strategy as identifying needs and describing the prob-
1 " 1ems would be included. The developing of program acvities would
be considered as an essential part of the Development of Instruc-
_ tional Program stage. The testing of the program, which in the -.

10 Payil Ngéh, A Humaﬁistic Approach to Performance-Bused Teacher Educati(m.
11 See preceding article, Roland. Buchanan, Jr., “Teacher Inservice Education:
Normative Re-Education for a Multi-Cultural Eioc'iety.”. o
12 Robert W. Houston, Strategies and Resources for Developing a Competency- .
Baged Teacher Education Program (Albany, New York: ‘Multi-State Consortium
"=~ on PBTE, 1972), pp. 78 . : s :
‘ : e .

- \‘l . . , N ) -
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‘Figure 1

' Compctency-Bufed Approach

4 .
‘Normative-Re-Educative Strategy

<The student partlcs{mtes in - decision-

_ making and is held accountable for

hig/her own-learning. .
Criteria for competence is based

on performance beha\nors (cogmtwe'

and psychomotor).

Broad-based or co]]:iboratwe deci-

sion-making. Research orientéd . and
regenerative.

N

Teachers ate involved in developing a
program of change for themselves;. "

There is-a balance between cogmtwe
and affective goa]s.

: Co]laboratlon a.nd 1nteWention_is al-

ways existent. All elements which can
impede progress should be pubhcly
examined and reconstructed.

. tion. of instruction.

Wide varxety o matena]s and exx
periences for alternative ways to de-
velop competence

Personalization and mdivxduahza-

There may be alternatives in terms of -
values, beliefs, and lifestyles.

Developing attitudes and behavicrs-is
. a very personal activity.

Time is a variable}3 Time is a constant.4 =~ %

‘case of, the noﬁnatiﬁe—re—educative strategy was a prototype :

human relations workshop, is identified as the third stage. Evalua- =
tion and feedback are essentially activities which are part of the
fourth -and fifth stages—Initial and Sustained Operatiom The
stages of development in the design process interact with the
targets of change-to provide:program planners or program reform-
ers with a viable tool for implementing .any educational program.

Conclusnon

There have been some 31gn1ﬁcant changes in teacher educa-
tion in the last decade, but of all the educational changes, what we
have done in our inservice programs. is prqbably the most

indefensible.?* Many of these programs for the inservice teacher

have entered into changes without a re‘mderstandmg of the
role of the competent teacher, and without Systematic and deliber-

- -ate planning. Planned, systematic change of organizational struc-

tures, mstructmnal processes, or attitudes of peopIe wﬂl not always

13 Stanley Elam, Performance-Based Teacher Education: What is the State of the © -
©_ Art? (Washington, D.C.: Amencan Association of Colleges for Teacher Educatlon,

1971). .

- 14 See preceding article, Roland’ Buchanan, Jr, “Teacher Insemce Education:

© Normative Re-Education for a Multl-Cultura] Soclety ”

15 Dwight W. Allen, “In-Service Teacher Training:"A Modest. Proposal,” in Louis J.
Rubin, ed., Improvmg In-Ser'uzce Education: Proposals and Procedures for
_ Change, p. 109 _ . | ‘
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be a facile task. But, in spite of the difficulty, it remains the
" responsibility of educators to foster innovative changes when the .
education of students is constantly being jeopardized by dehuran-
izing and impersonal teachmg techniques. . *

Willingness of teachers to accept cha?xgwes in orgamzatlonal
structures or teaching processes is inseparable from changes in
~ attitudes and beliefs, For example, teachers who have little faith
_in heuristic learning will not readily strive to master any teaching
method based on problem-solving or inquiry. kikewise, teachers
who have little faith in the uniqueness and strength of diversity .
within society will provide less opportunities for individual sense of
* worth and self-pride to surface. Consequently, as Rubin states,.
- attitudinal change must sometimes precede the. introduction of a

new approach, a new orgamzatlonal plan, or a new process of
education.16 >

If we are to re-educate teachers w1th the kmds of _attitudes
and beliefs that reflect a culturally cognizant society, then we
must provide systematic training and design models, of, inservice
re-education which_use more than overt behaviors a:l, ‘érltena for .-
competency. For, within a culturally pluralistic society, the class-
room teacher must be not onty knowledgeable, but skilled in creat- :
ing and maintaining a humane environment and committed to the
goal of strengthening the cultural d1vers1ty of our soc1ety

10 Louls 3. Rubin, “The Self Evolving Teacher,” in Louis J. Rubm, ed., Improvmg
In-Servwe Edzwatwn Proposals and Procedures For Change, p. 269.
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“The Role of the Administrator
in Assurmg That Multi-Cultural
Educatlon is Includéd as an Area

of. EmphaSIS in Performance-Based
AT Teacher Educatlon

1

. Nolan Estes
TN General Superintendent

Dallas Independent School District
Dallas, Texas

P

. Nolan Estes’ commumcatwn has -a two-fold objective. F'z'rst he
conszders the role of the ‘administrator (supemntewdent of schools)
Cin assumng that performance- -based: téacher education includes
multzocultruml education as its content. Secondly,\he dzscusses, from
- an_administrator’s pomt of~piew, problgms expemenped or foreseen +
in regard to relating the ‘toncepts of ; multz-cultwral gducatwn and ‘v_
meo'rmance -based teacher ‘education. ‘% - : SERTREE
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7 with the total curridulam’and"instruction_system. Specific goals,

\

N A
Chlldrén from econogucalIy and culturally different back-

grounds lack the prerequisite skills and concepts necessary to suc-

cessfully learn within the framework of most modern curriculums.
~-The common element among these children is that prior to formal
schoohng they live in a small, restricted world, unaware of the
varied experienees available to the more advantaged middle class
children. Considerable evidence points toward the fact that exist-

ing social education programs do not meet the needs of the disad- -

vantaged child. The apparent weakness of the traditional pro-
grams is that they neglect tq incorporate into their framework
relevant social value orlentat on and concept formation’ experl-

" ences. Such experiences require repeatéd encounters with- situa-
tions, use of manipulative and interactive skills, and the procure-
ment of logical problem-solving approaches through the develop-

~ ment of classification, interpretation, and analysis strategies.. One
—of the primary activities of the superintendent in assuring that
* multi-culturaf eecﬂlcation is included as an area of emphasis in

performance-based teacher education is that of program advocacy..

Based on needs assessment information from manyg sources, re-
. search and evaIuatlon data, personal convictiomf, and other
motivating facfors, the chief executive of the school district has to
“g0 on record” declaring multi-cultural education a high priority.

) Through the ‘decision-mdking mechanism that exists within a 4

‘given school system, commitment to the program must be obtamed
from all professionals in the effort to prepare -our children to
adequately function within our coritemporary society.

With the need clearly established and commitment secured
from executive level staff, the program should become operational

through the established decision-making mechanism of the district.

‘To ensure’ optlmal effectiveness, the program should be an integral
. part of the ongoing curriculym and instructional system, rather
than an appendage of supplementary activity. A program facili-
tator should be assigned to work within the existing curriculum
department. withr specific responsibility for -planning; developmg,
and implementing the multi-cultural edication program in concert

_ objectives,- and - activities should be established- for the program,

with a qualified evaluator assigned €6 develon and follow through |

on an extensive evaluation design - rendermg context input, pro-
cess, and _product information. :
‘Within the Dallas Indepe,ndgant School District, part of the

- dent in federal district court that institutional racism does exist
. o within the schopI district. In’ response to the district court, the

-
. - .
s Y - ) 4

/ B

"‘gomg on record”. included’ testimony by the General Superinten-"
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school district initiated, injaddition té its ongoing multi-cultural
. education and other relaféd and similar efforts, an affirmative..
action program aimed at eliminating 1nst1tut10nal racism. This
program is aimed at eliminating all policies, praetices, or proce-
dures which discriminate against or for 'a'gmlndlwdual or group
because of race. In essence, admitting that the problem of institu-
tional racism exists and that a well-founded multi-cultural educa-
tion program can assist in providing an overall solution is a pri/
+ mary gole for a superintendent. -

e problems of relating the concepts of multl—cultural educa- ‘
tlon (we prefer multi-ethnic as a descriptor) to competency-based -
teacher education are not vastly \different from the problems en-
countered in general in implementing a competency-based teacher

education program. Competency-based education has for some
time provided the vehicle for the eventual development of more
effective preparation programs in the Dallas Teacher Education -
Center (DTEC) In October 1973, ‘the representatlves of the seven
colleges/universities associated w1th DTEC initiated a series of
meetlngs to discuss common concerns regarding preserv1ce educa-
tion in the institutions of higher education. '

Originally, the DTEC has had as one of 1ts major goals the
provision of more effective, better prepared»personnel to more .
effectively meet the unique needs of culturally different chlldren

" and youth in the urban setting. .Responding to this challenge over
a penod of time had led the college/umvers1ty personnel to des1ré '
_ this series of meetings.

Gradually, and quite uneventfully', “these joint umversnty/ .
.. Dallas Independent School District meetings ranged over the vari- .

. ety of challenges encountered in working with preservice and in-
service teachers in Dallas. These challenges.included the following:

_ coordinating the field experiences of preservlce teachers; planmng
meaningful activities with Senate Bill 8 superv1s1ng teachers; in-
volving pre=and inservice Senate Bill 8 teachers in multi-cultural
activities; developlng closer ties with the- classroom teachers, of
Dallas; involving miore commumty persons i the teacher educa-
tion process; and- deve10p1ng @ better understandmg of the role

__‘and functlons of each of the participants in the teacher center

Each discussion -eventually returned to w/ays of cooperation_ “and

- effective utilization of available résources.

Ag'reementh on ‘common objectives was ‘the next step It be-
came obvious that each institution, even though retaining its iden-
tity, would hay,e,to agree to a common-definition of the-teaching . -
act or process as_it related to the urban setting with its multi- -

' ethnlc populatlon Involv1ng' a numbher of consultants and other

18'8'“' U
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available resources these college/un1vers1ty9 coordinators ag'reed
upon eight clusters of competencies necessary for teaching in the
urban setting. These clusters include both cognitive and affective

behavior and contain forty specific behaviors to be accomplishéd.. -

Funded by the Texas Center for the Improvement of Educa-

:"ijnal Systems-and the Dallas Independent School District, this

effort has become one of the major activities of the Dallas Teacher

" . Education Center durlng this year The project has five major

objectives:
&h

1.'To refine the management model for an educational co- .
operative (a teacher center) utilizing competency-based
_education. . D e

2. To validate the clusters of competencies previously iden-
_t1ﬁed in the pro_]ect .

3. To verlfy maaor éompet nci es for each cluster.

4. To develop exemplary strateg'les for acquiring these com-
, petencles in a cooperative setting. .

5. To select -and adapt evaluat1on/assessment processes in. a
' CBE program. . :

Act1v1t1es are currently underway to ach1eve these: obJect1ves

Each area-teacher center in Dallas has assumed resp0n81b1l1ty for

one or more of the objectives. Responses from the organized pro-
fession have and are being secured. Data available at the moment,

' sugpest- that ;the competencies are those desirable in.an urban

multi-ethnic sétting and are comparable to those bemg developed

in other settings across the country.

Participants feel the strengths of the- proJect are: (1)-a co-..

A operatlve effort to develop a common.sef of competencies for both

~_the competenc1es identified. . .-~ /

--the community,—

preservice and inservice; (2) a replicable management model for

‘teacher centers energized by public school districts; (3) the con-

tinuous involvement of the organized profession; and (4) the com-
bining of the resources of; several 1nst1tut1ons, organ1zat1ons, and/

The weaknesses of the pro_]ect as identified by the par‘tlclpants—“
are: (1) the amount of time necessary to involve all parties; (2) ‘the =
difficulty in isolating competencies unique to the urban multi-

_ethnic setting; and (3) the general communication and’ defin1t10n /

problems of a cooperative effort.
- Results-of the project should provide the profession with more
d1rect1on for teacher education and conﬁdence to concentrate on

/
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A The Apphcatlon of
: Performance-Based Teacher
, *  Education to Multi-Cultural
- Educatlon’ A Teachers’ Association
Pomt of Vlew

o _ .  National Education Association
e T N . Washington, D.C.

A The positions of the National Educathssomatwn concernmg
& pe ormavice-based tedcher education and multi-cultural education
“are presented and interpreted in this article. Both Bernard

Kenna and Carmel Sandoval agree that pfromdmg multz-cultuml
s education requires special prepamtwn, which is not now evident in
) most traditional teacher programss They contend that it is only

x

T P T Temard McKenna and Carmel Sandoval — - -

.

speculative whether PBTE might prove useful for teacher prepara-

T—tu‘mﬁ in multi-cultural education. Two possibilities for its usefulress —

" could be in the areas of specific- language skills/assessment and .

~ different-cultures awareness through field-based emphasis. The au-
thors propose that professional associations should demand qual@ty '
and seek ﬂembzlzty They should support a multiplicity of experi-
ences for those in teacher education programs. However, they should
v not neglect the preparation of a teacher in - hislher field or in the”
-~ languages necessary fo'r eﬁ"ectwely commumcatmg ith pa'rtwular :
o Ceultwral groups. : '

>
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- If learning to conduct specific performances a\d quately-ig a
major characterizing quality of performance-based teacher educa- '
~tlon (as opposéd to passing courses and obtaining satisfactary rat-
_ings on a student teaching experience), then its implication for
multl-cultural education must be viewed in that context. It‘ ap-
. pears to us that sych learning represents a major emphasis of
PBTE. Therefore, the discussion in thls piece will relate that em- -
- phasis to multi-cultural education.
o . The National Education Association has estabhshed pos1t1ons
-~ oom ‘both PBTE and multi-cultural education. We will present and
' mterpret those positions and then discuss issues on whether
. PBTE might become a mechanism for promoting, 1mplement1ng, or
.~ enhancing multl-cultural educatxon. : S .
a ¢ . . . pg c

The NEA “position on PBTE
At its 1974 Representative / Assembly, the- NEA adopted the

A fdllowing resolutions on PBTE: P —

Resolved, .that. the National Education Assocxatxon demand that Call T e
state education départments postpone the implementation of per- '
" formance-hased teacher education programs until valid and reliable re-
search indicates that these programs are an 1mprovement over present
programs. . - - .

In a letter 1nterpret1ng the resolut1on NEA Executwe\Secretary,
‘Terry Herndon said: - _’

RS

Clearly, dxffermg situations w1thm states related to the level of de-
velopment of performance—based teacher education will require different .
' ' approaches . . . we' support sound research and development of innova-
_tion where there is promise of improving the teaching and learning
processes !'In some states where state and/or local assocxatxons have
ongoing dxrect arrangements with CBTE experiments or programs, the_ L
NEA stands read o_provide on-site consultatlon service for: .-

— : 1 developmg or shoring up guideline orw- e
\ - . .

T2 pr providing substantive input on,process and content. ' .

— .
—_— AR

3. evaluatmgthe experiment. e —
' These things NEA can and will’
_ structive change in teacher edugdaty
‘ \\Imwrirlrther discussion| of the PBTE premlses hxch‘
‘ prompted the pos1tlons “taken_above, the reader should kno that” . -
the term performance—based tea?tﬁdﬁcaﬁem&used here 1n the C
sense of the original Elam defini ion: & - i

;%m support of meanmgful and con- '_ :

.in performance—based programs performance goals are specified and

agreed to in rigorous detail in advance of instruction. The student must

. : either be able to demonstx‘at7hxs abxlxty to promote deslrable learnmg
Emc wl N RS
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'or exhibit behaviors knon to promote it . Emphasis is on demon-
strated product or output .

4 Whlle we are aware that there has been some &eparture from
the Elam definition in- 1mplement1ng PBTE experiments, we be- -
. lieve it remains an important influence in both principle and prac-

tice in a ;!umber of PBTE attempts. And some of the greatest

-concerns to teachet. organlzatlons related to sevefal dimensions of
PBTE are reflected in this definition. We 'shall, therefore, discuss -

teacher organization concerns in light of the Elam definition.
"The definition calls for “performance goals . . . specified and
agreed to in rigorous detail . . .” We agree that clear and precise

objectives are important in plannlng for teaching. But we do not -

“believe it either possible or appropriate to prescribe performance

gdals- in. rlgorous detall In thls respect. we agree with Harry :

Broudy T . o , S

* The teachlng-learmng transactlon, it seems to me, cannot without! grave
. distortion be sliced up info small segments of s]qllful performance or
modules of such segments.?

~Even if they could be, there is not now ag'reement on what
constitutes the most important performances teachers need to be

able to carry out. While some categories of general professional -
i tasks have been 1dent1fied (planning, interacting with' students,

munity), actual specific performances appropriate for accomphsh-

- 1ng these tasks are far from identified, let alone agreed on.

£y

<

[l

s tial knowledges, skills, and attitudes? . o o

Even more important, those performances identified have not
beert validated in their relationship to student learning outcomes.
Therefore, it would appear that teachers wishing to "select and
perfect. performances not in the PBTE repertoire would be well-
justified in doing &o, if on nd other basis than intuition which
indicates practlce accommodatlng to the1r own unlque styles of
functioning.” -

.Before PBTE programs go beyond carefully controlled .

laboratory research situations, we behe%* that they should be able
to.demonstrate satisfactory answers to the following questions:

e What is it that teachers ought to’know, be able to do, and feel in order '
“to practlce the professmn of teachmg as full-ﬂedged ,profe5517nals" . '
Can the things to be known, to be done, and felt be validated as essen-

a 1 Stanley Elam,*Pe'rﬁrrmance-Based Teacher Educatum What -Is the State of the
Art? (Washmgton, D C Amerlcan Assomatlon of(&lleges for Teacher Educatlon,

e, p 1,

2Harry Broudy, “Conmderatlon About PBTE fof Policy Members,” unpubhshed )

paper, University of Ilhnms : ’

«
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Are the lmowledges, skills, and att1tudes (once valldated as essentxal)
teachable" .

