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. INTRODUCTION AND PURPOSE

. Introduction

Educational organizations, including institutions . 0f higher
education, face major cﬁallenge-and change in the years ahead. Key

societal trends such as a changing demography, shifts in the national

:economy' from an industrial/manufacturing base to an information

. service base, the relationship between education and work, and shift-

ing public policy and regulations will affect the way colleges' and
universities go gbqut their work; :Thé coming decades will be a time
of great ﬁhallenge and changé for American higher education, with some
of the most powerful forces for change provided by ‘the external
environment (Baldrjdge & Deal, 1983; Cyert, 1983; Hodgkinson, 1983;
Keller, 1983).

But the prospect of change is not new for colleges and universi-
t%es. From the mid-l?SOs to thelmid-1970s, higher education experi-
enced unprecedented growth agd change. Partly in response to ‘Sputnik
and partly because 5f increésed‘national concern for equai educational
opportunities for minérity and other previously underserved students}.
billioné of federal dollars supported new programs to improve educa-
tional quity and 'access at all levels, from preschool through post-
secondary. These new emphases and increased resources led to dramatic

growth for American higher education,
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Within,fhat,twenty—year period, the number of students in higher'

education tripled, physical facilities doubled, ‘college programs at

the undergraduate and graduate’levels ex,unded, and the opportunities
and demand for college faculties grew accordingly (Keller, 1uu3). As
large nuﬁbers of new studénts, encouraged and supported by federal
policies and programs, entered the colleges anAd #niversities, post-
secondary institutions expanded not only in size, but also in scope;
In addition, an expanded basis of support from public and privatg
sourceg and greatly incfeased support ‘for 'researéh brought 1large
amounts of money onto the'campuses and aided in the general growth of
higher education.

_During this period, much of the stimulus for academic change came

from the professionals within academia who had ideas for improving

programs in order to address the societal ills of the country

"(Baldridge & Deal, 1983). New programs were designed, offering a wide
variety of options in course content as well as delivery format to

meet the needs of new student populations. It wag a time of expan-:

sion, sufficient resources were available to supporé the development
and growth of fhe new programs, and managing change ip this enQiron-
ment, while complex and challenging, was positive and éxciting.

By the mid-1970s, however, institutions of higher education began
to face a countertrend from the growth era of the previous two dec-
ades. Declining enrollments,'escalating.costs,‘aq eroding base 6f
support from private and government sources, and continuing expecta-

tions from students and society for effectiveness and eqQuitable access

f
v g

e



presented new challenges to colleges and universities,: Educational
leaders were faced with mapaging change in a time of retrenchment and
contraction, a difficglt and often painful proceés (Baldridge & Deal,
1983).

Once again, the énvironment surrounding educational institutions
has shifted substantially and higher eéucation is faciﬁg a time of
even greater challenge and change (Cyert, 1983). The pressure for
initigting change has shifted from within the academic community to

the external environment. Voluntary improvement programs are giving

'way to the mandates of public policy, implementing regulations, and

public expectations that educational institutions become more ac-

countable and efficient (Baldridge & Deal, 1983; Keller, 1983).

In educational oréanizatioﬁs; change is naturél, fundamental, and
occurs with frequency--sometimes by plan, sometimes by whim, and
sometimes inadvertently. The changes may be minute or monumental, but
organizations do change. Thus, the questions are not whether colleges

and universities do, or should, change, but rather:. How is change

managed? 1s the change planned and directed? What is the extent and

effect of the change? Will the change be enduring? How will it

affect the institution's survival and guality? In short, can colleges

~and universities manage and direct change as higher education faces‘

declining resources and shifting societal needs which will require
major reforms in programs and faculties with different or expanded

competencies (Keller, 1983)?




The Problem

Although postsecondary education has been involved in dramatic
groﬁﬁh and innovation for more than two decades,_relatively little is
known about effectively managing the complex process-of implementing
change in highef education. Few studies present a comprehensive
examination of the implementation of change, but rather have generally
focused on specific models of change or narrowly defined areas of
study. Little of tiiz research has focused on the orgahizationai
processes, institutional factors, and interaction patterns which
reflect the fealifies of their organizations and which are critical to
tﬁe functioning’of an oxganization and the improvement of practice

. (NIE, 1980b). What is needed is research that will "address issues of
generic effectiveness" (NIE, 1980b, p. 57) and help practitioners
determine appropriate nodels for planning and managing change.

.Keller (1983) ;uggésts that higher education'is entering a new

era that requires "better planning, strategic decision making, and

more directed change" (p. 27). More information is needed on the

processes by which postsecondary institutions as organizations go

about establishing goals, finding resources, and solving their prob-
‘lems, and how these processes are affected by the distinctive histori-
cal, cultural, social, political, and academic aspects of life in.
higher education, as well as by the external influence of the larger

society. Understanding the management of change will be critical as

educational leaders engage in renewal and change and attend to issues
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of quality,and.éxcullence in an environment in which su;vival issues
will be competing fof the attention of the faculty (Cyert, 1989).

The present study addressed £his probiem‘by examining the process
of implementing change in higher education. The study focused on the
complex sets of'features which characterize colleges ang universities
as organizations and those processes'which coﬁtribhte to or impede\tbe
implementation of change. The purpose was to add to the knowledge and
understanding of implementing and managing change in higher education
by providing a comprehensive, indepth?exploratipn of the implementa-

tion of a change project at multiple sites.