3

How shall essentlal knowledges, skills, and nttltudes be taught and by
" whom? " -

- "_What knowledges, skills, and attitudes shall those who teach the
teachers be requu'ed to possess" And how will these be validated?

_ How will the attainment by teachers of the vahdated kriowledges, skills, -‘
and attitudes be measured? .

What level of proficiency in .tHe required knowledges, skills, and at-
titudes will be required for teachers to Be l1censed to practlce the profes—
" sion? .

"Ho\v will the required levels of proﬁclency of knowledge, skxlls, and
attitudes be attained by teachers already in serv1ce"
. . K

Tlle NEA posxtlon on multl-cultural educatlon . ,
~=. - 'The .N EA pos1tlon on multi-cultural education is reﬂected in

‘the report of the NEA Task Force on Bll1ngual/B1cultural
’ ~ ° Education3

The definition estabhshed by the' Task Force, while explicitly .
stated in terms of bilingual education, implies the broader concern
.of ‘multi-cultural education as do 1ts ﬁndmgs, concluslons, and

" recommendations. * N o

The Task Force deﬁmtmn is as folIOWS' 3

Bllmgual’ edhecation is a process which uses a pupxl’s pmmary language o
. a$ the principal medium of instruction w;ule teaching the'.language of
+the predominant culture ina wel uZed program, encompassmg a
, multlcultural eprric S

°

The general pos1t1on of the Task For(;e is that “m a plurallstw
society ‘such as ours, 1t is, 1mportant to have a, mult1cultural ap-
: _proach to education.”*-
<% ", The Task Force goes on' to say it believes b1l1ngual/
‘ “ymulticultural educatmn-has three major goals:

“ L ok)portumty to ledrn in a language other than English, as well as in
: English, in ordeér to prov1de the most effective learfiing situation for
all students accor ing to their needs and abilities; - ‘

) 2 proﬁclency in’le mlng, in order to function in 6ur soclety at a h1gh
LT " level of competerjce; and

E _ |
3 enrichment; both. cultural and lmgulstlc.

\

. 3Presented and received by the ﬁﬁ:y-thxrd Representatlve Assembly of the Na- ‘
« - tional Educatior Association and referred to the NEA Boarq of Du‘ectors for -

y implementation. : ) ] . P _

LI "4 1bid., P 5. . ' ) -/ . . ‘ . .

e A
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The Task Force rgcogmzes that initial education priority mugt be gwen/ ‘ ,/ :
to students whose primary language is other than Rnglish but reiter- /
" 4 aotes the 1mportance of b%}fﬁgual/multlcultural educatlon opportumt es - /
"7 forall : ,

~

: ‘ | ' 4 o ¢ -
vSome further mterpretatlon of the posntlon

- The schools should reflect and teach cultural dlfference which

" are inherent in our country. All teachelﬁ,need to, come t 5 under-
stand cultural and linguistic differences in children an( [ to style

their teaching so that these dlfferences serve to enhance the edu-

cation of the whole child. It must be.realized thdt the learning' ‘,:

process is intimately tied into the' famll;r and the com‘/mumty, and

7

the validity of the child’s home and community learning enyiron-, 7

ment. must be accepted, using’it as a foundation for the develop-
ment of school curriculum. Only through mteg'ratmn of ;school, -

; home, and commumty can the 1d.ea of eqﬁal opportumty for all- be
achieved. » ,
, In several places in the report, the NEA Task Force stresses

the importance of inservice for teachers on multi-cultural educa-
tion® Some comment on the essentlahty of all“teachers galmng
bilingual/multi-cultural understanding seems ‘useful here.

¥n order for the s¢hools to be able to cope with the b1cultural/
_bilingual ¢hild, teachers néed to become sensitive to the child’s
home amd. community environment and to understand the child’s
languag'e Some teacher preparation’ ‘institutions have developed
ingervice programs for teachers of bilmg'uail"w ‘¢hildren, but most
have, ignored cross-cultural education’ or have denied a need for
this type of teacher education. And most institutions have neither
the staff nor thé know-how to tram teachers,for multl-cultural
education.

Since most schools of educatwn do not, requlre preparat1on ing/-
foreign language as a prerequisite for graduation, it would follo X
that graduates of thege institutions would not be sympathetic wi
the problems of students who speak a dlfferent language and fh
developed in a different culture: . .

The teaching professwn recogmz‘es that p‘rov1dmg m' lt1- /
cultural education requires speclal preparation and that this prep-
aration is not now provided for m most trad1t10nal teacher rep-
aration programs.
' Whether or not performance-based teacher educatlon with
whatever future promise it holds, can contribute to these needs
-and deﬁc1enc1es is at thls time only speculatlve : / 4

*
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'The application of performance-based teacher education « |
to the preparation of teachers for multi-cultural education- o
v We have already called to. atteéntion some questuf ns Wthh
" must be resolved before PBTE is widely disseminated, assuming it

' proves a viable inrfovation. So the context of our discussion here is ’

‘ to speculate whether PBTE as developed and researched in the
future might prove useful in preparing teachers for mvo}vement in
multi-cultural education.. <

It appears to us that con81derable pi\rt of what teachers must
learn in order to function effectively in multi-cultural education
fies in the affective domain and is highly value’laden. Obvmusly,
there are knowledges to be ‘gained about dn}erse cultures, e.g.,
-Black history, Mexican-American sociology, First American .and

* Asian anthropdlogy, Some of these knowledges can be learned ‘\

. from books and other materials in academic settmgs, others

: + through field experiences in communities representing -different - :

e cultures. But the value-laderr requirements in, terms of attitudds of - V" -
' acceptance and appropriate behaviors for mteractlng with differ- .

' ent cultures seem to us highly complex to teach’and most difficult

.- to evaluate: of all the" charges teacher’ prepa‘ratlon prog'rams mlght

assume. i-\"
: One way of approachmg' this issue is by ‘geeking answers, to'
the question: How much of what teachers need to learn fo}: effec-
. tive: functlomng in multi-cultural education is represented by .
. knowledges ‘and skills and ‘how much by values-, attltudés, and'
"‘affectlve behavtors" ;
- Some lmphcatlons for teacher affective behavmrs
- and other teachmg skills ° v

The-_ PBTE movement has asserted that teachmg skllls are
both generic and s1tuatlon-spec1ﬁc. va
= As this delineation relates to multl-cultura} educatlon, ‘both
Pettlgrew and Wynn® have'generated. lists of teaching competen- -
cies needed in multi-cultural seftings. While we find these lists
worthy of conslderatlon, one would be hard, presséd to jusfify even
_half of the items as unique competencies: for multi-cultural educa-
© tion, That is, a high proportion of the competencies categonzed as .
what might be called task speclﬁc, ie, multl-cultural r(elated ap-
" pear to us to be generic. '
- . Ow, the matter of specific competencles for: multl-cultural edu-

, ' 51, Eudora Pettigrew, “Competency Based Teacher Educatxon Teacher Trammg'%
A for Multicultural Educatxon," in William A. Hunter, ed., Multicultural Education
oo Through Competency-Based Teacher Education (Washgngton, D.C.: American As-

socxatlon of Colleges for Teacher Education, 1974), p 7,
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© cation, we generally ag'ree with Pettigrew 'that teacher behaviors "'+ .
which deémonstrate that their attitudes toward- expectancies of
culturally ‘different children are positive and constructive are -

. highly important. Pettigrew states, “Teacher behaviors, then issu-

e ing from their own .unconscious biases and beliefs, can effectively ;

contribute to the acquisition of dysfunctlonal aswell as functlonal St

~ classroom behavior by pupils.”® ‘ .

It is dispelling teachers (or prospectlve teachers) of these
cozlscmus biases and beliefs” that we believe will contribute most
to their ability to behawe appropriately in multi-cultural educa- .
tional settings.. And we do not find evidence that the PBT
‘movement has much concerned itself with this kind of teacher
education -in the generic sense let alone for multi-cultural pur-
poses. In fact,, some conventional teacher education programs
through mtergroup relations activities, Black studies courses, sen- =

. s1t1v1ty training, and live-in experiences in.a variety- of cultures
may be responding more- tQ'this need. (Just as a matter of interest,

" it’is puzzling to us that Pettigrew makes a wide range of asser-
tions of what PBTE does as compared to traditional teacher edu-
cation models. But she prov1des hardly a shred of evidence or-

R documentation of compa{lson of the two models in actual opera—’

i tion.) : : .

It is commonly stated that attltudes are. most dlfficult to s
change, and that behavior change without attitude.change is not
often accomplishable, if even recommendable. This: being the case,
we believe that if PBTE i§ to make large contributions to multi-

. ' cultural education it will need first to .demonstrate an ability to

! effect some major changds in teacher beliefs and attitudes. A

- generalization that is frdqbently made about.PBTE is relevant
here: it hasn’t attended much or well to the affective domain. = .- *

-If a purpose for PBTE in the multi-cultural setting is to as-
sure that tedchers possess specific skills associated with didactic
teaching? then the movement may eventually have a little more ‘to
contribute to multi-cultural education. Broudy has suggested “that

{ -if PBTE might work for the didactics of skill formation ahd the
acquisition, of information . . . It would reduce much of the resis-
‘tance to it emanating from those who regard learning by discovery
(heuristics) and learning. by relatmg properly to persons (philectics)
as important.”8 )
The point here is that 1f teachmg‘ skills de51gned to promote

V2 N

¢ Ibid,

v - - 7Didactics, accordmg to Broudy, réfers to the 1mpartmg of knowledge by the
: teacher to the student.

8 Harry Broudy,"‘Cons;deratnon About PBTE for Policy Members,” p 3. - L
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) 'cogn1t1ve learmng are 1mportant for- mult1~cultural educat1;>l:i(and
oo we assume they are) PBTE inay eventually have somethifig to-:
" contribute to» multi-cultural teaching’ competencies. But as we
have already indicated, PBTE has a Iong way to go to demon-,
. strate direct relationship between specific teaching slulls and cog-
R n1t1ve learnmg outcomes on the part of students . ’
' A potenﬁ‘al unique contrlbutlon C. -

R Multi-cultural education is often assoc1ated w1th b1hnguallsm
5- That is, English is frequently a second language for those who.
3 represent a variety of cultures in “American society. This bemg%o,

those who work™in mult1-cultural educational programs with chilc
dren for whom English is a second language should obviously be - o
‘0 skllled in, the language which is the first language of those they
- teach. -
- Since there are~ways of assessing slnll in ‘a language, both
orally and in writing, thére may be a Tole for PBTD to assess’ such R
* language competency ° -~ :
_ Although basic language competence in a. language of those
* who are’ culturally different (for those who do not already possess .
'it) is not likely. o be gaiged totally in a field experience in schools,
the community, or homes, it can be enhanceg there. So in addition =
to serving as a method to educate teachérs to become more, sensi- , ,
°  tive to cultural’ differences, broad ﬁeld experiences can enhance
N language proficiency. That is, the PBTE emphasis on field based- ¥
"t ness, m1ght contrlbute to the language p;roﬁc1ency requirement.

Conclusnon

e It is our Judgment that the potent1al contrlbut1on of PBTE to
" "multi-cultural education, if any, is yet to be’ deter‘mned Specific -
language skills assessment and different-cultures awareness’
through the field-based emphas1s are two possibilities.
" Professional associations should demand quality but seek flex-
1b1hty4 Profess1onal standards need not be -comprised; and hcensmg ‘
A 'procedures need not be vague, but neither does the source of .
~ . education for teachers need to be narrow. Professional associations -
. should support teacher education progifanis that extend beyond
the walls of h1gher institution as appropriate, based on a, mult1phc- N
°1ty of experiences. But to 'do so they ‘'must not neglect rlgorous
preparat1on of the teacher in his ot her teachmg field and in the
languages of the cultyral groups he or she must work with most
_ mtenswely '
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_/Multi-Cultural' Education,
« ompetence-Based Teacher
'ucatlon, and the Commumty‘

* Paul V. Collins

Director; Teacher Corps
Cahforma State Umversnty at Hayward

©

w ) } e

Paul V Collins expresses concern that co'm'mumty partzczpamo'n
in teacher education programs in colleges and universities has, been
limited. Throughout-his article he defines com'mumty as the zmblzc,
the parents‘and nezghborhood residents of individual schools, and
minority pafrfmts and leaders. Pozmlafr conceptions of multi-cultural
education in the schools are examined, along with, communitigs’

. attitudes. He identifies sixc common problems in developing effective

communily participation in relation to multi-cultural education
and offers recommendations for each problem. Finally, ke addresses

himself to-the following Journ, basic questions that shtmld be asked by

a community when considering multi-cultural teacher education:

(1) How are minorities frqpresented in the program? (2) What knowls

edge must ‘capdidates have of racial and ethni¢ minorities? (3)
What skills must o teacher demonstrate for multi-cultural educa-

tion? and (4) Are teachers required to provide evidence that minor-'
ity children and children who are cultwr_ally dzﬁ'e;('ent from them-

seZves are learning Sfrom their teachmg?

' a




' Cdx"nmlynty, a time-honored word in Amencan life, has taken

., ona spec1ahzed ‘meaning jn the past decade. Through the rhetoric

- of federal guidélines, “community” has become synonymous with
low\income or minority persons who have not been well rep-
resented in or by theinstitutions' which purport to serve them. -~
The struggle for “community control” .of schools was born out of ™"
the frustrations of inner-city minorities-with the encumbered and .
self-servmg bureaucracies of urban school systems Community
advisory groups for thousands.of federal programs have attempted -
to involve the poor and minorities in decision:making roles, o

Decentralization has’ divested céntral school bureaucracies of = -
some power and has transferred it to “area” superintendents and
staff and, occasionally, on to “neighborhood boards.” Most of these
steps have occurred in large urban areas where the poor and
m1nor1ty groups are numerous .

In mainstream Amenca, too, “cemmumty” has special conno-
tatlons in reference to education. The “lighted schoolhouse” has‘
become a symbol of the movement toward communlty,schools

" which all members of the community—adults and youngsters——can
participate in expanded programs of-éducation. Commun1ty col-
leges, which have increased so rapidly in recent years, h1ghl1ght
yet another dimension of community education. Often with broad -

. inyolvement of local lay. persons, and administrative rather than
faculty controlled programming, these colleges halve sought to
serve commutulg students, youth, and adults in degree and non-
degree prpgrams. .

» How then do we define “community” and commun1ty residents
in reference to teachér education programs? Unlike public_schools
and even community colleges, both of which serve limited geo-
graphical-areas, universities have a broader constituency. Teacher
educationl programs rarely place all their candidates in -schools
~within a single district. A substantial proportion of graduates will '
teach in commu}lmes distant from their. alma mater Colleges of -~
teacher educat1on serve communities in the plural.

]for purposes of this paper, “community” will refer to lay per-,
sons outside either teach1ng or administrative roles in publ1c4

~ schools -and universities. Typically th1s could mesan the general |

- public: of a given school district. Neighborhoods will be used to'
designate an attendance area of -an individual school site, despite
the fact that children may be bussed from outside the immediate
vicinity. Minority persons or fow income families will be referred to
specifically as an element of the public and as parents. ‘

The political reaﬁ]ty ig that community residents of -a g'lven
school d1str1ct have l1ttle or no influence on profess1onal prepara-
S . ‘ .t
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" tion programs’in colleges and umversﬂnes. Despite the fact that .
: collaborative planning has been recognized as a desirable element
of competency—based, teacher education. programs in the earliest
literature, a survey made of 87 colleges in the process of initiating

- CBTE programs reyealed that ‘6ver onedthird had no commumty : ,
* involvement, and mmorxt remsentatmn in the other programs .

, Was very sparse.! : .
-An informal survey of several. states wh1ch are more actlve

in the CBTE movément showed that only two require commu:-
nity mvolve,ment ‘in’ their- appgoved competency-based teacher .
- ¢ertification programs. These requirements are made through

‘state rejulations rather than law, but do not “specify minority
representatwn. In-other states;, little community participation was
reported in relation to 'a total college of education. Usually com-
munity partlc1pat%n was lﬁ'mted to spemally funded prog'rams,

such .as Teacher Corps, in which commumty volvement is.a
requirement. The larger the university and the more diverse the -

.. -program, the less likely it appesz's that community relates to the

>

* majority of its teacher education activities. In an address on' “The

Politics of Teacher Competence, Harvgy Scribner stated::  °
] . In the design of competency systems, one shoul%l keep in mind the
growmf mood of the public for a stronger hand in the governance of -
schools More than a few publlc school parents are correctly acting like
consumers, T}tey are asking for accountability systems. They are de-
manding effectiveness in educational programs. They ‘want choices for
" their children. In New York City and Detroit, and in other cities'as well,
parents|are deeply interested in the Hecentralization of school power. In
the case of individual schools, pstents are demanding ‘closer involyvement’
in lﬁeclslons that affect school management and the spending of tax
do
. It would seem reasonable to speculate, that parents will want and_
wﬂl 1ns1st upor” a growing role in the agsessment of teacher perfor:
mance. Yet in the current debate over competency. systems, while there
is frequent concern for the desirability of partlclpatory planmng by .
organized professl.onals, school boards, state authorities, and teacher
educators, there is fittle, if any, conslstent concern for also 1nclud1ng
orgaplzed parents in the planning. . 2 , . . e

Commumty residents are largely dependent upon the teacher
éducation institutions to.voluntarily include them in decision-
making and adv1sory functions.. If excluded or mv151ble, the

tCarl A. Grant, “The DECISIOH Making Process in Planning and Implementlng
Education Programs That Meet the Needs of Our Diverse Society,” in
: ‘Competency, Assessment, Research, and Evaluation (Conference Report pub-
lished by the Multl-State Consortmm on Performance-Based ’l‘eacher Education,
1974), p. 224. N
2Harvey B. Scribner and Leonard B. Stevens, “The Polltlcs of Teather Compe-
-tence,” m\Competencz/, Assessment, Research, and Bvaluation, p. 211. :
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: con{nmumty’s ‘best recourse is through the public schools and their . |

B ablhty to bargaln withy the university on a self-interest basls Col-
‘ leges ‘of educatlon must have district cooperation to place pre-

. service- ‘teacher candidates and. interns. In’the present decline of ~

new teacher trainees, colleges of education depend on’inservice
teachers to fill their programs for advanced credentials in counsel-
~ing, "administration, -and specialized .curriculum. Districts can *re-

fuse to permit student teahers and’ interns to work in their

schools, or they can ‘ignore or impede advanced tra1n1ng and
superv1s1on °
~ The basis for leverage for communlty res1dents is directly

related to the strength and involvement they have in their local

schools. Without intimate knowledge of local schools,’ goals for’

learning, problems teachers encounter, and the kinds of teachers _

who are successful in teach1n their children, community residents
will have a limited 1mpact 1 college training. After-the. rhetoric
~ calling for change is over, thHey will have little to offer in program

»ﬁuldlng. It is out ‘of concérn for particular schools, - particular.

ildren, and particular programs-that community and nelghbor- i

_‘hood residents can be of greatest,] 1nﬂuence on. un1vers1ty pro-
g'rams .

Commumty advocacy for multl-cultural teacher educatlon e

Hav1ng identified the communlty as the. public, the parents’
_and nelghbbrhood residents of 1nd1v1dual schools, and minority

" parents and leaders, let us try to answer the question posed to me

as the focus’ of this paper: What should be the role of community
residents in assuring that performance-based teacher education in-

clides . multz-cultural education as ‘its content? As _we have just .

~ described 'the'current political realities of cpmmumfy residents, it
is clear that they are notyin a position to “assure” that anything
will happen to the content: of teacher education by themselves. It
is rather in collaboration ‘with committed professionals that com-

T munlty residents can be mﬂuentlal in reshaplng the concepts and '

content of teacher educatlon

Oof the states that have adopted competency-based teacher

education as‘a “prnnary route to -teacher certification, only two

-have regulatlons which require community or pubhc partlclpatlon_ .

in"governing or advisory groups. One of these states is Cahferma, _

- where the Commission on Teacher Preparation. and' Licensing is
requiring “public” representatlon in the formulation, implementa-*
tion, and ‘evaluation of programs. In reality, the general lack of |
knowledge about competency-based teacher education, even in
faculties of educatlon, the Complex labyrlnth of g'uldehnes, and the-
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. press of short-fused deadlmes, have fostered benign neglect Nor
are ne1ghborhood and community residents clamonng ‘ta_join in
- the rather long and tedious job of creating new prografa proposals
in teacher education. Their primary focus has been understand-
dbly-on the .schools. For as Alan Altshuler writes in Community
* Comtrol, “The - sense of participation varies with the immediacy of ‘
. Iinkage- between act1v1ty -and decision.”? K
Is- mult1-cultural teacher education a concern of the ne1ghbor-
s hood parents and community residents? Will they give their ener- -
T glegtin advocatmg this -cause? Befofe we look at what teacher
education should be doing in this area, let’s review some concep-
~ tions about multl-cultural ‘education in the schools and examine

*. . communities’ attitudes. '

P ‘One popular concept ‘of mult1-cultural educat1on is that all
T children, regardless of racial, ethnic, or cultural backgrounds, .’
should have equal opportun1t1es to learn, and that the quality of
_ these opportun1t1es should be measured by whether or not these °
‘children achieve in approX1mate ratios to majority children. Th1s
means that classes for mentally retarded ¢hildren ‘would not be
overwhelmingly composed of minority children as they are today.

_ - College bound students would also be able to pursue higher educa-
‘ tion without special concessions to compensate for miseducation in
their first twelve years of school. This is a position to which. almost
. everyone will give lip-service as long as they can’t feel the tax b1’ce, '
or aren’t forced to rearrange their ideas about th® benefits of -
homogeneous grouping, of don’t have to ‘watch their children
board, a bus. Minority organizations and leaders lobbied long, hard
years for the federal legislation which opened the doors to equal
educational opportunity and:helped minorities in local Junsdlctmns
to achieve leverage in.support of greater recognition and part1c1-g
‘pation. Although it is the law of .the land, minorities and other |
committed educators and community leaders are still working = *
against odds, to improve eduZ:at1on for each and every ch1ld ‘The
goal is not really debatable; the nreans still are. §
- The second concept of integrated learning env1ronments. as a.
means to the first goal conf(mues to be an explosive ‘issue. As % -
Boston joins it$ history with that of L;ttle Rock and B1rm1ngham, b
and Los Angeles pleads successfully in court that its school seg-
regation is de facto because of housing patterns, it is not difficult
to see that the impetus for multi-cultural education is not yet
* ‘a cherished cause in many communities. This will remain a po-
l1t1cal question and political cons1,derat1ons wﬂl usurp rational.

L8 Alan A. Altshuler, Community Control: The Black Demand for, Parthpatwn in
i ' Lafrge American Cities (Indlanapolls, Indlana Pegasus, 1970), p. 8,
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approaches We wﬂl not dlscuss thls further in the context of this o

paper o

+ More recently, a thlrd ‘eoncept has been seen m the -demands
of minority communities for recog'mtlon .and inclusion in the cusr-
riculum of schools where the1r children study. These demands-
~have led to an increased interest in the culture and heritage of
v Jgroups long neglécted Jn: rican-eddcation. Much of what is.
taught in .schools today as_multi-culturgl educdtion is Timited to

" “famous persons, holidays, musice, and\food ” Even in large urban

districts w1th substantial resources there is still a. paucity of 'good
curricyla about the history and culture -bf . minorities. If you ex-
amine the curricula of schools for leammg\ob_]ectlves about' minor-

*ity groups not present in that school or district, you are likely to

~ find nothing. Minority parents have lobbied and demonstrated for

more recognition of their own cultureg, But .truly multi-cultural
content has been a by-product of sevefal groups acting on their
own behalf, or well-intentioned but underfundedwedicts from cen-
al offices, and, onée in'a while, of enlightened, commltted, staff at

4 local school. . .
A fourth conceptlon ‘of multl-cultunal educatlon is deﬁnltely a
result’of minority voices from the grass roots levels to the intellec-
tuals. That is the critical examination of the issues of racial injus-

* tice in .our society andgits institutions. Values cl%ﬂﬁcatlon Jor

4

. personal growth and for soédial understanding requires, however,

specific sensitivities and skills on the part: of teachers. Few possess
these skills’upon entering te chlng', for’ few teacher educatlon‘

. programps emphasize them sufficiéntly. : P

It has been the minority- groups/of this country that have

forced to the surface the issues to which multi-cultural education
is’ addressed. “First the Blacks, then the Span1sh-speak1ng, the
Native Amerlcans, and the Oriental Americans demanded ‘their

" . rights to be’ represented in the currents of Americah educatlo&

.~ Now other- white and colored ethnie. minorities are following suit.”
: All these groups have been pugsguing better ‘education for their
- children. Incréasing achievement of children in: readlng', writing,

Ty math, and fostering respect for their groups’ cultural heritage has '
~: beenl the pnmary focus of these efforts. . . .

“The one issue where White communities and mlnorlty com- -

‘munities have been silent is in the demand for in-depth studies of

life-styles and cultures which differ from their own. Predomlnant'l}yl
White communities have shown great interest in women’s studies
and the examindtion of alternative sex roles. The role of women s

.~ central in any analysis of the culture of any ethnic group, “but
" .multi-cultural e}l&catlon in the United States mug;t also 1nclude

IText Providad by ERIC.
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the ‘minority people of color, because, their experiences highlight. .

. the gross insensitivity, and anustlce pereptuated by ethnocentrlc-v :

1ty‘ oo
Multl-cultural educat1on w.111 come of age only when lt is rec-

ognized as a necessary dithension of everyone’s education whether o

-he or she lives:in Red Oak Iowa, L1tt1e Hollow, TenneSsee, or Los
. Angeles, California.
The* goalwf multl-cultural education, as framed by AACTE

. “affirm that schools shopld be oriehted toward the cultural en-

richnient of all ch11dren gnd youth through programs rooted to the

. - “preservation and ‘éxtensidn of cultural diversity.”+ Initiative is
needed at all levels. But it is not the responsibility of minorities or
commumty residents to assure this in tegcher educatlon, programs.

. That is like making minorities “responsible” for correctirig White

Yoo racism. The acute need for cultural 'plurahstlc -approaches . and
multl-cultural education in our schools today is an indictment of

the “education’ profession, which has failed in. the. past to meet the

' needs of culturally different children. The profession itself must

* ¢ . shoul er the task of expanding the curriculum and correcting the ‘

-myopia of teachers and professors. But.this cannot be done with-

* out the help of the commnonlty and its leadership-in school dis- -

ot

. _ tricts; nnnonty groups. ané paren"ts, and ne1ghborhood residents
« . inlocal attendance areas.. e e v

)
Commumty and the govérnance of CBTE prog’rams s

e

Broad-based partlclpatlon in the formulatlon and evaluatlon of
CBTE was recognized in some of the earliest Models for Elemen-

" tary Teacher Célducat;lon commissioned by the Bureau of Research
Especlally notable was the eoncept. of  proto-cpoperation in the
e Syracuse University Model and. the “collaboration network of the

s *

Oreg'on Comfield. Model Cansortia, teacher centers, training com- °

" ‘plexes, and other programs primarily promoted with federal dol-
- ' - lars have espoused partnership and parity. But unless there has
o been a state mandate, the shared. decision-making’ or adwsbry
_groups function principally for projects or selected program efforts,

not -the ‘whole .program of teachér-education. In a recent report

Y compiled by Alan Schneider of the United States Office of Educa-
tion, a Significant number of the CBTE pilot efforts listed were -
Teacher Corps projects, wheré federal guidelines have mangated

) both cbrﬁmunity involvemerit and CBTE for over six years.® An . '

44Np One Model Amencan ” Journal of Teacher Educatum, Vol. 24, No. 4 (Wmter
1973): 264.

- 8 Allen A. Schneider, “Proﬁle of the States in Competency—Based Education,”.

PBTE (Published by the Multi-State Consortium on Performance-Based Teacher <

Education), November 1974, pp. 1-24. . -
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- 1nformal survey of colleges w1th Teacher Corps projects showed

that few of the- hogt, institutiohs had established means for tom-
munity participationsin other teacher education efforts.
Consortium arrangements are being actively explored as
states consider changes,in certification procedures. The consortium
is a means of loosening rigidity of perceptions, organization, and
reg'ulatlons of participating institutions, noted Robert Houston, so
that major problems can be overcome through collaborat1ve'r _
efforts® - N
“Which. agenc1es w111 Comp‘l‘ise the c0nsort1um"” asks Lllhap V..

‘Cady of the Washington State Department of Edugation.” “In -

Washington State, the State Boéard of Education. has 1@ent1ﬁed _
three agencies: the college/unlvers1ty, a school d1str1ct and a local.
negotiating unit. In New York, a fourth. agency has been added:

-students. In other states, only the college/university and fodal '

school district -are requ1 ed for a consortium. Partnership pos-.

sibilities are mﬁn1te /On what basis are de?’ isions made concermng

the partners?’s N e
‘In Callforma and M1nnesota new State Departmeh&%?Educa—

‘tion regulatlons fdr establishing approved programs of .
competency-based teacher educationr require community mvolve-wﬁ;tc :

ment of an unspee1f1ed nature. Efforts to involve communxty ,

v-rhem rs vary in effect1Veness ‘and_structure. One major univier-
'.slty ows community members te vote at forma), teacher educa-
- tion division meetmgs on academic issues such as new -course'

offerings, ete. Yet the: community members.do not formally repre-
sent constituencies. and to date have not used this. opportumty to
push for chang:e%;at the university. - -

i Consultatlon\wth ‘interested partles elther on a sporadlc bas1s :

- ‘or on a.régular basis is a more comnion pattern Because 1nv1ta- .
/. tions often emanate from personal ‘contacts, this approach often

- does. riot guarantee adequate input from mmonty or low 1ncome

c0mmun1ty groups. “-.’* _
. At California State Un1ver81ty at Hayward a Prog'ram Adv1s~ .

ory Counml was establlshed for all teacher certification programs.

Each; group of approx1mately thirty’ students, who constitute. a

" program cluster, selects a student, cooperatlng teacher, school dis<-

trict admmlstrator, commun1ty, and un1ver51ty faculty representa-.

LI S

*. 6 Robert A. Houston and Robertf%‘ Howsam,; “Change and Challenge,” in Robert

A. Houston and Robert B, Howsam, eds., Competency- Based Teacher Educatwnm
“(Chicago: Science Research Associates, 1972), p. 13.

7 Lillian V. Cady, “Governance By Consortium or Who's In%Charge Here?,” in John
H. Hansen, ed,, Governance By Consortium (Syracuse, New York: Natlonal Con-
sortium of Competency-Based Educatxon Centers, 1975), p. 30. .
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tive. Meetmg onCe a month thls group is charged with evaluation

of new progranmis and is respons1ble for making recommendations

_for change. Although its’ power is only-advisory, this group of

about seventy ‘persons has had small working commlttees which
have hMmered out specdéc guidelines for action, - \ v

Accountablhty, writes Robert Howsam, is due only to a su-

: prasystem, a 'body which encompasses and controls your system

.+ resources, Therefore, he. argues, teacher education is. a part of a -

subsystem of the teacher 3profess1on (all educators, not Just or- -

, ganized teachers). It is also.a subs_ystem of the university which

controls many academic as well as resource decisions. School dis-

* tricts are separate systems designed for education of children. -

~ Teacher education, the training atm of the teaching professmn,

must be responsive to school districts ‘which are public employers

of most teachers. Where does the community fit in? Howsanf sées

the commumty as a suprasystem to which the school system is

. accountable. Through such mechanisms as teacher centérs and

teacher education programs, school districts become more r Spon-

sive to eachother and the representatlves from the controlling
suprasystems can participate in the management of resou}jees 2

-
N

“Teaching \
Profession

{ Teacher
1. Education

Conter

School 7\ . "
System | 4

’ 9Robert B Howsam, “Governance of Teacher Educatlon By Consortlum, in -
Gm)emamce by Gongortium; p. 17. :
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No single model or structure for part1c1pat10n in deglsmn-
‘making at the college is emerging as dominant. At stake for the!
community is the ability to 1nﬂuenc%dec1smn-malnng. In'instances
where the university does not volyntarily -include the community

age through the school district to gain entry.

Eﬁ'ectlve commumty participation .

Even if the college is wﬂlnfg and has solicited some fo% of
commung participation,iproblems persist. After informally sur-

L]

v veying Teacher Corps pfojects and'a‘few other 1nst1tut10ns which
are developing CBTE, programs; I have 1dent1fied the followmg
’ common problems N . v B

v

1. Who should represent what parts of which communltles"._a‘,

2. 'Lack of defined and meanmg'fu} roles for coglmunlty mem-
_bers. -~ - .

* , 31 Lack Of funds ~ ‘ . o . R c; |

4, Irregular gtttendance and revolvmg door pa"rtlclpatlon by :

communlty members,

N 5. Feelings on the part of communlty members that they lack
. ~ understanding of eompetency-based teacher educat1on and
" the posS1ble alternatives open with programs. -« :

6. Lack of knowledge about the university decision-making
‘process internal to the (igbllege of education and across the
* university campus

Let’s examine these as they -relate to multl-cultpral teacher
education. ‘
- In"his dlSCllSSlOn of “Issues for Governance for Performance-

‘Based Teacher Education,” Michael Kirst identifies two categories

of representation, accountable and symbolic.1® The first would be a

" representative who is selected as spokesperson for a particular
group and is answerable to that group for his/her conduct. Mem-

bers of the teachers’ union or a particular community organlzatlon _

would be ‘examples. The second type of representative is chosen to

. ) act as an individual either because he or she has a special con-.
tribution to make or because he or she typifies or can articulate -

the views of a certain eross section of people. Examples might be
an artist, juvenile gang worker, teacher’s aide, or a single parent

*19 Michael W. Kirst, Issues in Governmwe For Performance-Bused Teacher Educa-
- tion (Washmgton D.C.: Amencan Association of Colleges for Teacher Educatlon,
1973), pp. 20-23. .
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It is 1mp0)"tant that commumty representation be drawn from

_both categories. And it is essential that; m1nor1ty persons be 'in+
cluded in both categgries. '
» Lay representat,ves who are spokespersons for orgamzatlons,

such as scheol boards, PTA’s, civil rights groups, or ethnic organi-.
zations, have a certain degree of political leverage Yet the impor-.
" tance of symbolic or F grass roots, citizen and _parent participation
should not be minitnized. These individuals are often active be-

cause they have g genuine. concern for kids-and often a -daily
involvement in the hves of kids. Impatient with the tediousness of

" & bureaucratic dec1s‘on-mak1ng, and beholden to no one for their.
- forthright criticism, these persons often demand sirfiple, straight
language and clegr answers. These are individuals most apt to.be .