Focus and Purpoée of the Study

Focus
This study examined academic change in higher education, specif-
ically in schools/colleges/departments of education (SCDE). The focus

of the study was the Dean's Grant Program (DGP), a program initiated

by the U.S. Department of Education, Office of Special Education.

Programs (OSEP) to facilitate implementation of PL 94-142, The Educa-
tion of All Handicapped Children's Act. The purpose of the DGP was to
assist SCDE to reconcgptualize their teacher preparation programs to
extend the context and content of.regular education to'include educa~
tion of handicapped children. fThe aim was to-frepare all graduates
with competencies for providing effective education for all children,
including those with handicapping conditions. Implicit in the DGP was

the aim of assisting SCDE to renew and revitalize themselves and to




. strengthen teacher preparation and other programs central to their

institutions. This study focused on two brogram areas found .in most
DGPs;-faculty development and curriculum revision.

From the ihception of the DGP in 1975, more- than $40 million has
been awarded in dean's grants to aéproximateiy 275 - cclleges and

universities throughout the United States, Puerto Rico, and the Virgin |

Islands. Projects have ranged from one to nine years, usually in

three-year cycles, with an aVefage grant of $40,000 per year.

Although the specific approaches and strategies varied with

individual institutions, all projects shared a common goal--revising

regular teacher preparation programs to incorporate the learning needs
' ' ' y
of handicapped children and youth. The DGP provided a unique opportu~-
nity to study impleme.tation of a change project at multiple sites
and, through qross-site analyses, to identify those. practices and
strategies which were effective or not effective, and to examine the
effect of institutional characteristics and processes on the implehen-
tation of'academic innovation.
Gideonse (1978),. in referring to the Dean's Grant Program, has

said.

The foresight of BEH in anticipating the extent and depth

of th® changes that would be required in teacher education

by passage of Public Law 94-142 is so remarkable in the

annals of federal policy development and application

that it is appropriate to call it both unique and unprec-

edented. (p. 139)

This unique effort by the federal government to support educational -

innovation in higher education in order to facilitate implementation



of a federal policy provided -the focus for examining the process of

%

academic innovation in hibher education,
Purpose , : | "

One purpose of this study was to add to the knowledve of tﬁe
process éf managing changedin'higher education by providing a}éompre-
hensive study and holistic analysis of the implemeﬁtation of change,
The aim was io contribute to a better ﬁnderstanding of the processes
and procedures which suppért change, those which impede the process,
and the effect of the institution's cha:acteristics and processes oﬁ
.the management of'change.

Another purpose of the study was to yield information on the
efficacy of the DGP as an approach to change, and to_identif9 distinc-
tive,features-of the program which were or were not éupportive of
change at the local level. The proé;am staff atlosﬁf_who ipitiated
the DGP ;ecognized that enddting change gannot be %ﬁposed by external
sources, but must come from within (Behrens, 1979). The objectives,
activities, and impact of local projects were defined by those at the
participating instituﬁions, based on their perceptions of innoyations
that would effect changes in their curricula."

The"Natiohal'Support Systems Project (NSSP, 1980)3+ the naﬁional
technical assistance broject'of the DGP, reported that two outcomes
almost always occurred in dean's'grant projects:

1, 'Facﬁlty development, with an emphasis in early jears of the
project on faculty awareness and attitudes, advancing to changes in

performance and needed collaboration;




2. Curriculum development, whiqh included the development of.neQ
courses, the addition of modules to existing courses, or even %’1:
revisionbsf‘thé entire_prééram of courses and’ﬁractica.

.Another.aim of this study ‘was to assess thg extent of.change and

the impact of the DGP in the two central program areas: '(1).curricu-

lum revision designed to include content on education of the handicap-

ped; and {2) facultyfwdevelopment aimed at achieQing the desired.

curriculum revisions. In examining the extent of change, attention
was also given to identifying those strategies and practices which

wexe effective or ineffective in achieving the desired changes.

Organization of the Study

Chapter I presents further discuésion of the problem of change in
higher education. 1Included are diséﬁssions on the need fpr'institﬁ-
tions.sf highér education and téache;.education té_change and adapt,
the problems of change in higher education, And some approaches to
chahge, Since faculty deyelopment is seen as a significant factor in
implementing academic chanqe, Chapter I also’inqludes further discus-
sion of faculty develoémen; programs,; .

Chaptef II presents fur£her discussion of the DGP, the acadgmic
change é?ogram ;sed aé.ﬁhe fécus of théAsthdy;. Baékground material
and policy context of the .DGP, as weil as a discussion of the charac-

teristics of the program are presented. The research methodology and

design used in the study are presented in Chapter III. fThe rationale
. . \ . - -
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for using Ease-study research, selection of the institutions included

+ in the sample, and data collection and analysis methods are discussed.

Subsequent chapters present findings and cross-site analyses of

the.study along four major thematic areas: leadership and mar agement; - '
faculty devéiopment; curriculum revisions; and organizational culture
and cnntext. , The final chapter presents summary,hconclugggns, and

implications. -

A Note on Terminology

-

" A number of key terms are used frequently throughnut the study

and are defined here for the reader's clarification.

j - Dean's Grant Program (DGP). This refers to the national program

~as initiated at the federal level.

. , 'Project or site. These terms are used interchangeably and fefer
to the individual 1local projects and .;nstitutions included in the
. studf. Often, project or site is followed by a number (e.gf, #1) and
. . :
refers to a specific project, as defined in Chapter 1V,

EEESI' This is used to indicate a program of activities as one
illustration 6r éppfoach;;in this study it is not intended to convey
exemplar §r standard.