- working closely 'with teachers and teswher candidates in the
_ schools,"and the individuals most apt to reﬂeét a reahsm afid
practicality in their contributions.

To insure a multi-cultural dimension t6 teacher educat1on the
first step must/be to include culturally diverse communities or

nelghborhoods 1, a program.! Without shghtmg the many Eurg-
pean ethnic groups which still actively maintain their cultural
heritage, I « spec1ﬁcally refexrring. to_the minorities who are

disfinct in A erlcan life because of them color and whe have

ination. regardless of cultural or life-styles:

Recommeltdatwn. No matter how difficult, the un1ver31ty.

should reach as far as necessary to obtain school sites. for

student teachers which include ethnic, racial, and cultural

- djversity in school populations. In addition to the better
‘ ,known minorities, the Blacks, the Spanlsh-speaklng .
(Ch1cano, Puerto Rican, or South American), the’ Nat1ve- :

American, the Chinese or Japanese American; universi-

ties should dlhgently search for the pockets of people who‘;)

L are not commonly identified but present in 51gn1ficant

numbets in certam .areas, the Samoans, the Ph111pp1nos,

"the Arabs, the Frenth Canadians. . -

This may réqulre cert'c{# universities, to arrange for perlods off

- campus, suchi as the urbarny semesters in the Cooperative Urban .
Teacher Education programs’in the Midwest, where rural colleges

" provided expanded eduéatlon for their cand1dates

-Recommendatlon. Even where school populatlo'ns and stu-
" dent bodies have: few minorities, a s1gmﬁcant trepresenta-

i ‘ tion -of minority persons sheuld be: 1ncluded in program -
' activities: e ¢ ‘

¢

"A comnztment to md‘ltbcultural education requires more than -
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' proportlonate representatlon If two percent of a d1str1ct’s school
chlIdren are Native ‘American, it is tokenism. of the worst kind to

"+ - “ensure” that one Indlan parent be mcluded mth forty-mne
others. O

o

Recommendatlotr Terms of membershlp on a&\usory -or, ]
demsmﬁ-malﬂng groups should be three to four years. e

2 “ o

Part1c1pa.tlon itself is a great teacher Few gnoups cant expect
- to develop a workable understandg}g of roles, of personfﬂxtles, of
group norms, and of issues and power functions in a dozen meet-.
-ings scattered over a year. Rotating.terms with overlap will be
more effective than representatlon sohc1ted- annually or on an ad
-hoec basis. - D

. G

3

. Recommendatlon- Compensat;on should bé prov1ded for low
. ' income repres,entatlves to enable them to partwlpate

. / _ With colleges in dire financial stralts, the questlon of compen-" - ‘
. sation for commumty mput 1s often v1ewed as an msurmountable
obstacle. While it'would be highly deswable to prowde compensa-r
tion for mileage and babysitting for “all. who participate, lack of
" funds for everyone should not prevent the ‘college from .at least
working 'out.some monies for low income representatives. Funds
from some federal or state grants could be used for selected indi- .
viduals; compensatory time might be provxded by the school. dis-
trict to enable paraprofessionals to @ttend ‘Teacher cdndidates ‘in a
school mlght take turns babysitting in order to allow “their ‘com-
munity representatlve to attend an evening meeting. :
To provxde incentive, not just enabling money, a college mlght
_* consider grantmg tuition vouchers for so y many credits for a’year’ s’
participation on a board or advisory group. These could be cashed .
in by the representative or a member ‘of his or her family. Since
one of the problems is that the university seems remote from the
world of many community members, this could provide a powerful -
‘incentive if a three yez?r term’ of serwce could mean a free year’s
tu1t10n for a son or daughter.

Reconunendatlon- A multl-year evaluatwn should lnvolve

> ‘the community in van‘{)us ways at different levels.

An example is reported by Marilyn Steele of the Mott Founda-
tion descrlbmg a Children’s Health Center: : w

‘

..o Its commumty-based evalugtion p]@,n was implemented over a four-
year planning cycle under the direction of a staff techmclan Three
different evaluation committees were formed yearly to evaluate various
aspects of-health cehter. services. The team size ranged from twenty-six
to more than fifty membgrs The first year. all members were. local .

2 ?
v '
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consumers of serwces,wother agency staff and health professxpnals Dur-
ing the second year . broad cross-section of people from Flint and
Genesee Counties pm-txcxpated Dunng the third year representatwes
‘from the State of Michigan joined local resxdentQ in order to ‘obtain
input from both consumers and provxders of semces : o

The committee met monthly to review and analyze reports, pohcles,
records and statistics and to make recommendations. All reports were
developed by the center staff technician but eviewed and approved by
the committee. Final reports were submxtted and approv d by the
Center’s Board of Trustdes. . . :

"The last stage of the process was the fourth year 1mplement1ng Evalua- -

*tion Committee whose mission was to review-the implementation pto-
cess of previous  recommendations. This-four year plannlng cycle re-
sulted in a reorganlzatxoh of the. management processes ., .1

Recommendation: Trammg should be avallablé to commu-
mty membérs who desire it. : S e

Agam and again ‘community representatlves I've talked to
::igﬁlp in order to be more effective. Any training offered
should e tailored for their perceu?ed needs. Thig training_could
rangé from a speclal two hour session conducted by a faculty
member of their. choice to a Spécially designed' extension course.
Top1cs might include basic concepts and termmolog'y of GBTE in
general a thorough briefing on the programs of teéacher education
currently operatmg at the college; orientation to the decision-
making processes in curriculum change from their .committees to
the umverslty president; issues in multi-cultural education; new
approaches - in -teacher education; ways to collaborate with local

" -school faculties in demgnmg more effectlve mserwce tramnﬂg; pro-

grams. - o o .

We recognize the need for facul r:etrammg at the umver51ty
and public school levels. We ackno Aedge the difficulty and time
involved in mastering new- concepts iy CBTE How can we expect

‘the community representatives to feel comfortable in the jargon- -

laden 'discussions, or to conceptualize ’che issues wh1ch facu1t1es
see only dimly themselves?,
An informal but important functlon, Whlch such training could

. provide, especially for large groups, is: ‘the chance for community

representatlves to know each other and to develop some coalitions
on issues of greatest importance to thém.

‘ Issues in multl-cultural teacher educatlon

1

Q

" There are four basic typesiof ques;tlons that community per-
sons can and should raise abou%’a teacher education program:

1. Marilyn Steele, “Citizen Partxcxpatmn ‘in the. Plannxng/Evaluatlon Process,”
Community Education Journal, Vol.~5, No, 2 (March-April 1975): 30. e
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1 H ow are miporities represented in the progmm?

iPeople, not textbooks, make thexdlfference we are seek1ng
in multi-cultural education. One of the first strategies in
chanige is getting accurate rec0rds of the college s openness to

‘ odlverslty in people.

-Students should be the first empha51s Every imstitution of

hlgher -education today has an obligation to recruit and admit
students from diverse racial and ethnic backgrbunds Colleges

: basketball player will sometimes statq that/few qualified

which ‘will go halfway across the ‘Gountry to IZCI‘ult a Black -

Id

mmorlty students-seek admlssu;n t‘g the tea her eduecation
program. /

> The law of the land has been clear that school dlstmcts

: must, ‘desegrate classrooms even if this meédns massive busing.

. *How can we prepare. teachers if colleges of education don’t

aeeept a mandate ‘to integfate training programs? If public
' schools are going to-serve as socializing agents among races,’ '

we just make sure that teachers have had life experiences in

. ihterracial groups of peers To think that professors can serve

thls function for college students is to ignore the fact that the

somahzmg influences on any campus are predommantly from

peer ‘groups.
“Faculty sl\‘iould not be 1gnored but they can-and should
play a different role in developing multi-cultural awareness.

Every faculty should include mémbers of minorities within the

teacher edueation departments and ‘within other related de-
partments across the campus. There are increasing numbers
of vgell-prepared and well-qualified m1nor1ty persons seek1ng
placement in -our colleges. We cannot afford to let up ‘the
pressure to open the doors of colleges and universities to these

" people. As faculty openings become fewer, there i is a tendency -

for the old guard faculty to revert to outworn ‘and limiting

criteria in reviewing faculty quadlifications for tenure. One .

very .important qua‘hty which should weigh heavily in evalua:

tion of any minority faculty member is the ability (a) to relate

to and support minority students;”and (b) to 1nterpret the

<m1nor1t,y experience. This may be exhibited directly in teach-

ing, supervision, or counseling of majority and minority stu-
dents. A minority faculty member teaching in value-laden
areas finds that he or she spends as much if not more confer-
ence time helplng majority students work through feelings

~and ideas. Other faculty may provide more indiredt contact

204

suqh as informal counseling, support, and encouragement -

given to minority students..In any case, the need for racial
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and culturaa diversity ‘on faculties is great.. And it is action for
~which college administrators éan be held directly accountable.
In teacher education programs one must look beyond the

campus, Teachers “for the real world” must be trained in

school communities where diverse peoplé live, work, and study. °

Ina dtscussmn a few years back, an assistant’ superinfen-
dent of schqols Wwas'’arguing agamst the college’s propasal to
place all" teacher candidates in an mner-c1ty school for one

- semester; “After all, many of your students attended schools

with only’ White students, and that’s where .they will probably
seek jobs. They don’t ‘Want to teach Spamsh—speakmg and
Black children.” - = - .

““What laa(ppens when the dlstrlct is deseg’regated"” asked
professor coldly.
No teacher can select a classroom” of chlldren w1thQut

. ‘raclal or ethnic differences. Nor ean at’lyone predict_the popu-
o lation patterns thirty years from now. . R
Every teacher education program then should seek out

settings which provide each candidate the opportunity to do

“part of his or her training in schools and classrooms where the
‘majority of the children are different from the candidate.

Dr. Asa+Hilliard, Dean of Education. at San Francisco,
wrote recently, “Teachers in trammg must see minority
strength to believe it. No trammg program can produce

‘teachers who will be able to work “successfully with minority

children unless they see minority children being taught suc-
cessfully. Even mmorlty teachers sometimes succumb to the

temptation to expect little of minority childrén. It is a small
- wonder that this is so if we place student teachers in schools

where teachers are unequal to the task. Seemg is believing.
There ‘are teachers who can make_the grade. These teachers
must be included in the program.”12

Each teacher education program should insure a mixture

of racial and ethnic minorities w1thm its student body, a rep-
resentation of all major minority groups oh its faculty, and
field placements in multi-cultural settings. Without these con-

_ ditions, many other objectives can never be realized.

2. What Imcwledge must candidates have of 'raczal and ethnic

/ mmomtws?

AIthough the knowledge base of a teacher does not predict

12 Asa -G, Hllllard “Restructuring Teacher Education for Multicultural Impera-
tives,” in Wllham A. Hunter, ed., Multicultural Education Through CorRpetency-
Based Teacher Education (Washmgton, DC American .Association of Colleges
for Teacher Education, 1974), p. 63. -
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a good teacher, a good teacher must have a baS1c, sound‘

background in subjeét areas he or she plans to teach.
" »  Multi-cultural educati?on is often defined as “understand-
ing” various cultures. .
A teacher must knqw about these cultures if he or sheds
- to teach adequately.” % . A
‘ Too maeny attempts to create multlocultural understandlng
have: resulted i superficial, exposure to custgms and to fa-
' mous persons of other Yaces. Pupils are asked to learn about
Native American * contnbutlons” to “American life” such as
“how to raise maize.” - :
In a multiple choice test, the followmg questlon was given:
Indians live in; (a) tents; (b) tepees (c) houses. .
\ ; y Native’ American kids in Wisconsin got the answer

" adequate generalizations? ' )
To help evaluate the adequacy of any candjiate’s prepara-

that we develop a. “comparative .ethnic studies approach” for
: teachlng children.’3 At the risk of overs1mphfy1ng, th1s would

. require that teachers could select key concepts in the life” of

people and compare the expenences of several racial or ethnic

- groups in different places or times. Such an approach helpi
students see the sinilarities of: ‘human experiences and at the
same time develop greater sensitivity and perception about
the difference. -

If this conceptual framework were qsed to set up criteria’

for judging teacher candidates, it would allow individuals to
select areas of their greatesk interest, but ensure that within
these- areas the candidate had a multi-cultural perspective.

For example; the prospectlve teacher of _young children could

concentrate on comparing the soc1al1z1ng influences of various
cultures and subeultures or the effects of discrimination on

contrast themes or styles of various cultures or subcultures.
A Black student of mine who was very vocal about dis-

. crimination- and effects of institutional racism, turned in a,
paper on the Spamsh—speaklng child. Had_I substituted Black -

. for Spanish-sbeaking, she would have strongly contested the
g  validity of the generahzatxons niade or drawn from “research.”

1 James Banks, “Teaching for Ethnic theracy A Comparative Apprpach ? Man-
useript ekcerpt from Ethnic Studzes Strategies of Teachmg (Boston: Allyn and
Bacon, forthcoming). ’. . .

e s

the very young child. The art teacher mlght compare and

“wrong.” How are teachers sensitized before they act on in- :

tion, certain ideas can help. Dr. James Banks has propdsed ~

S

She had unquestlonlngly accepted the statements of many :
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pre_]udlmal artlcles about the learning problems of the¢ blIl‘n-

. gual child. We must not assume that being a minority person
.o, s quahficatlon enough to teach one’s own or othér mmorlty
s . groups. : .

Edward Barnes states that “Attentlon given so far t6’

. characteristics of lower.status children has givef rise.to

sweeping generahzatlons, many of them "highly questionable,
The tendency is to identify certain conditions and characteris-

“

ties found frequently in some lower status children and then

. ' ‘to dssume these factors to be typical of the groups.”* In a "

N recent review of textbooks on family Sociology, Mane Fergu-
son Peters found that Black families were frequently “used to
1llustrate life-styles of the poor, implying that the “typical™
‘Black family is poor, matmarchal and produces children with-

. : out ambition,18 °

S .' o the reality of minority individualss “The new stereotype,”
o writes Ernest Garcia, “is a rebuttal to the old stereotypes
* which :attached (negative attributes to Mexican-Americans.
Universal positive attributes have been substituted for uni-

versal negatlve ones.”16
Teachers in training, espemally if they are Whlte, need to
4 develgb an understanding of the peoplehood” of- minority

conceptual system to view the -diversity, heterogenelty, and

heterogeneity, and complexity of the Black American “ethnic
subsociety.”'8 Octavio Romano has conceptualized four cate-
gories to reflect the diversity. of the Mexman-Amencan 19 The

. ity Group Education,” in' Edgar G. Epps, ed., Cultural Pluralism (Berkleley,
California: McCutchan Pubhshmg Corporation, 1974), pp. 137-138.

.+ 15 Marie Ferguson Peters, “The Black Famxly——Perpetuatmg the Myths An
Analysis of Family Socxo]og'y Textbook Treatment of Black Faniilies,” Family
- Coordinator, Vol. 23, No. 4 (October 1974): 349-357, cited in “The Black Family:
Textbook Slander,” Human Behavior, April 1975, p. 53.

18 Ernest Garcia, “Chicano Cultural Diversity,” Multwultuml Education Through
Compete'ncy~Based Tedcher Education, p. 151,

i ~~ "Edward J. Barnes, “The Utilization of Behavioral and Social Sclences in Mmor-
i ity Group Education,” pp. 137-138.

1B Ibid. .~ : v
19 Octavio Romano, “The Hxstorlcal and Intellectual Presence of Mexican Amerl

Cultural vaersxty," p. 151

a

“"Negative stereotypes are not the only means of d1stortmg ‘

groups. “While we are one, as members of a color-castessystem -
and by virtu€ of our common peoplehood » writes Edward -
Barnes, “we are hot a homogeneous mass.”? B111mgsley has a -

complexity of,the Black American “ethnic subsoc1ety ” Barnes -
cites Billingsley’s conceptual system to view the dlverslty, .

14 Edward J. Barnes, “The Utxlxzatxon of Behav10ra1 ‘and Social-Sciences in Minor- -

’

- cans,” El Grito, Vol. 2, No. 2 (Winter 1969): 41, cited by Ernest’ Garcxa, “Chxcano o
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work of these and other scholar$ are inlportant antidotes to

sabsuming the md1v1dual child in general1zat1ons about a sub—
culture. ‘
We a«I@d to,broaden our understandlpg of other racxal

“and ethnic minorities in h1stor1cal and present perspectives. I
include- myself angd teachers and professors. All of us suffer '
“from. mls-educatlon or non-education about minorities in th1s

’

‘country.

some coursework in mmorlty cultural perspectwes

N

3. VKhat skills must a, tea,cher de'mxmstmte fo'r‘ multz-cultuml

 education? - .

‘Q‘
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Competency-baseﬂ teacher educat1on has shifted the em- -

phasis fropt what ’a:‘teacher knows to what a teacher can do.
The demonstration of skill is a key to the dlffﬂrence between
- CBTE and more Zrad1t1onal programs. Y

" There are many legitimdte and effective- alternatn?es in

conceptualizing and 1dent1f¥1ng what skills a téacher should -
have. $ome programs emphasize.a d1ag'nost1c/presg'1pt1ve ap- .
proach to learning; sonie 1dent1fy an environment as-the focus, -

such as an open-classroom approach; still others call theirs

‘humanistic teaching. Whatever the program, most will mclude :

skills which are generic to any teaching.

More important than debating which skills are the most

critical, the ¢ommunity should ascertain the contexts and the-

criteria used in judging a teacher skillful. Do skills have to.be

demonstrated with children who are racially or culturally dif-
ferent from the teacher? For example, if you are evaluating
classroom interaction is it sufficient to know that a teacher
uses moxe positive reinforcement in the form of attention,

elaboration of,student ideas, and praise, in contrast to criti-.

cism, lack of attention, etc:? Are these rewards distributed
among all children, espec1ally those who are culturally differ-
ent?