Case_ study. In this study, the cése is defined as the national

Dean's Grant Program.

. Mini-case study. This refers to the thick descriptions of the

eleven\\indfviduaI. projects - included in the study, which together

contribute‘fo\the composite case study of the DGP.

. . -
.\ 4




. Schools/colleges/departments of education (SCDE). This referslta
the schools of education, colleges of education, or departments of

education which comprise the focus of the study.

n

Office of Special Education Prégrams (OSEP) . This refers to the

u.S. quartment'of Education agency which sponsors .the DGP. Although

.

this agency was known as the Bureau for Education of the Handicapped

(BEH) at the time the DGP was initiated, for purposes of clarity it is’

referred to as OSEP throughdut'the study.

3
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‘ | - CHAPTER 1

o THE PROBLEM: CHANGE IN HIGHER EDUCATION

o The Need to Change/Adapt -

2

~-That educational institutionsvat all levels, incluqing colleges

and* universities, must change  and adapt to new challenges in the
P .

coming decades has become a strong, recurring theme in the public -

media and the political arena, as well as in edpcational and profeq;
sional circleg. Presidential'qohmissions} public task forces, private
reseafcb gfoﬁps, educational leaders, and\politiéal hopefuls all point
to the critical need for educational institutions to imprpve teaching

and learning in elementary through postsecondary educatién to* respond

to changing societal needs (Baldridge & Deal, 1983; Cyert, 1983;

Hodgkinson, 1983; Kelleér, 1983; Commission on Excellence in Education{-

1983; Education Commission of the States, 1983; The Twentieth Century
Fund, 1983). Education has become a more visible national issue and
educational institutions are being a8ked to meet new challenges.

Other challenges presented by major societal trends ard shifts

will have a profound effect on colleges and universities. The rapid

-

shift in the United States economy from an industrial/manufacturing'

base to an information/service society base will significantly affect
the nature of the work force and the skills needed to gompete in a

#orld marketplace. An increasing proportion of the work force will

‘ 11

: 6*3\
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provide information or services (currently 65% as'compared_with 20%
engaged in the manufacturing of_ products) and will require higher
levels of intellectuai skills, including the abilities for criticaf
thinking, problem solving,. evaluation, analysis, creativity, and
communication skills in many modes (Hodgkinson, 1983). -ihe explosion
in the use of technology and computers uill provide.new challenges and
opportunities in the educational process as well.as in the world of
work.

Demographic shifts will also present new challenges to colleges

.~ and universities. By the 1990s, the pool of high: school graduates

.
will decrease by about 20% (Cyert 1983) , causing greater competition

for decreasing numbers of traditional students. Changes in programs
will be required to meet the interests and needs of a different
student clientele as the population shifts from the North and East to.
the South and West, the nuﬂber of ninority group members in the
student clientele increases, and increasing numbers of adults enter or
‘reenter higher education.i The continued escalation of educational
costs will resulki in larger numbers of students attending college on a
Vpart time basis, taking Ionger' periods to complete their work and
requiring more fleXible scheduling.

Another key trend of note is the growth .0of a whole new arra; of
prOViders of education and training for adults. Colleges and univer-

sities will no longer have the exclusive option of providing postsec-

ondary education. Business and’ industry annually spend billions of

dollars in training and education for their employees at all levels,

I
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-

from the beginning clerk to senior managers. For example, in 1981,

AT&T spent $1.7 billion on educationiand'xraining (Ho?gkinson,:1982).
In addi.lon, the military servides, govefnment égencies,' unions,
professional associations, and priQate training centergv are increas-
ingly providing training and edycational programs for their constitu-
encies. .Thus,‘colieges and uinersities find themselvgé in competi~-

tion with each other for a declining population of traditional-aged

students, and with a whole range of other agencies not previously

considered part of the educational enterprise for the nontraditional

student.
'

Another problem facing coileges and.unive;sitigs is attracting
the best and the most brilliank-young scﬁolars toltheir faculf&es, not
only because of few openings and limited growth potential, but also
because of the increased demand by Business and industry for these
bright young peoplé. The career -potential, higher saI@fies,' and
prestige of working inlthe‘busiqess world are becoming increasingly.
attféééi?e to young-schqlars who migﬁt_in eariier years have sonéhtka
career on university faculties. - ’

SCDEs, the focus of this sfudy, as one part of 'a larger ¢optext
of higher edQCation, are vulnerable to the same internal problems and
even more vulnerable tovthe'eﬁternal forces. Each new wave of“2¥§$i;
cism of the American schools is accomyaniéd b; Aemands for reform . in
the way educational peréonnel are prepared. Implementation of public
policies and programs generatéd at the federal level, which then

interact with state and local policies, practices, and procedures,




+ ~  often places new demands on educational personnel, requiring new .

competenkies .for meeting the mandates of the new program. In turn,
the institutions preparing those educators are faced with the need.to '

. o o .
reform and revitalize their programs.

&

‘In the most recent _feports on the status of American public o

_education (Commission on Excellence in Education, 1983; Education .

Commission_of the States, -1983; The Twentieth Century Fund, 1983),

reform and improvement -in teacher education is again‘ c'alled_ for.
Althoﬁgh the prima;ry focus 6£_ these repofts is elementary aqd 'second-
ary education, each points to thé problems relating td teacher quality
. and the "neec} for substantial improvement inﬂteabher prepérai?bn

| programs. While teach.er' 'edulcation programs alone 'canni‘at be“neld

" ) responsible for the state of education 'in the public schools, the

challenges to them become clear: the need to reform and restructure.