“For most Blacks,” Dr. Asa Hllllard whtes, “bad teachmg
or oppresswe teaching is most often less a matter of the

teacher’s deficit in commonly practiced teaching skills than a

matter of the refléction of a teacher’s fundamental negative

feelings about or negative expectations for Black children.

Y

w-
r

N
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Since this knowledge ‘base depends ofi the breadth of gen-

eral education a candidate has received, community members -
“ must askK about the ‘university as a whole—its commitment to -
ethnic studies, its- inclusion of diverse faculty, its library re- ’
~ sources, and its requirements that teacher candidates have

.
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Skilled teachers may often fail or be unablé or unw1111ng to B
' apply generic teach1ng skills equitably to minority childrén,”2®
Even the ‘best intentioned teachers may gloss over:this.

'w1th a retort, “I treat all children as equals Any parent an

A - point up this fallacy. What is 1mportant is to understand how

a

' we treat individual children or groups of children d1fferently_;
and o ascertain whether or not the differences are enhahmng

thell"individua earning 9 distracting from it.

cultural teacher: - =~ L} . . ;
A Ability to analyze his or her own cultural roots, the
. processes which have shaped his or, her life; the

biases, whether they be filtered through vac1al \so-

Four areas of sk1lls!.‘are espec1ally crlt1cal to a mult1—‘

¢ L
cial class, or hnguistic screens; and the values ~

: whlch control personal' transactlon& "

T Ab111ty to analyze ‘the nature and quality of his or
her jnteraction in multi-cultural settings; between
self and students, self and colleagues, self and par-,
ents. ;o ; . S

cultural settings.

7 c. Ablhty to. foster 1jnteractxon among pupils in multx-‘ K

@

d. Ab1l1ty to teach ethn1c content wh1ch deals w1th
: value-laden ‘is ues iof 1nJust1ce, power, rac1sm, dls-
crimination. ‘ IR

Most students, especlally the typ1cal Whlte teacher candi-
dates, have never examined their own cultural roots and the

source of their values.. Even many m1nor1€y students have.

sought a cultural identity by subscribing uncritically to posi-
tive generalizations about their ethnic group. For example,
Ernest Garcia writes that “Chicanos themselves.are eager to
give -the Anglo a, generalized, static descrlptlon of Chicano
cuiture, romantic in nature and unrealistic at best . . [which]

‘provides for a new stereotype which does not accommodate -

the vast differences that exist within the group.”!

In order to optimize the personal ch01ce-mak1ng which is
" assumed in a truly multi-cultural society, it is ertlcal that a

“teacher can analyze and explore his/her valugs as a unique

product of group culture and personal cholce Anthropolog'lcal ,

“w

20 Asa G. Hilliard, “Restructurmg Teacher Educatlon for Multlcultural Impera-

tives,” p. 42.
2 Emest Garcia, “Chicano Cu]tura] Diversity,” p. 151
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. ' field study tachnlques adapted by Dr. Théudore Parsons for
teachers are a very potent tool. 'haachers Jearn to gather dﬁta

‘mediate ¢ommunity in order to gain insight into their own

o personaL ‘culture and to learn to draw valid generalizations
L about group cultures which are evident in their com/munlty
. The gpproach tends to keep students and teachers, open and,
. questfonln about the facile racial and ethnlc stereotypes they

L. 'i.

encounter /in print. Especially useful is the ease with which - :

teaéhers can- adapt these exercises for thelr own puplls ‘in
'se ools22 ' :

;nultrecultural needs to prime its students in self-examjination
of hehavior. The protocal film series “Interactlon in: the Multi-
/ culturat Classroom”2 which- looks at aggression, wlthdrawal

mensions of teacher and pupil behavior, can helpicandidates
conceptualize concrete outcomes of the ways tea‘chers act.
An interaction analysis program such as: “Classroom Com-
munléatlon”24 provides a teacher with ‘ways of p1np01nt1ng

teacher begins to see how he or she responds to culturally

minorities t tl\]}e sometimes painful examination' of their own
| transactions) Minority teachers often feel that they already

be dealing with their own behaviors in multi-cultural settings,

'\-\r\j .. confront their own attitudes and assumptlons as these are
,reﬂected in daily transactions.

v Whatever the iqulls required in a prog'ram, the context for B

# . . -}iemonstratlng ‘be avmr should be multi-cultural wherever
_ possible. ‘\And the britena should incliide the individual’s abil-

" ity to an lyze and! linterpret h1s or her behavior in terms of its .

- dlfferentlal effects on students of variois baekgrounds. © -
. Too qften we look only at 1nteractlon between teachelgld

22 Patricia Hefferrml Cabrera‘ and Theodore w. Parsons, Interaction, in the” Multi-
" cultural Classro Film (Chlcago Science Research Associates, 1975). .
23 Theodore W., Pzrsox;s and William Tikunoff, Achzevmy Classroom Communica-
tiong Through Self- Analysis (Chlcago Science Research. }{&ssocxates, 1975). .
24 Theodore W. Pdrsons, Achieving Cultural Awareness: A’ Labomtow Program for
Teachers (Castro Valley, Cahfomxa ‘Pacific Center for Educatnmal Research and
Development, forthcommg) L

'

his or her patterns of ‘behavior- with individual students. If a -

-not just talkihg about interaction. Teachers must be able to

. Any teacher education program which purports to be -

2 cooperatlng behavior, reciprocating behavior, and other di- . 7

/ understand the problems of oppressed groups. Teachers should B

-

dlfferent children, the teacher can begin to deal with’ feelings, - ol
stereotypes, ‘and effects of negative expectations in very per- -
sonal ways| Majority teachers often prefer “knowledge about”, - °




N : 1nformatlon act as a vehicle to teach- skl s . . . But the calibre

student Yet the social patterns among students may reveal
deep clefts between racial or ethnic g'roups.LTeachers néed to
- be able to.use some specific techniques in managing instruc:
“tion® which d¥al directly with student-to-student’ interaction.
They might demonstrate interaction patterns which encourage™ .
" students to build on -each other’s ideas. They might try Dr.
 Elizabeth Cohen’s ideas. of “pre~teach1ng," giving advanced -
tutoring to'students who are either at a dlsadvantage because
L T of limited life experiences’ or' who-. usually require more time'
' for mastery Pre-teaching instead of remediation fosters in-
teraction ‘which hélps certain’ students develop rather than’
~damage. their self-concept in group learning. They might also ” -
: expemment with the simple “jigsaw strategy” developed, to -
" increase students’ rehancee on each other.?® The key is not,
whaﬁ skills are demonstrated since situation-speéific solutions -~ "+
-_must alwys be génerated for racial‘tense or: alienated class
groups.- But it is Jmportant that student teachers and inser- *
- vice teachers focus some attent19n on their respon31b1ht1es to
- create 4 social and interactiv ':,envu'onment in their class-"i e
v rooms’ whlch encourages multl-cixltural commumcatlon among'
 students, s : p e
“Ethmc coritent, carefully selected contams the con:t'hetsw
“and- -dilemmas of the human -condition that mherentlyxm- o
terests ‘youngsters,” writes ‘Larry. Cubah in- “Ethnlc Content"';
_.,and “White Instruction?’?¢ He ,wains that information giving,
~ the traditiortal mode of teaching: which forces the student to
be passive, will neither change ;student attitudes nor hold ",
. student interest. ‘whatever. the content Racism will not be -
‘erased by opening’ the" ﬂoodgates of 1nformatlon about
_minorities. Teachlng multi-cultural content is not the reform
we ‘are seeklng with teachers.. “For. the reformer, skills are
cr1t1cal knowledge is 1nstrumental process is to be learned
‘and. ass1m11ated . . careful ‘selectivity’ of the concepts and

of the teacher determlnes the success ‘or fallure of ethn1c
content,”?! '

" This last skill area 1ncludes a teacher s .ability to use
multi-cultural content which . openly and ‘explicitly raises
valué issues which are 1nherent in this country’s struggle to.*?

. 25 Bliot Aronson, et. al., “Busing and Racxal Tensxon The. ngsaw Route To Learn-: ' |
ing and Liking,” Psychology Today, February 1975, pp. 43-47. ' .

28 Larry Cuban, “Bthnic Content and ‘White’ Instructxon," 'in James A, Banks, ed
. Teaching Ethnic Studies (Washington, DC; Natxonal Council for- the Socxal o

¥ Studies, 1973), p. 111 * L
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recognize and prize the racial, ethnic, and cultural d1Versxty
that is our heritage. Being able to condue(dxscussxon of contro-
versial issues and to help students see the relatlonshlps of
~ their choice-making and action to their attitudes requires sen-
- _sitivity and practice. A student of mine in a class on multi-
cultural education turned in a. unit plan for multi-cultural edu-

" cation. Although her class was all White, she developed plans
for a “hypothetical” class one-fourth White, one-fourth Black,

~one-fourth Spanish-speaking, and one-fourth Oriental Ameri-

‘can. In this manner she was unconsciously avoiding the ques-

" tions of how to raise issues with her all White suburb class. '
, In multi-cultural settings a teacher has natural oppor-
tunities to stimulate learning. Mildred Dickeman proposed a .
system of organic learning. “The use of student generated
concerns and the discussion of student experience within the
~ classroom has an added power. It forces all students to focus
on each other’s ethnic identities and their consequences.”? In
this approach community adults can be a rich résource for
they have experienced so much more broadly the conse-
quences of Amemcan struggles to accommodate culfural diver-
sity. - v '
4, Are teachers required to prm)wle evidence that minority chil- -

- dren and children who are culturally different from themselves

©are lem-mng from their teaching? .

: The. highest level of criteria for teaching competence re-
lates to the consequences of a teacher’s attitudes, skills, and
choice-making. Very simply, do children learn? The correla-

" tions between teacher performance and pupil learning should

. be left to the researchers and scholars. But every parent has a
right to ask that teachers be accountable for some measure of
a child’s progress. Teacher candidates should be required to .
demonstrate that they have helped minority children and

" -children-who are culturally and racially different from them-

* selves:to learn. This is important as evidence that a teacher
candidate believes that these children can learn and that he
or she uses pupil progress, not teacher effort, as a measure of
success. ~ .

. The. questlons commumty members must raise: concern

..the variety of placements’ within multi-cultural settings, the
length of time spent with children, and what kmds of learnmg :
‘the teacher is expected to bring about. S :

’ 28Mxldred chkeman, “Teachmg Cultural Plurahsm,” in Teachmg Ethnic ovudzeo,
p. 23. ‘
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Fmally, tha community should ask what continued train--
. mg is reguired of teachers. California has made a glant step

forward by requmng school districts to provide inservice train- °

~ ing for teachers in any school where one-fourth of the, stu-
-dents are minorities. Other states are conSIdermg similar
programs in multl-cultural education.  Such programs which
place the respensibility and initiative on the school districts
provide excellent focal- points for the community. Minopity
" groups . should beinvolved in plannmg and .implementing
training at the school site.
In the future, more emphasis will be placed on inservice

education to improve the skills of teachers tenured in.the

system. Concerned commumty members mlght well make thls
their first prlorlty ;

Multi-cultural education is no panacea

Multi-cu ltural educatlon is not a reform that commumty

. members can insure. However important their participation in

implementing an effective multi-cultural CBTE program, the
community, and especially nminority members of that community,
cannot bear the burden. The onus is on the university itself. The.
community .in _concert with school districts and committed univer-
sity faculty must continue the pressure to readjust priorities so

- that multi-cultural education is central and not peripheral to

teacher education. - 4
interact effectively w1th its environment.” For community mem-
bers the first issue is not the teacheis’ competence, but thelr
children’s competence. For minority parents, this means not only
the three R’s, but survival in a social reality that has been hostile

- to difference. But the majority of Amerlcans need to redefine their

- environment so that the invisible “others” become real human
beings sharing this planet Earth. ~ o o o

"* We cannot measure attitude changes of teachers and pupils in -

a couple of years and pronounce multi-cultural education either a
success or failure. “Hasty, is the typical American way,” writes
Leonard Fein. “We promise too much for each proposed reform,
invest too little for it, and then profess dlsappomm.ent with
results.”?®

Multi-cultural.education is not a cure-all for educatlon s prob-

lems and should not be sold to anyone as a ‘patent remedy. The
'solutions to problems in education do not liejin curriculum reform

21 eonard Fein, “Community Schools and Social Theory,” in Harry M. Levm, ed.
Commumty C(mt'rol of Schools (New York: Simon and Schuster, 1970), p. 81.
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Competence was. ohce defined as “an organism’s capacity to )

-



v

or even teacher training. The studies of Colex;nan, Jencks, and
others document this. To assume multi-cultural education is the -
new panacea is to assume that the study of good nutrition in the
schools will result in well-balanced and adequate diets for teen-
agers,.the expectant mother, the elderly, and others. We must
promote multi-cultural education honestly. It is the right of all
persons to be treated with respect and to have the opportunity to
make individual choices in keeping with their cultural heritages. -

-
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Planmng and Implementlng

" Multi-Cultural Competency-Based
Teacher Educatlon Programs:

A Natlonal S Irvey

\

Carl \Gx‘ant v
A Bman Ca,lhoun
Un1vers1ty of Wxsconsm—Madxson
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) o * This preduct was prepared pursuant to a contract with .,
Teachcr Corps, U. 8. Offico of Education, Departmont of Health, Bducation and Welfare.

Points of view or opmions sthted de not, therefore, necessarily roprosent official

- Offico of Education positioh or policy.
Vem little research has been dome to assess the eﬁ'ectweness of
CBTE’ programs or to determiné the characteristics of design, plan- - .
ning, and implementation which result in that effectiveness. This

\ paueity of research has meant that those involved with developing and

»

_conducting CBTE programs are forced to operate in the dark, with
Sfew empirically tested guidelines to assure that their programs wzll
succeed in attaining the désired ends. To remedy this situation, it is
imperative that measures of various pmgﬁ’zm characteristics be
developed and examined in the light of their effect upon educatwnal
outcomes.

One of the few studies so far conducted toward this end i a
surve'y conducteldl by Grant and Calhoun, which investigated condi- -
tions in 87-colleges across America which are in the process of
setting up or conductmg CBTE programs. One magor pwrppse of,
. this survey was to examine characteristics of these colleges in rela-
tion to their zffect upon the planning and implementation of the
programs ‘ond their appmaches to multz-cultu’ral educatwn

3
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- .. The rapid movement of various states toward the establish-
“ment of competency-based education as a requirement for teacher
certification is raising a number of questions concerning the de- -

s

velopment, management, and underlying philosophy . of
competency-based teacher education (CBTE) programs.
The fi;st major.area of concern—the process of developing and
managing CBTE programs—includes the important question .of

a

participation. Adequate participation in the process of develop-

ment and management is vital if a CBTE program s to exhibit all
the ‘characteristics that are by definition essential. Two such
+ characteristies, in particular, are dependent on adeqﬁate partlapa-"
tion (Marsh, 1973,3): L

1. The individualization ind persdnahzat;on f the program. The extent to
Whl&h the project provxded for differing learnmg rates and styles and

B - the'extent to which trainees could share in decisions about the kind . .

of training they would receive as well as support qgthexr growth as
persons. _ 0

\
2. The field-centeredness of the program. The extent to which the in-
-struction of the interns took place in school or commumty settings
and related to the realities of these situations. , .

‘

\

“o

Another major area of concern involves the establishment of
an underlying multi-cultural philosophy for CBTE programs.
CBTE programs must have a multi-cultural.basis since CBTE was
developed in part to meet the i 1ncreasmg problems of education in
. a pluralistic somety »

Probably the roots of CBTE lie in general societal conditions anél the
instruetional responses to them characteristic of the sixties. For exam-
ple, the realization that little or no progress was being made in narrow-
ing the wide inequality gaps led to increasing govérnmental attention to

-racial, ethnie, and socio-ecoriomic mm@nty needs, particularly educa-

tional ones. The claim that traditional teacher education programs were
not producing people®equipped to teach minority group children and
youth -effectively has pointed directly to the need for reform in teacher

education. Moreover, the claim of minority group youth that there could .

be alternative routes to professional status has raised serious questions
about the smtabxhty of generally recognized teacher’education programs
(Elam, 197 : oo

a

* The authors wish to express their appreciation to those individuals who have
assisted in this study. The Teacher Corps Associates helped determine those
areas of CBTE and multi-cultural education that might profitably be re-
searched. Special thanks must be extended to James Peterson for computer
programming and to Dr, G Thomas ‘Fox, Jr., Project Associate, University of
Wisconsin, for his agsistance in data mterpretatxon and presentation of conclu-

. sions. " .
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There is, however,.little 'infgnnatien about the extent to which
broad-based participation and multlflcﬂél‘ﬂ,\ral phiIOSOphy is incorpo-

- rated into current CBTE programs. v
This study focuses on the extent of part1c1patlon by commu- .

nity members, students, faculty, and administrators in the process
of plannmg and implementing CBTE programs. More spec1ﬁcally,
the study seeks to answer the following questions:

1. Have those responsible for "planning and 1mplementmg CBTE pro-
grams attempted to prbyide maximum input from various interest .
groups to the decision-making process? .

2. Is it possible to iéolate various comporTéntéof a multi-cultural CBTE
program which are related to its effectiveness in meeting the needs of o
* those whom it purports to serve" -

8. Can minority needs be better met by sohc,xtmg minority group input
to CBTE programs? s .

. 4. What relationship — if any — exists between carefully planned and
- ’ 1mplémented CBTE programs.and the quality of the teacher training
institution, its responsiveness to community needs, and its commit-

ment to multl-cultural education? o

Thi npaper is divided.into four part:s Sectlon I reviews some of
the );esZarch in multi-cultural e&fucaﬁon, CBTE, and .parity con-
- cepts. Section I deals with the deglgn and utilization of an in-
strument to assess various asnects of CBTE programs. Section III.
analyzes the résults of this national CBTE survey. Section IV
discusses the results and draws conclusions about the overall sig-
nificances of the results for multi-cultural CBTE planning w1thm a
plurahst1c society. - :

' SECTION I: RELATED RESEARCH “

'The role of multi-cultural edﬁcation and" - -
CBTE in a pluralistic society - T

‘ W@bster’s (1573) deﬁmtlon of*a plurahstlc somety is one in
which:

Members of diverse ethnic, racial, religious or soclal groups maintain an
autonomous partjcipation in and development of their traditional cul-
ture or special interest within the confines of a common civilization in
the United States (See also: Berkson, 1920; Gordon, 1964; Glazer, 1970
and Samover, 1972). -

It is d1fﬁcult however, {& adapt a phﬂosophy of educatlon to the
needs of individuals in a plurahstlc soclety Poussaint (1974, 71)

noted that: .
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- Students should not be viewed as some homogeneous, monolithic group
. that can be fitted into a rigid educational machine designed to service
R . vesterday’s model of the white middle-class child. A curriculum designed
- to meet the needs of 'n child in white suburbia may fail mlsembly if
o foisted ummodified on blaclggouth in the ghettoes; variations in experi-
ence and lifestyle mean that different people need different things at o
' : * .any given time. No single approach or method works effectively with
- everybody. Schools should have the flexibility of styles and approaches
.. to work with a vanety of classes of youth (See also: Baker, 1972; Haz-
: zard, 1973). ’

Levine (1973,5) suggests that: .

. What is needed in ethnic studies—and needed to mitigate the problem of  :
~ethnocentrism generally—is a more realistic view of the total panoply
_of “group life” in America. Each éthnic group, privately, will con-
-.tinue to teachi its own past in its own terms, but the public task is to
_ provide a framework for seeing oneself as part of a group without the
atmbutlon of second:class Amers:amsm which that too often implies . .

. . One p0331b1e means of achieving “a more realistic view of the
total panoply of group life in America” would be for teagher train-

ing institutions to utilize the concept of multl-cultural education.
Multi-cultural education affirms that schools should be oriented toward
+ the cultural enrichment of all children and youth through programs
rooted to the preservation and extension of cultural alternatives . . .
Emphasis of the progfams must be provided wherein all students are
helped to understand that being different'connotes neither superiority
}1 . nor inferiority; programs where students of various social and ethnic ;
" backgrounds may learn freely from one another; programs that help -
different ‘minority students understand who theyﬂ are, where they are
going,,and how they can make their contribution’to thie society in which
they live . . . Multi-cultural education reaches beyond awareriess apd . -
understanding of cultural differences.- More important than-the.accept-
ance and support of these differences is the recognition of the right of,
these différent cultures to exist . . . This provision means that schools
and colleges must assure that thelr total educational process and educa-
tional content reﬂect)a commitment to cultural pluralism (Journal of

a- . TeacherE'ducatwn, 1973). . I

CBTE can serve as one means to connect multi-cultural educatlon
- to the needs of 1nd1v1duals in a plurahstlc society - (see Phi Delta
Ka,ppa,n, 1974). o :

Involement in the declsmn-makmg process

Many 1nd1v1duals contend that educatlonal pla"hnmg is- sen— .
-ously compromised if there is little or no involvement in dec;smn—_
" making “by, irrlﬁlwduals and groups‘wit}ﬁn institutions of higher .
I education and from the communlty (Rubenstein, 1970). For exam- ~
"~ ple, a recent task force. report on 1mprov‘ement and reform in
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Amencan education states that educatlonal pohcy at ‘whatever
level must be based on the needs of the related commumty,

' ,i’ohcy-malcmg aimed at educatlonal reform 0‘?ows@mdlwduals, institu- -

. tions and all other concerned publics to be ¢ rative. Governance, as
the highest level of cooperative human activity, is unenforceable. But
governance is reinforced through cooperatwely agreed upon goals (Den-
emark, 1974-9). .

’ The report goes on to say that good policy-making—that leadmg to
reform in the interest of leamerc-—has the followmg five require-.
ments: P

- o

1 Those to be mvolved must have an orgamzed pohcy-makmg b9({y
representing all of the constituencies to be affected .

2, What should be done must be determmed by all to be involved. .

3 Declsnons regarding criteria for determining the effectlveness of
management and operation must involve all partles

. Commitments to share responsibility in ongomg evaluatlon must
have been established. - ) R

5. Agreements on quallﬁcatlon cntena must have been established. for
- selecting and retaining those who will implement pohcy (Denemark,
19749). | .

. . .
o N \

However, even though it is cdmmonly believed that an educa- -
tional strategy will not be effective unless it includes broad-based
participation in decision-making, there remain pragmatic prob-
lems. A recent study hy Corwin (1973) concerning the utilization of
broader participation: in’ the process of planning educatlon pro-
grams illustrates this. -

Corwin scored ten Teacher Corps programs on the basis of a
combined index consisting of the proportion of teachers and prin-

- cipals who participated in the proposal writing stage. He found
" that part1c1pat10n in writing the, proposal did not incredse the o
likelihood of change and concluded that “participation ifi the initial
decisions only illuminated the potentlal problems and provided
persons who did not support the proposal’s objectives with a better
opportumty to co-opt it.” .
~ Also, it is.one thing to walk about CUud.bOl‘atlon and involve-

. ment and"quite- another to’ assess the extent to which it actually
_takes place. :’[f any improvement-or changes are to be made in .
competency-based teacher training programs, it is important that
they are evaluated in terms of how they involve various groups of
people in the decisién-making process and what. effect if any, this.

’ mvolvement has.on the prog'rams.

. . .' ° ’./Q o | 2,26 ' ‘:2'19
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SECTION II: METHODOLOGY

: ' : ' # )

Much of the research into CBTE and other educational pro-
.grams is concerned with output—whether the program is accom-
plishing -what it was intended to accomplish. This is, however,
inadequate; it is also important to look at the input to the CBTE

_program. It is"at this point that questions and possible answers

concerning participation and involvement are encountered. It was

not possible in this study to determine all the necessary compo- N

nents for establishing multi-cultural CBTE prog'rams, but some
essential components did emerge.

- The self-evaluation. questionnaire: format was selected to .
gather data on the planning and 1m91ementatlon process. The

theoretical framework for the questionnaire was established after
a careful review of the literature on CBTE, multi-gultural partici-
patlon, and decision-making eoncépts (mcludmg parity models).

Thedevelopment of the questionnaire was 51gn1ﬁcanmy aided by e

Seniinars established to-critique it. Educators associated with the

Teacher Corps Assoc1ates Program (TCAP) were particularly help— _

ful during these seminars.* .

The. questionnaire was. further refined by field-testing w1th
educators closely associated with sample CBTE programs. They
were asked to comment on the questions because of their knowl-

_edge of CBTE and experience with multi-cultural education in a

pluralistic, society. A final check on the organization and clarity. of
the queﬁaﬁnawe was' provided by the Wisconsin Survey Rbsearch
Laborabory at the University of Wisconsin-Madison.

‘The questionnaire was sent to 132 institutions of higher edu-
cation with CBTE programs (AACTE, 1972) Each questionnaire

. was accompanied by a cover letter (see Appendlx A) providing

information on the persons sponsormg the study, the uses of the
study, and directions for answering.. Follow-up letters were sent to
those institutions that had not returned the questlonna1re w1thm
a specified period of time. ’

, Using a questionnaire as a self-analys1s tool to descrlbe the’
plannmg and implementation process of CBTE programs involves

some obvious risks. For example, do the responses represent the

~ abtual situation? Singe the respondents were administrators an-
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swering questlons about their own institutions ‘and teacher educa-
tion programs, bias is a possibility. Another problem was that the
132 institutions réceiving the questionnaire were at different

* The TCAP is designed to provide edueational leaders (primarily from minority

. groups) within universities and local education systems with competencies in -

planning, developing, and implementihg competency-based education programs
. and multi-cultural curricula. .

.
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- stages in. the development of their programs.c Finally, assessing -
articipation m decision-making and the degree of multi-cultural
applicability 1nvolves complex issues, not easily reduced to a ques-
tionnaire format. Despite these risks, a questionnaire seemed the
most feasible. tool for an initial assessment of CBTE program .
. planning and implementation. '
The questlonnalre was designed to prov1de both descrlptlve
: and analytic results. The descrlptlve s€ction lncludes data on-the
-followmg S

-

— Who gave the orlglnal stimulus to the CBTE program" How '
v - . was this done" .

—_ How were the needs of the people to be se“rved by the prog'ram
identified? Who did this?

— ‘Who was mvolved in the initial- antl ongomg plannlng" How
was this done" . :

— Who was involved in providing feedback of information from
all partic1 nts in the ‘program to the- assessmg agent or pro-
g'ram staff”How was this done?

— How was the staff selected? Who comprises the staff?

— How are students 1nvolved in. plannlng and’ mod1fy1ng the
prog'ram"

"
£

— How are 1pstruct10nal materials selected" Who selected them" '

To obtain this descriptive -data, the questionnaire was divided
into three major sections: Background Data; CBTE Planning and.
Design; and CBTE Implementation. These major sections were -
subdivided into areas such as: origination of the program; needs e
'assessment; feedback and evaluatlon staff students; and instruc-
tional materials. ‘ -

" The questlonnalre was set up to direct the respondents to -
“skip” or ignore certain questions depending upon their answer to (
the previous question. Thus, total responses to some gucstions do

" not equal total numbers of institutions returning the question-
naire. Responses can be ordered in three possible ways: (1) the .

" total N is equal to.the total prumber of respondents, (2) the total N ,
¢an be more than the nuniber of respondents since they could ' .
redord a number of appropriate responses (this will be indicated by . J

|

a single ‘asterisk); and (3) the total N 1s"less than the number of
respondents since some of them were “able to skip the questlon
’ (thls will be indicated by two asterisks), v
The principal body of flndlngs-—located in the statistical .
analys1s of the data—-are expressed in the form of a correlation .

gRIc, - e
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A

“matrix. Correlatlons were used because of the poss1ble relation-
ships between carefully planned and implemented CBTE programs
and the extent-of participation, responsiveness to community |
needs, commitment to multl-cultural educatlon, and quality of the o
school : |

SECTION II: RESULTS

, Response rate

. Ofthe 132 questlonnalres sent out, 8 66 percent) were filled out ’
and returned in time to be included here. Four other institutions
mdlcated that they did not have a CBTE program and 21, more
replied indicating that either their programs were not sufficiently
-developed to merit responding (in - ses) or that they were, for
~ other reasons, not: prepared fo fill out the questionnaire, Thus, '
replies of one.sort or another were obtained from 112 (87 percent) of
the mstxtutlons to whlch the questlonnalre was sent. .

Background data , S~

This first ajor section of the questionnaire' Tesponses provides
genieral background 1nformat10n about the CBTE programs at the
‘ surveyed mstltutlons. B

1 Sponsormg entity: -speclfy the department(s) or orgamzatlonal umt(s)
with which the CBTE program is based.
65 Education department/division
5 All departments-in school
-7 Colleges of Education and Arts and Sclences
2 Other

2, How much of the CBTE program is Teacher Corps"
5 All !
10 Most ’ ) v — o
9 Some"™ o ’
5 Very little : . . -
55 None ' ' -

3. What tradltlonal courses—if any—were effected by the change to
CBTE? © - .

25 All in Education ' o 4 R
11 Some in Education and other areas :

29 Some in Education

10 ,Only a few in Education

14 None/unknown :

-

4. To what extent does the CBTE program have the capamty to absorb
additional students? .
¢ .46 Can dé.jt without mgmﬁcant cost x
28 ‘Can do it, but only with mg'mﬁcant cost
4 Can'tdoit .

i » ™

-

.



S : - T e
3 . L “ . . . . T ¢

, Most of the CBTE programs are bemg conducted w1th1n
o departments/divisions of education. Most courses that were affected
- by the change to CBTE werecqélso in the departments/
divisions of education. Some tradltlonal ‘courses were eliminated -
whlle others. were restructured.

CBTE Planmng and des1gn

This second major section of the questlonnalre responses pro- :
-vides information about the planmng and de51g'n of the CBTE = =
programs at the surveyed institutions.. It. is divided into three o
subsectlons Subsection ‘A deals with the organization of the pro-  *
grams. Subséction B deals with the initial planning of the -
programs-—partlcularly regarding a needs assessment. Subsection C [\
deals with the continual planning of the programs-—partlcularly in 7
regard to feedba‘.k and evaluatlon - . s

A, ORGANIZATI ON

*1. Where d1d this CBTE program originate? S
. 9. Government . . - AT
26 State Department of Education ' o
66 Cﬂ.lege/umversuty . . : il' ‘
Confmunity (lay 1nd1v1duals and/or groups) : B ‘
Teacher Corps - )
State legislation - . o ' B NS
Private funding ‘ ’ ' . ! E
-Board of Education .
Individual person ) . . -
Other ’ , , '

1

Gt 00 i b = O CD

- 2. Was a program staff established to study the feamblhty of develop-
. ing the CBTE program? .
o 49 yes 35 no 3 don’t know

v %23, What perﬂons in each of these categones were on the program staff? : ,’(,; :

14
31
29
48
. - 4

. o : 5.

Community members

School district personnel

Students (college/university) ‘

Staff (college/university) - : - .
State departthent personnel_ .

Consultants :

**2b. Were mlnonty graup members on the program staff'

~ . 1 all

. 8. Was a feasibility study made?
43 yes 38 no

20 none

1 most 30 some

. 4 -QOn’t know




. """4 Who made the final determmatlon of the feasnblllty of the CBTE
program? )

. 24 Faculty -
10 Dean: .
17 Special study groups

3 Administration o

5 Not completed E [3) » . '

6 Other ’ . . .

\ []

v;

" CBTE pr):)gram‘s; eyen'though largely originating at the col-
lege/university level, show a strong influence from 'a number of

. sources. Approximately one-thlrd of the institutions have had their -

programs influenced by an individual person; unfortunat’ely, thereis
no way. to determine who these persons are or what positions the%r

_oceupy. ¢

While forty-nme 1nst1tutlons estabhshed a. program staff to

N study the feasibility of developing the CBTE program, thirty-five did
. not. The program staffs appear to include representatives from .
institutions of higher education and community members. The . .

program staffs did not, however, include many minority members.
About the same number of 1ns§1tutlons that established a pro-
gram staff also carried out a feasibility study. The final determina-

tion of the feasibility of the program was made primarily by officials.

> in the sponsoring mstltutlon There is no way to determine whether
. ‘the “special study groups” included representatives from outside the -
. 'lﬁstltutlons. ' ’ : : o

B. INITI WZLANNING - NEEDS ASSESSMENT -

1. at criteria—if gny—were employed for determining who could
" participate in the initial planning of the CBTE program"
« . 27 Interest
32" Those affected or involved
3 Competence o ‘
6 Whoever we could gét
15 - No criteria ) . B
-2 Other ' R s .

*2, Which—if any—of the followmg aspects of the CBTE program were
developed 'through commumty mvolvement"

Content
Student role

_Pre-activity plan
Evaluation
Leader role

_ Field and community experiences
Various competencies
Homan relatlons
Other

. None




o

Rara *3, ‘Which—if any-—of the foﬁowmg groups pattlclpated in the mmal
' planning of the CBTE program? -
61 Local eduication authonty
10 Lay groups
1 Labor )
. b6 - College and umvemty persons. ’
57 Governmental agencies: -
: C ) 58 State Department of Educatlon persons
- S .‘Consultants .
: o 59 in community- ’ . ' U
« ‘60 out of’ community T
12 Students : S . ¢ -
2 Business and industry o . ’
¢ 2 TeacherCorps S S T

.~

’

*4, Which groups were most helpful in providing new 1deas and/or sug-
gestions concerning pluralistic education?
41 Local-education authonty ~ ' : (
. 4 Lay groups : : . ‘
. - 2 Labor _ o SN ot !
.. . B8 College and university. persons: ‘ .
25 State Department of Education persons
Consultants - ‘ = "
. 14 in community. »
' 16 out of commumty , .
3 None . 3 g e
6 Don’t know ’
o K
**5 What contributions—if any—could representatwes from commumty Q.
g'roups have made in the initial planning?
20 Could not have made any contributions
16 Generally of little help
2 Good perspective on reality; identifying problems
14 Impact of minority groups
6 Establish competencies; goal settmg S
20 Othexj :

° - »

9 Govérnmental agencies » - T

Y

[y

6. Was an educational needs assessrﬁeht made? ) Co
564 yes .. 25 no ° 3 dbn’tknow "& - e

> -

*1. Which—if any—-of the following educational needs were consxder%d 0
in designing the program? .
- 4b-Cultural S
. 48 Social o e P
: * 36 Economic o :
19 Political
60 Curriculum
8 . Affective domain = .