@

A their 'education pgrsonnel preparation programs, and to upgrade their . , ~
curricula so that their graduates will be prepared to maintain higher C ‘_ A
standards in the schools. ' | ' N ' |

In -an era of shifting pﬁblic policie‘s and ekpect‘ations, limited . S

resources, and continuing demand from students and the public for

equity and excellence in education, teacher preparation programs ‘are

, : *
. faced with a continuing challenge for change and renewal in preparing
their students. ’ D
Society demands a new breed of teacheg::--a well prepared,
highly motivated professional capable of understanding a Lt
broad range of learning problems and of designing and "
implementing curricular and institutional strateg;es o ¢
: . solve .them, (Howsam et al., 1976, p. 80) :
t‘\. L ]
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The .SCDE are faced with the challenge of renewal to prepare such

teachers. o
\

5pproa¢hes to~Lhange ‘

The literature on change in educational organiZatidns off-zrs many

differing approaches to the change process. Some est that change

change efforts should €focus on organizétional factors (paldridge,

1978; Baldridge & Burnham, 1975). Others see change as a highly

o

personal process _agg\.suggest ‘that change efforts should focus on

) .indjviduals (Hall, 1978;7\\St{}1 gkher% seé.chanqe as:involving both
) - the individual .and the setting in thghfthe'change effort is carried
. . out (Arends & hren;ls, 1978_; Berman & McLaughiih, 1975; Lindquist,
. _ Ce ,

1978; Schein, 1972). ¥
N - Baidridge 'Z1%75; 19802 tends to view ;olleges as political

institutions, and-sees the implementation of changg'or innovation as a
political act. ‘He suggests that, while politics may not seem.a normal
part of the educational scene, successful innovation requires politi-
cal skills, strategies, and marshalling of 'resources. 7Hé points out

that new programs are not born into a vacuum but must compete with old

G?}l : programs ﬁdr ‘support, resources, and administrative attention. New
. , .

programs also often "step on toes," invade or threaten traditional
domains, and threaten or upset powerful people with vested interests.
Educators need to understand the political process, the different

interest groups and the impaét of external interest groups, and the

is adopted by the organizations rather than' by individuals, and thus

A\

QN
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wise utilization of -extra resources, including money, to implement

change successfully.

!
Recently, Baldridge and Deal (1983) suggested that -educational

organizations are composed'bf loosely coupled systems or subunits,
The parts, loosely connected and responsive to each other, also

maintain their own identity and some .separateness. Ggals and roles,
\ ——

e

intentions .and outcomes, structure and activity, while somewhat con-
nected, tend to operate quasi-independently,

Each serves a purpose; but often the purposes are politi-
cal or symbolic rather than instrumental. [For example]
reorganizing signals new ideas and values even when it
akes very 1little difference in day-to-day efficiency.
. (p. 8) N '
« In another. approach to change, the individual users and nonusers
are viewed as key to the success or .failure of an innovation. Hall
(1978) points out that change is a process, not an event subject to

rational decision making, anticipation, and pler: -~ . Hall's model,

The Concerns-Based Adoption Model (CBAM), views the change process

within formal organizations as involving individuals in two key

dimensions of the change process,' moving through seven stages of
"concgrn about the ihnovation" and eight "levels of use of the innova-
tion." He hypothesizes that theré is a corresponding relat;onship
between the individual's.concern about an innovafion and its'adoption
and use. Hall says that change is made by individuals first, then by
institﬁtions, and that change is a highly personal experience entail-
ing developmental growth in feelings and skills. He further suggests |

that change can be carefully planned and facilitated in personalized
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ways that will increase effectiveness and reduce the trauma usually
associated with educational change.

. Hall sees an important role for the change facilitator, who must

.be a skillful, sensitive, and thinking person and who must function in

.a highly “\hdqptive, systematic, and personalized way if change ‘is to

occur effié{ienfly and effectively.. The facilitators who view change
as a process Eand focus their efforts on the individuals making the
change--their chang_ing concerns, needs, satisfactioné, and behaviors==-
have én increased chance to make change effective énd ]:asti.ng.
Lasting,” meaningful change is a difficult process réquiring a heavy

investment of time, effort, and energy. Hall says change in higher

education is neither simple nor easy, but he further suggests that

planned change can become the norm for colleges and universities..

Other writers view'the success or failure of change not to be
totally dependent on the skills of thé individuals who do the work
but, . instead, associated with the charlacteristics of the organiza-.
tions, environments, and contexts in which the innovation is carried
out (Arends & Arends, 1978; Berman & Mcl;.aughlin, i975; Lilndqixist,.
1978; S'c_hein,_‘ 1”972). In a direct reference to .Dean's Grant projects,”
Arends and Arends (1978) point out that the arrangements and environ-
ments used to implement teacher education need to merge the goals of
regular and special education. They suggest that a "conceptual map"

for understanding the change process would include a focus on the

_human systems --the way people behave both individually and in groups,

and the ways in which groups function and interact. The map also
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includes recognition that change occurs simultaneously at many levels
and that change at one level often requires change at another level.

burable change requires a long-term design for strengthening processes

for communication, increasing capabilities for decision making,

creating a feeling of "ownership" among participants, and strengthen-

‘

ing or creating new reward sySstemq. (;

Schein (1972) sees the planned\chénge process.focused on the

. individual's learning new concepts, ideas, attitudes, values, and

Il

patterns of behaviors and skills and, thercby, tfansforming the social

system. The essence of theAchange process involves a balance between"

disconfirmation of the old beliefs (creating the need or motivation

for change) and the psychological safety to adopt and Lry new beliefs.