2 'Career decision data R o .
16’ Individualization = - o

Aruitoxt provided by Eic:



*S. Were individuals from the following groups consulted in planning
a needs assessment for the CBTE programs"
18 Community
46 School district .
49 Students (college/university) 2
47 Staff (college/university)
4 State Department of Education

. ' : : 0 Don't know
: 7 """9 Was an assessment of minority educatlonal needs made, and if not—
“ why not? .
34 Yes SR ”
: I 6 No, because' no minority students : e :

10, No, because their needs are no different from other needs
6 . No, because only dealt with general tasks L
8 No, for other reasons : -
" *10: What statistical data—if any—did you use for 1dent1fymg mi‘nonty ‘
educationa] needs?
4 1960 Census data . '
6 1970 Census data

22
20

4
b

Own district census data. . ce . ' \
None : . .
Other .
Don’t know

"'11 Which minority members—lf any—were involved in assessmg minor-
ity educational needs?

32 Black & o2
17 Ghlcano/Spamsh-spealnng o ’
11 Indian/Native American
8 Asian
. 3 Lowjncome Whites o
*- 8 Culturally deprived , . .
4 Other | .
: 10 - None o o
, 9 Don’t kné¢w ‘ A

*13. What were the forces or condltlons that made modification advisable?
6 Reg'ulatlons
. 10 Increased understanding of needs
10 Peedback from students, parents, commumty
- : . 6 Pressure from mmonty groups
P - 8 Other

**14. To what degree were mmonty members mvolved in the modlfica- '

-tions?
12

‘18

g
ST
e 3

Great extent )
Somewhat
Very little -
None - i

Don’t know

Criteria for determining who would participate in the initial
planning for the CBTE program was largely based on those in-

a
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terested or affected: Surprisingly, only three institutions notéd that
competence was important. Fifteen institutions did not estabhsh any
criteria for initial planning.

: Twenty-nine institutions reported no commumty mvolvement in
planning the CBTE program. Twenty institutions reported that .
‘ecommunity groups could not have made any contributions in the
initial planning stage. The majority of the individuals involved in the
initial planning were closely associated with the field of education.
This also generally applied to those groups which were most helpful
in providing new ideas and/or suggestions ‘concerning aspects of
multi-cultural education.

An eéducational needs assessment was made by approximately
“two-thirds of the institutions. A fairly broad consideration was made
of needs—from basic curriculum to aspects of the affective domain
—in designing the program. Assessment of minority educational

-needs was made in only half of the iristitutions even though modifi-
cations were sometimes madé in the original CBTE plan to fulfill
minority educational needs. The forces or conditions that brought
these modifications into being came both from institution regula-
tions and from general feedback from affected md1v1duals and
groups.

C. CONTINUAL PLANNING ~-FEEDBACK AND EVALUATION

1. Were provisions made for continual planning through evaluation of
all steps in the program from conception through completton"
' 37 To a great extent
36 Somewhat
© 6 Very little
2 No :
1 Don't know

*1a. How was this ongoing procedure designed?
71 Small group conference/staff session Co 2
31 Checklist
‘38 Interview ’
20 Standardized instrument
51 Obsgervation - -
5 - Consultants . o N
8 ' Special committee :
5 State Department of Education
1
9
5

Student feedback i
Public schools " : ) & . -
Other ' . '

Q' _ . . . 234 : :
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» *1b. Which—if any—-of the followmg groups were mvolved in contmual ,
planning?.

33

15

: ) 3

! - 63
. 81

. 13
' & 42
32

14

1

Local educatxonal authority ‘
Lay groups s

‘Labor

Public school persons ,

College and university persons : Ly

Government agencies

State Department of Educatlon persons-
Consultants

Students .

Not that far in de\'élopment

*2. Was provision made for continuous feedback of information from alt
participants in the CBTE program to the ass}'ssment agent andlor
program staff? . i ‘ IR &

. . 3 Toagreatextent & S (
S« .29 Some . . ~
"4 Very lltt‘:s : .
8 No . -
. %3 Don't lmow

""'3. Were provisions made for contmuous Sfeedback from minority indi-
- viduals or groups? .
15 To a great extent
29 Some ) !
5 Very few .
22 No T

""3&. How was this done? ‘
12 Meetmg and involvement of mterested individuals
b Same as for other groups : B
10 Oral and written communication . o
6 Minorities on advisory committees
6 Minorities assist to evaluate materials and methods
15 Other. -

_ Provision was made for contlnual planning in most CBTE
programs. In almost -all cases this plannlng was done’ through
small group conferences and/or -staff sess1ons, a number of other
techniques, however, were also employed in the planning process.
‘Individuals,and groups most closely associated with the education
_enterprise were the most closely- involved.

In.most cases, provision was provided for feedback from all
participants in the CBTE program. Minority individuals and
groups were involved in.the feedback process primarily by being
included on comm1ttees and other advisory groups '

CBTE Implémentatlon : . :

This third major section of the questionnaire responses pro-_
v1des information of the CBTE programs at the surveyed institu-
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tions, It is divided into four subsections. Subsection A deals with
" the-goals and objectives of the programs. Subsection B. deals with

the program staff—faculty and administrators—and is particularly

oriented toward determining the extent of staff participation in

implementing the p grams, Subsection C deals with the extent of

student participation in the implementation and operation of the

programs. Subsection D deals with the -extent to which the in-
. structional materials used in the program were multi-cultural.

o [
. A. GOALS AND OBJECTAVES ,
1
Does the CBTE program seek to change or influence institutional
goals and/or objectives?.
To a great extent. LY
Somewhat .
Very little
No ‘
Don’t know

« “  **13 Does this include relating goals and objectives of the CB ro- .
St gram to the problems of cultuml diversity? S
13 " To a great extent , - Cooe
‘38 Somewhat ‘ )
-7 Verylittle s ) o
. 8 No : o :
3 Don't know ' ) |

f **1b. In what ways does the CBTE program relate goals and objectives » E '
to the problems of cultural diversity? ¢

.

3

[

9 Attitude toward minority groups needs - ‘
10 Recognizing individual needs ‘

ey 3 Prepare bilingual/bicultural education pmgrams '
o 9 Developing specml programs |
8 Other |

2. Are teacher zompetencles specified which relate to understnndm’g
cultural diversity?
7 Al
- 58 Some .
12 Very little . : ,
5 No . & ) ,
, . :
o 1 Don't know ., . o
3. Is the, affective domain (change and growth in attitudes, values, -
mores) prevelant throughout the CBTE program design?
- 31 To a great extent o
! 47 Somewhat. . o
2 Very little - oo . -
2%No o o
1 Don't know ) ot




LY

~

4. Are attitudinal ehanges and modxﬁeatnons of teacher behavior in-
© ¢ cluded in the CBTE program?

34 To a great extent ’ o ! v (

41 Somewhat .

4 Very httle )

1 No . : @

3 Don't know : : v

“4:1. In what ways—if any—-do they relate to the problems of plurahstne
education? |
21 Respect and understanding of all individuals *
12 Recognizing individual needs
6° Prov%dmg a wide range of expenences
8 Other

11 None I @ . "y

6 Don’t know

4b, Were minority group members involved in attempting to determme
 what attitudinal changes are needed? ) )
- ' - : 17 To.ua great éxtent ~ A '
: 32 Somewhat * : . - :
7 Very little - )
21 - No
2 Don't know

~ »

There af)pears to be general agreement within the sampled
_institutions that the CBTE program should change or influence
institutional goals and objectives. There are, however, thirteen
colleges/universities that do not agree with this contention and ten

that feel it applies very little. Some of these goals/objectives are -

. related to the problems of cultural diversity, including: relatlng

. teacher competencies to understanding cultural differences.
©7 Attitudinal changes and modifications of teacher behavmr are
apparently stressed in more than half the programs. However, in

twenty programs, mirority group members are not involved in

detgrmmmg what attltudmal changes are needed.

LS9 ,, I

. B STAFF PARTICIPATION . . e

(. . - 50
. 86

s 20
' 2

"1

2

3

Planning stage

Ezrly operational phase_
Late operational phase

At all phases

Program evaluation phase
Still being evaluated
Don’t know

2. Are there representatives for mmonty groups on the staf.t"
11 . Large number- ]
‘ ) . 23 Some . . . ) : '
R . 17" Few B (1 o,
P 30 No . o

N . R
RGP /e RBT

AR




6 '
**3. What pmwsno‘ns are there—if any—for staff development activities
’ regarding the preblems and needs of mmonty students? e e
27 Workshops, institutes, inservice training )
5. Projects outside of institution involving xmnorlty youps
. 5 Haying minority members.on staff
0 . 4 Work with minority students ) .
9 -Other- : L
25 Nope . - . Sy

“‘4. Are there provmons for staff development in relating’ CBTVE to
" the needs of a pluralistic education?
. = B Great amount _
37 Somewhat | . L
15 Verylittle ‘ I
. 18 No . .
‘5 Which of the following' components of plurallstxe educatlon are in-
cluded in the staff development program?
26 Langyage :
.34 Cultu
32 Social démands -
41 Affective curriculum
31 Cultural emphasis . =~ -
29 Societal perceptions
1
1
2
2

@ v ) ]

e

All of the above

On-slte programs
None

In most cases, program responsibiXties and staff were coordl-
nated in either the planning Stage or the early operational stage.
Thlrty institutions do not have representatives from minority
groups on their staff, Twenty-five institutions with CBTE. pro-

- grams do not have staff development provisions regardlng the\

problems and needs ‘of mlnorlty students

vm'“
" B

- Cs STUDENT INVOLVEMENF o D —

N

ﬁ w at ways—lf any—do the criteria for admnssno of students i
the CBTE program differ from criteria for admnssno of dents
the traditional ediication program?
4 Emphasize exit requirements . ‘ —

Higher entrance criteria ’ :
‘Interviews .
' Standqrds lowered
Everyone in CBTE
Other
No difference

2
4
3
8
7
2




2, In what ways—lf any—do the criteria for retentxon of students in ©

v the CBTE program® differ from the criteria for retentxon of stu- a

: ‘dents in the traditional educational program? .

ci.7 21 On-the-job performance o B
" . 8 Mastery learnitig—no fallure
» i 1 Course work (grades) '

o 3 Not developed

: v 0. - . 7’ 9 Other- vl e E . . 0. .
et * . 81 No difference St : s
. 3 Is there provxswn for recrultment of mmonty group students"
, > e ‘ .43 yes 85| no
4. Does the CBTE program pro*ade for student partlclpatlon in deci-
“stopi-making? - - iﬁ

31 To a great extent

7710 Very little
S o o 5 No .

A F wm4g List any areas of student responsibility in decmon-makmg that
x relates to the problems of pluralistic educatlon (language, culture,
- sbcial perceptions, etc.)
10" Curriculum options
-6 Opportunity for cultural expenences
11 . Voting membership on committee or team .
% 6  Evaluation of instructors and ‘programs—student feedbaqk

e 4 Select own asslgnments L

18 Other R / -

o

*4b. WhICh—lf any—of the followmg aspects of the program are planned
" by students? .
.59 Content . N ' ! N
49 Student role :
28 Leader role ,
", B8 Evaluation .
9 Other -
13 None %

. To what extent—if any—is there a difference in the afnount of stu-
dent involvement in planning the programs now than pnor to the.
establishment of the CBTE program? - . . )
31 Much.greater- _ o ' \
31 Somewhat greater Dl C
14 No difference = | : . . P
1 Somewhat less ! ’

. Should students be more involved in planning aspects of CBTE.
programs than they presently aré—and if so, how would this be..
done? .~ :
- 6 They are already mvolved/motwated 4
10 Not certain since it is a slow.and difficult process
3 Yes, through'student feedback
13 Yes, through committee representation, program plarining
9 Yes, through needs assessment and goal settmg
-7 Yes, for other reasons . S o o
20 No, they should not be_ ' '

q

C L =39

. | . 39 - Somewhat ) ' : . ’ - W ’ k




In the majority pf the institutions sampled, the criteria for ,
admission of students .in the CBTE program do not differ from
criteria for admission to traditional education programs; this also

- holds for exit requirements;-While .forty-three institutions have
provisions for the recrmtment of mlnorxty group students, thlrty-
five do not.

' The CBTE programs generally prov1de for student participa- -
tion in decision-making by a variety of nlethods. Sixty-two institu- -
tions report more student involvement in planning the program
than existed prior to the establishment of the program. Howevér, -

~ twenty institutions report their belief that students should not
become any more involved in plannlng the program than they are
at present.

D. UTILIZATION OF MULTI-CULTURAL INSTRUCTIONAL MATERIALS

*1. Who selected and/or designed the instructional materials (i.e,,’
modules, micro-teaching, texts, etc.) for use in the CBTE: programs?
* 36 Publie school persons . )
J6 - Col)ege 6t university persons T
‘26 Consultants -
.. 4 Laygroups
36 Students
5 Borrow from other institutjons
‘1 Other ™= . .
3 Don't have any. : 1N

"2. Were minority group. members involved in this process?
: 16 To a great pxtent
e 30 Somewhat
' 6 Very little A ,
26 No o ) -

**3. Were available instructional materials identified aceording to some
criteria relatlve to pluralistic educatlon"
28 yes' 47 no

J

il »

ol »xy, Accordmg to what , criteria of pluralistic educatlon? '
, _ 5 So that they will serve all students
- : ‘8o that they will meet leamers needs

Speclfically for minority group needs

To meet university and state regulatlons
CBTE requirements

Performance of mstructor or mstltutlon
Other | .

oo OO

1

College and unlverslty personnel (1ncludmg- students) “.rere

- primarily responsible for selecting and designing the instructional

materials fos the CBTE program, Only twenty-eight of' the institu-

tions reported that the instructional materials were identified ac-

: cording to some criteria relative to multi-cultural/pluralistic educa-
’ tion. v ‘
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Analysns of Selected Variables

The Scales — Indices were constructed ‘from items on the
“questionnaire to assess seven of the more important character-
istics. which determine the adequacy of CBTE programs. These

indices attempted to measure responsweness to minority needs -

(RTMN), the degree of .which provision was made for input from'

student teachers (SI), from the community at large (CD), and from
members of minority groups (MGI); the amount of attention de-
voted to planning the overall ‘CBTE program (DOP); the extent to

which the content of the curriculum is directed to multi-cultural/
- pluralistic ends (PC); and the extent to which the administrators

at each institution perceive their CBTE program as an implement
for change in education (Change)

Each of these seven scales were composed of several items
from the questionnaire (see Appendix B); in consequence, it was

‘both feasible and appropriate to assess their effectiveness as
measurement instruments by the criteria which are standard in. -

test theory. Internal’realiability is one. of these standard criteria

used to judge the quality of multiple-item ‘scales which are in-

tended to measure some unitary trait or characteristic. A test
which satisfies this criterion is one whose components consistently
predict each other, and which may therefore be assumed to be a
dependable index in which each item contribuites to the precision

. of the test result and helps to reduce-that portion of score varia-

tion which can be attributed to errors of measurement.

The technique used for estimating the internal consistency of
the scales is an extension of the logic ,of analysis of variance and is
best known in the algebraically equivalent calculating methods

"developed by Kuder and Richardson (1937) and Hoyt (1941). In the

present instance, the Hoyt computational formula was used be-
eause it is included as an integral subroutine within the Fortran
Test Analysis Package computer program developed under the

supervision of Baker (1969), portions of which prog'ram were used
_to item analyze the seven scales. - .

- The process of examining item charactenstlcs such as these is,
as one might anticipate, known as itém analysis. There are several

. computer programs available for conducting this sort of analysis.
-As mentioned above, the one used in the present study was the

Fortran Test Analysls Package. The General Item and Test
Analysis Package subroutine of this package provides, in addition
to certain other information, a count of how many respondents
chose each of the possible response alternatives for a given ques-
tion and the biserial correlation coefficient between each response_ -
choice and the overall test scores. This information enables one to

C'234 ' | o | . 'v. i -0 241 | . v, %




determine which items contribute-to and which ?mpair the internal
reliability of a scale, and is of particular utility in trouble-shooting
an instrument which shows poor reliability characteristics. | -
The Hoyt rehablhty oefficients for the scales are shown in
Table 1. With the exception of ghe Change scale (Hoyt reliability =
" .40), the téwefﬁclents range betwéen .74 and .83, thus justifying the
assumptiion that each of them does reliably tap a cohq;gent set of

program characteristics (e.g., see AnastaSSI, 1968)

‘High Hoyt reliability coefficients are associated with scales on
~ which each item taps a common single faétor — presumably the
- one which it is the purpose of the instrument to measure. In these

fortunate c1rcumstances, the weighted response for each item _

shows a positive correlation with-the -overall test result; respon;
dents who score high on the total test show a statistical tendency
to choose the welghted response for each item, and the 1nverse is
true for those"who score’ low on the test

TABLE 1 -.-RELIABILITY VALUES FOR THE SEVEN
- MULTIPLE-ITEM SCALES

SCALE HOYT RELIABILITY COBFFICIENT

Reésponsiveness to Minority Needs ’ .78
Student Input o o 4
* Degree of Planning . 79
Minority Group Input - . v .76
Pluralistic Curriculum ‘ - .83
Community Input " ’ .18
~ Change . . : © 40

[

»

As mentloned prevmusly, only the Change scale dlsplay red a
dlsappomtlngly low Hoyt realiability value. When the results of -
this analysis were examined, it was observed that all three of the
-items showed reasonably good biserial correlations—ones well

- within the conventional ranges ‘of acceptability for the test items.

« - It would be reasonable to attribute this uninspiring reliability

~ value largely to the shortness of the three item scale. If a test is

lengthened by adding “parallel” tests (ones having the same

length and test characteristics to it), the effect upon the test’s

. reliability coefficient is predictable by means of the ‘Spearman-

-Brown “Prophecy Formula.” Thus, for example, if the Change

index could be tripled in length by adding to ‘it six items which

work only as efficiently as the existing three, the resulting Hoyt
coefficient should be .64 (see Anastassi).