For change to be successful, it must be congruent with the culture of

the system it is trying to change. Schein suggests that inventingy

oﬁe's own solution to a problem may be slower than adopting someone
else's; but i; Qill bé more likely to fit'the culture and hence ﬁore
likely to survive, |

In one cf the few studies' of change in higher education, Lind~-

quist (1978) sees change as a local development that is stimulated by

the adaptation of external innovations rather. than the invention of

new ones. Factors of his approach, which he describes 'as "Adaptive

Developaent," inqlude interpersonal and information.linkages, active.

and effective leadership, "ownership" on the part of participants, and
a system of psychic and material rewards for participants. He sug-

gests that perhaps the key to successful innovation in highér educa~
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tion is the dgvelopment of "new criteria, standards:and indicators of
professional performance" (p. 2585.

'Lindquist sugges;s that the disseéination of an innovative model
for adaptation elsewhere, particularly models for change concerning
_human intergction innovations such as curriculum revision; should be
descriﬁed in ‘basic concepts designedwfo assist local development of a
model to fit the existing values, interests, structures, and behaviors
~as much as possible. | |

In summary, different writers view the change process in différ-

) . \ -

ent ways. But what is clear is that chgnée is a long and slow_procesé
involving a heav& investment of time, energ&, and commitment, and the

careful, skillful, sensitive leadership of a change manéger.

Conceptual Framework for this Study

ihe basic.premISe of this study is that change i3 a comprehen-
sive, interactive process involving individuals as well as oréan;zp—
tional and environmental factors. The essence of this approach views

. : o |

the individual as being in constant interaction with his/her human and
organizational environment, learning new concepté, ideas, attitudes,
values, skillé, and patterns of behavior. Effective implementation of
academic innovation also depends on the characteristics of the organi=-
zation, the environment, the contexts or cultures in which the innova-
tion is carried out, and the motivational factors in initiating the

change process. In this study, several factors are considered criti-

cal to the implementation of a change project and comprise the major
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foci of the study: congruence with the culture of .the system it i

trying to changé; active‘and effecb%ve“ﬁghagement and leadership of

’ _ e
the change effort; effective faculty development programs; and ‘the

incentive and reward system, including both intrinsic and material

rewards for participants. Each of these factors is discussed briefly.

Organizational Culture and Context
The importance of culture for organizational change is under%

scored in current writings on organizations (Baldridge & Deal, 1983;

' Deal & Kennedy, 1982; Aiters'& Waﬁgrman:NEOGS).‘ Baldridge and Deal

(1983) Sax that "if anything in an organization is stabiZ;J}t is the )

culture--the values, symbols, and rituals of the workplace” (p. 2). A

culture evolves slowly over time, and can.act as a counterbalance to

A keep an organization from changing too“répidly; that is, unless the

‘culture places premium value on innovation, and the emphasis is'on

changing rather than on the change. Change efforts will interact with
the setting-~the goals, history, customs, values, roles, and tradi-
tions. If change is to occur and to be more.phan cqsmefic, knowledge
of and fit with culture becomes véritical. Tﬁﬁs, in implementing
change it becomes very important to understand the culture and context
of institutions of higher education-~their history, tradations,
values, characteristics, and organizational strﬁctu:es and processes.
Inmplementing change in cgllegesrand universities as places where

learning and research take pl@ce and as organizations in which people

live and work is, at best, a complex process. Because of their

-historical function to advance learning and knowledge, their tradi-

$
by
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tional organizationél structures and processes, and their unique and
complex characteristics, colleges and universities as orgahizationé
are resistant t§ planned changes.(Baldridge, 1975{ 1978; Lindquist,
1974, 1978;.NIE, 1980a,b; Schein, 1972; Ylvisaker; 1980). VYlvisaker
(1980) says that the "unlver51ty is one of the most resistant organl-
zations to change" (p. 72) -

Lindquist (1974) recognizes.the complexity of higher education

organizations and 1dent1f1es seven p0551b1e barriers to academic _

inndvation: (1) major academic changes threaten secure p051t10ns and

may clash with established behaV1ors, norms, and values; (2) each

subgroup of higher education—-administfation, faculty, and students
--has its own“vetted interests, often in conflict with the others;
(3) academic powef to éffect change is dispersed among the subgroups
as well‘és external groups; (4) academic t}aditions and'va;ﬁes are
resistant to change; (5) measuring long-range importance of an inﬁova—

tion over current practice is difficult; (6) faculty are usually'tiea

to their substantive disciplines and removed from new knowledge about

the teaching/learning processes; and (7) internal organizational '

inertia (p. 327). :LindquiSt“’says that, undér  the circumstances,
academic innovation is diffiguit if not unlikely.

As organizations, colleges and universities are distinguished
from most other kinds. of organizations by: (1) goals which are often
unclear and contested--almost anything can be challenged and/or justi-
fied; (2) serving clients who demand input in the decision-making

processes, rather than producing a product and working for profits;
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(3) problematic technology;-serving their clienfs reqﬁires'a fonrou-
tine technology; (4)”'5 work force dominated by professionais who
demand a 1arge amount of control over the.institutibnal decision-mak-
ing processes; and (5) increasing vulnerability to'e¥£erna1 pressures
(Bgidridge, 1978) . | |

One of the organiéational procesées in»coliegés and universities
which affects the change process is their gévernange} Baldridge
(1978) describes unjiversity governénce as a political model charac-
terized by: limited~numbers_of key individuals involved in policy
making; fluid pafticipation in decision-making processes with indi-
viduals moving in and out of thoéé roles; numbers of,sméll iﬁterést
groups with different and‘ often competing goals and priorities;
conflict as a‘norma1‘p§Ft of university life; limited authority so

that decisions must often be negotiated or compromised; and vulnera~-

- bility to external or environmental pressures.

Cohen and March (1974) offer similar per ns of the features

 of universities which they'term "organized ana: " In their view,

"organized anarchies" are characterized by: (1) ﬂblematic prefer-
énces--inconsistepf énd ill-defined preferences which might better-be
described as a loose collectioﬁ\of ideas rather than as a.cohérent
mission;.(Z) uncléar technology which is often not understood by its

members and operates on a trial-and-error basis; and (3) fluid partic-

ipation in which participants vary in the amount of time and effort

devoted to institutional processes,
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They suggest that such organizations can be viewed for some

purposes as

collections of choices ivoking for problems, issues -and

feelings looking for ¢ cision situations in which they

might be aired, solutions looking for issues to which they

may be an answer, and decision makers looking for work.

(Cohen & March, 1974, p. 81). :
In. this model, individual participants’ (e.é., faculty) make
individual decisions  (e.g., what to teach) with minimal }egard to a
clearly stated overall goal. Institutional decisions are not so much
made as happen. Leaders (presidehts and deans) do not so much lead as
serve as catalysts, channeling activities in subtle ways, negotiate
rather than command, and facilitate the ongoing rather than introduce
bold new programs or directions.

A less cynical'view of the uniqueness of colleges .and universi—

ties is offered by Mlllett (1978) in a dlscu351on three characterls—

‘tics pecullar to the academic enterprise which dlStlngUlSh it from

other organizations:
: : N
1. The learning process, a highly complex and individualized
process concerned with'oonserving and  advancing learning, which in-
volQ;s relationships and interactions between students and faculty.
Thé learning process is not a technology thatlcan be mandated by "top
managément,"uand'tbus the individual faculty members e#ercise substan-
tial authority in planning and managing this process., :
2. The economics of a productive enterprise that does not charée

the full costs of its services to its clients (students). . Rather, it

obtains a substantial part of its resources from society--either in

~

o ‘ |

35
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private contributions,lg?yernment-sponsored work, or tax;Levied_sup-
port. | Ll |
3. The role of the faculty who, because of their professional
expertise and>competence,‘demand'and eXercise a -major role in the
management of the institution's policy~ and- decision-making processes.,

As a result, colleges and universities have a high qegree of
autonomy or decentralization of the production ﬁnits (academic depart-
ments);.g hi@h degtee of_cenfralization in the pe;fofmance of support

sérvices, and the need for strong linkages with society.

This model can be described as the university collegium, or

community of scholars, in which all members of the academic community,

especially the faculty, share fully in all decisions and institutionall

14

management. This model presupposés a communitf of equals, of profes-

sionals with authority toimake individual -decisions free from organi-

zational constraints, and institutional decisions arrived at by
S

consensus.

Keller (1983) suggests that, in the current environment, a new

form of campus governance 'is émerging. As educational leaders becomé.

more  active as managers, aﬁQ as decisions need to be made swiftly,
N

AN

.some of the distinctions betweeE\faculty (academic) and administrative

(financial) decision domains are béing erased and a new kind of "cabi-

- . . AN
net government" is taking shape. While presidents need, and want, to

be able to move quickly, trey still want faculty advice, and want to

, S oy
have someone with whom to share responsibility or blame. Faculty,

_especially senior ones, still want to have axrqle'in deciding the

’
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institutiog's-—and their own--future, but not with full responsibil-
| | -

ity.

The typical faculty or academic senateé, too cumbersome and

slowf-nioviné to be -+éffective in this ‘environment, are rapidly loéing

>

whatever power they had. Thus, a new form of. governance is usually

composed of selecﬁedLEenior faculty and key administratoré, with some
jﬁnior faculty, students, and, in some instances, trustees. This
body; wh;ch is generally éhaired by the chief academic officer and
adv#Ses the president on key issues, is becoming the‘ﬁower centér on
many .campuses. To some extent, it blends the collegi;l and'poiitical

views of campus governance.

Leadership and Management

We cannot afford to be dilettantish or partial about
planned change in organizational behavior. If we do not
take. charge of the development and implementation of our
futures, either inertia of the past or the vagaries of the
forces around us will dictate our actions. (Lindquist,:
1978b, p. 223)

Berman and McLégghlin (1975), reporting on the massive Rand

-studies of federal prqgfams supporting educational change indicated

that, while a receptive institutional setting was essential for effec-

- tive implementation of an innovation, it alone was not sufficient.

They saw implementation of an innovation as an "organizational process

that [implies]) interactions between the project and its setting; thus

it is neither automafié‘nor certain" (p. 10), but requires an imple-

mentafion strategy.
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The need for more directed planning and management of change'in
. colleges and universities is underscored by Keller (1983) who- suggests
.that these institutions need to plan for the forces of change affect-
ing them, and to construct an active, change-oriented management'
' style. ’

One requirement set by OSEP in awarding a DGP;-the focus of this
study, was that the dean or head of teacher education serve as the
project director. This requirement was based on the premise that the
power to promote change is invested in the role of the dean, and that
in order to bring about change it was necessary to have the overt
_support of someone with status, authority, and decision-making capa~-
bility. The importance of key ieaders in effecting change is stronély
supported in the literature on change. Baldridge (1975) found that
“organizational. position and role--those wno had power, sanctions,A
communication 1inkages, ‘and boundary roles were highly influential in
the adoption of innovation" (p. 159). Lindquist (1974) also points
out the need fcr an innovation to be 1inked to "campus authorities"
(p. 328) in order to-attain organizational adoption. »