If as seems to be the case here, thé low rehablhty level of the

Q - . ' ' . ) . . * 985
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. Change scale is due to a condition of extreme brevity rather, than
to -any severe defect in the scale (such as a systematlcvsource of -
contaminating variance); the low reliability becomes somewhat less -
disturbing. The most likely consequence of the low reliability will

. simply be spuriously low correlations with other.variables. Conse-
quently, the decision was made to retain the scale. :

A Principal Components factor analysis was computed for the -
inter-correlations among the seven multlple-ltem ‘values. The raw,

- unrotated factor solution is shown in Table 2. All of the scale -
values load on a single factor which accogru for ﬁfty—one. percent
of the variance in the seven scale correlation matrix. Three rota-
tions employing Varimax procedures (see Kaiser, 1958) failed to
1mprove upon this situation. ‘ .

o TABLE 2 —RAW FACTOR LOADINGS FROM THE PRINCIPAL' - .

'COMPONENTS .FACTOR ANALYTIC SOLUTION
TO THE CORRELATION MATRIX FOR THE SCALES

SCALE o " . . FACTOR

2 Responsiveness to Minority Needs T 5 | *
Student Input > - - 61
Degree of Planning' : ' 14
Minority Group Input =~ ' 82
. Pluralistic Curriculum - 8T
Community Input ot - 76

Change o ‘ . .61

Other Variables — In addition to the seven scaled multiple-
item variables measuring adequacy of the CBTE program, twelve
other variables were entered into the correlational analysis. Four
of the twelve variables were taken from single-question responses.
on the questionnaire which were 1nappropr1ate for inclusion in the

_ scales. These single questions assessed the time the CBTE pro- -
gram had been in operation when this study was made (Time), the °
degree to which the CBTE program was part of a Teacher Corps
project (TC), the extent to which the program emphasized the
affective domain (Affect), and the degree to which the program is
structured with clearly defined areas of staff responsibility (SAR).

- Elght of the twelve variables were derived from published
sources independent of the questionnaire. Five of these -variables

- are: index of selectivity (SEL) was reported for seventy-two-of the
eighty-seven surveyed institutions by Astin (1971) and data con-
cerning the number of students (N Stu), size of Jibrary (LS), size of

. faculty (N Fac), and number of Ph.D.’s (N PhDj were obtglned

$ - . ' .
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- (Statistical Abstract of the United States). The Qnal vanables are -

[}

from the U S. Department of Health Education, and Welfare .-

(Educational Directory) and the U. 8. Department of Commerce

derived from the above five variables and are € pressed as ratios:
size of library to number of students (LS/STU), number of students

to size of faculty (Stu/Fac), and number of Ph.D.’s to total number

of faculty members (PhD/Fac)." These three ratio variables, plus

selectivity (SEL), constitute 1ndependent quahty-of-school meas- - )

ures after the method ‘of Nash (1969) and of Corwin (1973)

, Results — The correlation matrix for the variables " ‘examined
in the present study appear in Table 3. Many of these variables

are, either expected and trivial (e.g., the relationship between the
number of studexils and size of faculty) or are at least partly
artifactual (e.g., t

- not discussed in the present paper.

Our first concern will be to dlscuss those correlatlons which
exceed r = .29 (a value arbitrarily selected because any correlation

' value in this study which exceeds a .29 is significant at the p<.01

level).* For ease of reference, correlations at or greater than this
magnitude are 1ndlcated by two asterisks in the table, while corre-

lations whlch attain a significance level of .05 but not slgmficant

at the p<. 01 level are signified by a single asterisk.

Examination of this table.indicates that the strongest mean—
ingful interrelationships among the variables .included in this
study are those among the seven multlple-ltem scales derived from

the questionnaire responses. Even though the interrelationships
‘between the_scales and the other twelve variables are not as
“obvious’ as between the scales alone, the following observations
can be ‘made: those 'schools which specify competencies in the.

affective . domain (Affect) report minority group input (MGI) to
their program (r = .35); student input (SI) is correlated with pro-

grams emphasizing the affective domain (r = ,37); and the number

of Ph.D. degrees held by faculty predicts the degree of planning

“(r = .30) as well as the emphas1s on educational change (=33 - ,
‘Other correlations, less directly related to the questions which

' it is the purpose of the present study to inVestigate ‘show -the

* While assertions of sxgmﬁcance may thus be tested for any ngen correlatxons, k

the problem becomes more complex in the case of a correlation matrix in. whxch
each variable is paired with all the other variables. Here, a problem arises, in
- that the rcorrelation values are not mutually mdependent thus rendering pre-
cise statements about the reliability of the values in the matrix problematical.
To deal with this, the present authors have elected to treat only those correla-
tion coefficients which attained a conventionally determined (by Fisher's r to Z
transformation) significance level of p<.01. Those reldtionships which fall in the
range of .05 p<.01, when discussed at all, are treated as suggestwe ﬁndmg's

. .: | 244 : - 237
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_ e correlation between library size and the li- -
brary size/student ‘body ratio). Consequently, these coefficients are _
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' Student-faculty ratio inversely related to hbrary size (r = —:30)
and to the‘ratio of Ph.D.’s in the faculty (r' = —.49). Library size, in = .
- addition~to the relationship which has already been dlscusgciﬂlz
correlated with the selectivity of the schools (r = .35) and sele@
“ity is related to the number of Ph. D's(r= .2 ‘ ,
. In general, Teacher Corps, programs tend o be newer than the
~average CBTE program, as indicated by a SIgmflcant =
- —.24,p<. 05) negative correlation between Teacher Corps part1c1pa- .
- tion (TC) and age of program (Time). Likewise, Teacher Corps’
- programs tend to be located in the larger institutions (showmg"’ Lo
" rather strong correlations with size of student body, library size, " . -9,
“and number of Ph.D.’s). It is particularly interesting to notesthat ok
- Teacher’ Corps programs tend to display a heightened d?algree of . if
, responsiveness to minority needs (RTMN), receive more mput from- 7
- /ngmonty groups (MGI), and are more. ‘concerned with ‘a plurahstlc A
- cumculum (PG) in contrast with other CBTE programs, ' ' - / 4

| SECTIONIV DISCUSSION OF RESULTS . / 4

The correlations. among the Seven adequacy—of CB'I‘E program ,“;
scale variables derived from the questionnaire appear to support. -
the contention that mstltutgns which are high in any -one of the.:
assessed CBTE program areas will tend to be high. «4n ‘the otheg
areas as well. The pattern of correlations is especially mterestmg
among ‘those scales which were designed to assess the adequacy of
.CBTE pregrams i dealmg with: t!ia&multl-cultural education needs; |
of pluralistic eommunities. For example, there is an extremely,
strong relationship (r = .76) between responsiveness to. minority
group needs and solicitation of minority group input to the pro:.
gram. This relationship which is within the range of the mternaf
rehablhf:y coefficient of the scales in-question, suggests that these .
two variables are two 51des of the same coin, leading one to Sus-
_ pect that a CBTE program which does not provide for the mput
- from mmorlty groups cannot hope to meé&t the needs of minority
group. people Further, both of these variables are strongly (and
" not surprisingly, nearly identically) related tp the commltment to a
pluralist multi-cultural curriculum. R k)
* The correlations among the various quahty-of-school 1nd1ces
are not, however, as interrelated as in thé case with the prev1-
ously discussed adequacy-of-CBTE program correlattgns Flrst fitis -,

v

* A one way, fixed-effects analySIS of variance was also conducted in search of
differences between schools classified into the categories of public, private non-
sectarian, and church related for each of the seven scales (see Appendix C). . u
I ) ,' ’ . . " “W
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these vanables Second, if such’ a unitary trait of school quality

. exists, some-or all of the variables investigated here are unrelated
to it,

‘ There is, also, a lack of any noteworthy relatlonshlp between

‘the’ four quality-of-school measures and the seven scales which
-load on adequacy-of-CBTE program. This would seem to indicate

the adequacy-of-the-CBTE program can result in the development
. of a good program at any institution, almost regardless of the
" overall finances and’facilities of that institution.*

Finally, increased participation in the planning and implemen-

tation of CBTE programs is beneficial insofar as it helps in meet-
‘ing the néeds of students and community members—particularly
_minority students and members of minority communities—and
_strengthens the multi-cultural aspects of the curriculum.
: _The results of this study strongly imply that when the plan-

~ ning and implementing process is opened up to community -

members—particularly minority students and members of minor-
ity communities—instead of remaining the traditional exelusive
province of administrators, a multi-cultural program deve

Since onin(;f the goals of CBTE is to servé those clients who are

not now Weing served, the beneﬁts that may accrue from this
‘strategy are manifold. Therefore, it is obvious that educators must
- accept the responsibility and obhgatlon to seek out those individu-
als and groups both within and outside the educational establish-
ment whose contributions to the planning and 1mp1ement1ng pro-
cess are essentjal if the multl-cultural goals of CBTE are to be

/accomphshed

T

* It is only when we turn to an investigation of the classifications of the.

schools—whether public, private nonsectarian, or church related—that we find
- significant differences between our external measures of the character of the
. institutions and the scale values regrading the CBTE programs; and this dif-

ference only applies to the Pluralistic Curriculum scale (see Appendix C).

2

gy

possible that there is no unitary trait of school quality underlying
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APPENDIX A

UNIVERSITY: OF WISCONSIN-MADISON

’ : . Teacher Education Building
: +  SCHOOL OF EDUCATION - - 225 North Mills Strest
Depertment of Curriculum and Instruction Madison, Wisconsin 53706 .
Elementery Education . Telaphone: 608/263-4660

L4

%

N

July 23, 1973

Dear . . !

 As director of the Teacher Corps Associates--a federally
funded program designed to provide professiohal ‘growth in the
v process of competency based teacher education for faculty and
- adminfstrators in local Teacher Corps projects--I am evaluating
the conception of CBTE programs as related to the needs of a
pluratistic society. ) :
4

N ' I have developed tf’;e enclosed questionnaire in ordér to gather
the basic information essential to meeting these objectives.
Your institution is one of approximately 130 such institutions

. " with CBTE programs that are receiving this questionnaire. The
. : questionnaire is self-explanatory and should take only a few - , -
. minutes to complete. A self-addressed, stamped. returp envelope . .

has been provided for your convenience. Please call me collect
~ at (608) 263-4670 if you have: any questions.

Your assistance is sincerely appreciated.

Yours truly, . :

. Carl A. Grant . _ (
- Director, Teacher Corps Associates

2

Aruntoxt provided by Eric



" UNIVERSITY OF WISCONSIN-MABISON
[} - . -
: . . ! Teasher Edusation Building
SCHOOL OF EDUCATION 225 North Mills Street ¢
: - Department of Curriculum snd Instruction Madisen, Wisconsin 53700
) Efementary Education Telephone: €038/263-4660

J August 24, 1973

Bear-

-« Qur records indicate that we have not received the Competency-
Based Teacher Education questionnaire we sert to you on July
23, 1973. Your veply is important since it will enable the
Teacher Corps Associates to evaluate CBTE programs and provide
feedback to you, other educators, and interested ‘laymen con-
cerning how the programs were developed, how they currently
opegate, and how they relate to the needs of a pluralistic
society. <

"If, by some chance, you have rot received the questionnaire
or have encountered other problems related to it, please call
me collect at (608) 263-4670. .
Your assistance in this project is‘§?nceraly_appreciated,
Yours truly, - . .

Carl A. Grant : : .
Director, Teacher Corps Associates Program

N

B
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Aruitoxt provided by Eric:
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UNIVERSITY OF WISCONSIN-MADISON .

Teacher Education Building .
SCHOOL OF EDUCATION 225 North Mills Street - ll

Departmant of Curricukum and Instruetion ﬁaﬁism}. Wiqscnnsiin 53706 . v
N e Elementary Education’ k qlegﬁona:‘ ©08/263-4660 |

Septerber 26, 1933 S S 2

» - - . ’ [N : r"

1 recently sent you @ questionnaire on Competency Based Teacher
Education (CBTE) and have received no response as of this date.
I recognize that there are numerous reasons for not completing ) 4
the questionnaire. However, it would be very helpful to my : /
research if you would check any of the appropridte responses

~’~ and veturn in the attached envelope. o :
\ - .
: ) - 1. __ MWe do not have a CBTE program. ' '

e

N . * e
T\ analyze. )
, 3. ___ The questionnaire is inappropriate (for the following 8
. reasons). .

-

2. Our CB;I'E krbgram is not well enough established to .

-

N\ . *

k3

" -4, ___We do not agswer questionnaires. 4 -
5. _,_The questionnaire has not yet been answered because
~ of other pressing business. It will be completed -

' approximately {date) .
6. ___ 1 did not receive the questionnaire.
- Your assis'tance is greatly appreciated. o
Stncerely, -0 . . } . ‘
Gt €. Ik e |
.¢arl A. Grant ' ’ ' ' :
Director, Teacher Corps Associates Program

. University of Wisconsin
* Madison, Wisconsin _ 53706

ERIC .
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'APPENDIX B | T i
nespdxisivenesstommoﬁt'y Needs (RTMN) v

Was an assessment of minority educational needs made?

— What statistical data.--if any—-dxd you use for identifying mmonty educatlonal
needs?

— In what ways—if any—was it necessary to modify the ongmal CBTE program
propo:;al in order to fulfill minority educational needs? -

— What pmv:sl,ons are there—if any—for staff development activities re ng.
the problems and needs of minority students? -

. . s ,
. = Is there provision for recruitment of minority group students? ,

Student Input (SD
— Were students consulted in planmng 8 needs assessment for the CBTE pro-
gram? B «

~ Does the CBTE program provide for student participation in decision-making" .

.~ Which—if any—of the following aspectkof the program are planned by stu-
dents? (content, student role, leader role,'evaluation, other)

— To what extent—if any—is theré a difference in the amount of student in-
volvement in planning the program now than pnor to the estabhshment of the

CBTE program? ) s
Community Input (C) - R L] —

~— Where did this program ongmate” (ie., were lay mdmduals/groups in.the
community involved?)

.

— Which—if any—of the following aspects of the CBTE program were developed

J through community involvement? (content, student role, pre-activity plan,

E

evaluation plan, leader role, field and community experiences, competencies,
human relations) :

— Did communlty representatives partncnpate in the initial planning of the CBTE
' program?

— Did the educationsl needs assessment mvolve the people to be served by the
CBTE program?

— Were representatives from the community consulted in planning a needs as-
sessment for” the CBTE program?

-— Were representatives from the community involved in the selection and/or
< design of the instructional materials? ) a

’

Minority Gmupblnvolvement (MGDH

— How many—-qf any—of each type of minority members were involved in assess-
ing minority educational needs? :

— To what degree were minority members involved in the modifications?

Joo o e
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groups" .

— Were minority group members 1nvolved in atgemptmg to determme what at-
tntudlnal changes aréneeded?

— Are there representatives for mlnknty groups on th& Btaff"

Were minority group members involved in thig process?

A

Degreé of Planning DOP) -
- Was a program staff estabhshed to study the feasnblhty of developlng the
CBTE program? , :
. — Was a feasibility study mnde? oo ’f‘ . /
! — Was an educational ne(\e assessment mad , ° v

— Which—if any—of the following needs were eonsudered in deslgmng the pro-

" gram? (cultural, gocial, economic, political, affective curriculum, career deexsnon

data, 1ndw1dunhzatlon)

— Were provisions made for contmunl planning through evaluation of all steps in .

* the program from conception through completion?

— Was the need for multi-media (i.e., video tape, cassette recorder, ete.) considered
in planmng the CBTE program? :

Pluralistic Curriculum (PC) : / :
s - Are tencher competencies Speexﬁed which relate to understanding cultural di-
versity?

— Are there provisions for staff development in relating CBTE to the ‘needs of a
pluralxstlc educatlon" /

l’k; Which of the following components of pluralistic education are in"’luded in the
staff development program? (language, culture, social demands, affective cur-
" riculum, cyltural emphasis, societal perceptlons)

- Were available 1nstructlonal materials identlﬁed according to some cnten9. -

- relative to pluralistic educatnon"

Cha.nge

— Does the CBTE program seek to change or influence mstructlonnl goals and/or
objectives?

— Are attitudinal changes and modifications of tencher behavmr 1ncluded in the

CBTE progmm"

— Was provision made for. continuous feedback .of 1nformntlon from all partici-

" pants in the CBTE program to the  assessing agent and/or program staff’

.

Aruitoxt provided by Eic:

ERIC e

e — Were provisions made for continuous feedback from minority individuals or

v
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" For each %f the seven scales a one way, fixed-effects analysis of variance was
) conducted in search of differences between schools classified into the categories of
? publie, private nonsectarian, and church related. Because the schools in each of
the categories varied, Scheffe's approximation, for unequal cell means was em-
" . ployed 'in these analyses. Of the seven scales analyzed by this method, a signifi-
cant difference was found between schools only on the gluralistic curriculum (PC)
{ scale. This is shown in the table below, where the significant difference between
public* colleges and private, church related instructions, with the former seoring .
significantly higher than the latter (p <.05). Private nonsectarian colleges, which
ranked between these two extreme groups, were not significantly different from
P either polar group.. - : . e :
Scheffe’s Pest-Hoe Cornparisons Amdhg Cell Means For
" Pluralistiec Curriculum Scale by ‘Classification of Colleges

o ' OBTAINED  ° REQUIRED
COMPARISON - DIFFERENCES  DIFFERENCES  p

Public: - o ‘ .
Privage-Church Related a8 : 1.93 05
. Pu\blic: _ o : . oo
. Private-Nonsectarian - o218 - 2.66 NS
Private-Nonsectarian; o : '
Private—Chux_mh Related 2.00 - 276 . ‘NS
1 .
/
) z
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