The~comp1exity.of adoption or diffusion of innovation throughout
an organization is noted by both Baldridge '(1975). and Lindquist
(1974). 1In hiéher education, the complexity of thesdecision-makingv
process and the multiple chains of command necessary to adopt an
innovation make it a complex.process. Lindquist suggests that campus
leaders interested in innuvation must find ways to strengthen linkages

between diverse campus individuals, power centers, and "innovative




aiffusion channels," the opinion_ieaders. Unless therehareclinkages
between the informal opinion leaders--those initiating or supporfing
an innovation--and the formal, leaders in the.acaaemic governance power
centers, innovation.may exist only in the minds of the_innovators.

The importance of administrative experience (leadership) on

change efforts is reaffirmed by Beldridge and Deal (1983) in recent

¢

writings. They say that, while it may be described as "flying by the .

seat of one's pants," administrative intuition, the subtle voice from
the soul, needs to be heeded. "Research is helpful to challenge,
reinforce, or supplement intuition, but theory and research can never

replace the wisdom of a seasoned administrator" (p. B).

Faculty Development in the Change Process

Since higher education is what is often referred to as a

- "labor-intensive industry," it stands to reason that
developing the workers in the industry ought to be one of
the major goals in any program designed to brlng about
change. (Hipps, 1982, p. 49)

Much has been written about faculty development as an importént
approach or- strategy for instructional improvement (Bergquist &

Phillips, 1975; Ducharme, 1981; J. Gaff, 1975; Gaff, Festa & Gaff,

1978; Lindquist, 1978; Schein, 7T972). Traditionally, faculty: have

been hired on the basis of their individual competence, their ‘own

particular areas of expertise. Their identities and loyaltles are -

’

often . as strong with their academlc disciplines and. colleagues in
their fields as with their places of employment., 1In organizations
where the work force is dominated by‘professionals,_as in' academi.c

institutions, there is a strong commitment to the norm of work auton-

o




in theaéame.instltutions for much longer periodss of time (Christenson,

! . 28 e

omy. In higher education, this norm is:suppo¥ted and reinforced by

the tradition of pfotection.of academic freedom. Yet, the faculty

WA ~ :
must be key actors in any organizational change or innovation.

In a time of expansion, institutions concerned about rétaining

vitality in the faéul;y and responding~to'emergihg fields of study
« .

wou1§ hire bright, young, energetic faculty who brqught with them
fresh new ideas and perspectives.(ChristenSon, 1982; - Ducharme, 1981;
J. Gaff, 1975). However, thisﬁoption is no.long;r available as the
growth périod_has endéd and institutions are faced with increasingly
heavily tenured, aging faculﬁies. | |

Faculty find themselves ;n a tight job market with limited career

opportunities for career advancement either through moving to another

" institution or through tenure and promotion in their own institutions

0

(Ducharme; 1981; J. Gaff, 1975). Thus, tenured faculty, frustfated by

severely restficted career mobility, are staying in the, same positions

N

1982; Ducharme, 1981; J. Gaff, 1975; Hipps, 1982).

Faculty are being ask®d not only to keep current with their’

disciplines, but- also to develop new skills, such as using educational

technology and; in some instances, to éevelop second careers in allied

fielgs (Christenson, 1982). In some insfances, faculty find them-
selves in programs or departments faced with survival issu;s and with .
opportunities to move e..ov:ere vi?tually‘ noﬁexistent. " In other .
instances, faculty are facing cha;ging' and sometimes conflicting ‘

demands. They are expected to continue the scholarly activities of o
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“research and publication, maintain enrollment in their courses,
develop new programs for nontraditional students, and provide service
to the university and as well as the community. o

" Faculty in teacher education programs are particularly vulnerable

‘to the forces of change. As the need for educatiohal personnel de~
" creases, accompanied by lowered esteem for the profession, and ‘as

enrollments decline, SCDE become easy targets for the budget cutters.

Thus, with limited opportunity for hiring new facul‘y and the,

limited mobility for existing faculty, the pressures for change place
a yreater emphasis on professional development of the faculties who

are in place. Institutions are faced with the challenge of engaging

their faculties in a process of instructional change and revision that

willﬁenhance'institutional survival and quality, as weil as advange
their own professional reputations (Keller, 1983).

It would gépear, then; from both institutional and faculty per-
spectiQes,'that faculty development would be a potent force in the
change proceég‘leading to faculty and institutional revitalization.

The faculty_develépment movenent, thch gained prominence in the
1970s, was influenceq.bQ.a’parallel developmeﬁt in the social éci-

Jences. | Psychologists began to look at the adult years as another
stage in the human developmént life span process (Gaff, Festa & Gaff,
15987, Adultsi were' seen, not as finished products, but as human
beings capable of personal growth and development, of learning new
skills, growing, apd changing while passing through some predictable

»

stages. The concept that adults can grow and learn, and can learn new

[}
[
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»
ways of relating to their work aﬁd environment, provides a bésis for
effééEIVé faculty development (Gaff, Festa & Gaff, 1978; Woods, 1982).

" In the past decade, a number of " faculty development prac ices

have been used--~seminars, sabbaticals, research grants, wvisiting -

scholars, travel grants, annuai'teaching awards, media and technol-
ogy--to assist faculty in improving thgir teaching and research skills
(Bergquist & Phillips, 1975; Centra, 1978; bucharme, 1981; J. Gaff,
1975). In a study of  faculty development practices used by 756
colleges and universities, Ceht;a-(1978) identified four groups of
practices. The first, high faculty involvement, tended to involve a 
high proportion 4of faculty. Some of the practices in this group
ihcluded workshops, seminars, programs focused on institutional topics
or educational trénds; consultation or "mentoring" by éenior faculty;
or workshops ﬁo assist faculty in fmproving their;teaching competency.
The second group was inétructional assistance practices, which includ-
edgspeciplist assistance and other éctivitie; to assist faculty in
instructional andvcourse deveiopment{ in using instructional media and
technology, and in evaluating students, The third group, traditional
practices, included sabbaticals{ visiting scholars, annual éwards for
teaching, grants fpr research, instructiéﬁal improvement, and  travel.

"" N L
In the fourth group, the emphases are on assessment of instructional

programs and of faculty by colleagues and students. .Although the °

third group, traditional practices, seems to have been most widely

used, some practices have been effective with some faculty; other

i

practices have been effective in other situations.
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While the Centra study (1978) identifies the widespread use of

' faculty development activities, individual activities do not consti-

/

tute a fecdlty development program. As an effective change strétegy,_
4 i :

J. Gaff (1975), ﬁ%rgquist and Phillips (1975), and Ducharme 71981)
advocate a comprehensive rapproach Vto faculty development that ad~-
dresses the personal and pfofessional aspects of a faculty member's
growth,‘and also includes a focus on organizational development.

Comprehensive models of faculty renewal inelude three major foci:
(1) faculfy development that focuses on the faculty members and seeks
to promote individual growtﬁ 'in attitudes, knowledge, skills, and
seﬁsitivity; (2) instructioﬁal de;elopment that focuses on courses or
curriculum designed to imprer'the conditions of student'learning; and
(3) organizational development that focuses on the organization or
subunit aﬁd seeks to create a more effective environmént for teaching
and learhing, pxofeésional relatd#onships, and management of the change
process‘(J..Gaff, 1975; Bergquist & Phillips,'1975).

" Ducharme k1981) also s;ggests a comprehénsive model that includes
a focus onléhe personal as well as professional growth of the faculty.
He defines professional growth as focused on scholarship and instruc-
tional needs, with the goal being the improvement of teaching, advis-
ing, and research skills. Personal development is seen as personal
grovth within the organization.

The reasons for resistance to facwlty development programs are

many, ranging from lethargy to the view that such programs impinge on

academic freedom (Woods, 1982). ©Lack of funds for the necessary
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resources--for example, consultants, materials, travel, retreats--is
another reasog often given (Woods, 1982). In addition, while faculty
may agree in principle that faculty development is important, it is
frequently seen as being for"",ot,,hérs."-tthgsg_ot_hg._r_s__ig,Anesé_e? improv-
ing their skills (Ducharme, 1981).

This is a particular issue for faculty-in education departments

who are frequently seen by colleagues in other departments as "second-

rate" citizens. They are often viewed as inferior in their knowledge
base, training, and ability and as lacking in the scholarly activities

of research and publication (Ducharme, 1981). Thus, education faculty

- who may feel the need to gain abadgmic respectability within their

_institutions may lack the assurance to engage in faculty development

actiyities, which could Sg construed as explicit indicatipn of their
deficiencies.

Faculty, although resistant, will change when (1) they have the
motivation to change--fhen there is "disconfirmation" of current
practice and they believe change is desir;ble; (2) they have knowledge
about alternatives and believe they.can change in the desired ways;
(3) they have positivé feedback and the péycholdgical éafety to try
something new; and (4) they are p;aised, recognized, and rewarded for
effectiveness and improvement (J. Gafﬁ,’1975; Lindquist,I1978; Schein,

1972) .-

Using faculty development as a major strategy for eftecting Jvfj

institutional change, while a potent vehicle, is also a complex one.
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The foremost reality to be confronted is that there are no
shortcuts to design and implementation of a program that
will bring about significant changes in people and thus
institutions. (Hipps, 1982, p. 50)

One of the first tasks is to determine the purpose of the faculty

-"deve1opment~program--towardsmwhat—enduthe~£aeu&ty»are—be%hg—deve%epedr«-

One theme that recurs in the literature (Ducharme, 1981; Hipps,
1982; Schein, 1972; Woods, 1982) is the need for faculty development

programs to be consistent with institutional mission, goals, and

priorities. 'The mission must be agreed to, clearly articulated, and

consistent. in its application--in other words, a congruence between

"espoused theory" and "theory~in-action." For example, if the insti-

tutional mission supports excellence in ‘teaching but gives rewards to .

research and publication, the faculty receive conflicting meésages and
the resultant situation is not conducive to effective faculty develop-

Efforts to improve the functioning of an organization, to create

"a climate supportive of individual growth and development, and re-

spectful of diverse skills and work patterns, may involve modifying
existing policies and practices. J. Gaff (1975) suggests that perhaps
the best approach to effective faculty and instructional deveiopment
may be a well-adminis;ered-university, with clearly stated and well-
implemented policies.

As institutions face the need to adapt to a changing student
market, finding effective ways to engage faculty in a process that

will lead to the development of new ideas, concepts and knowledge, new
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attitudes and value orientations, new skills, and new patterns of

,roles and relationships may be one of the most critical challenges

facing educational leaders. Institutional health, and perhaps surviv-

al, may well depend on it,

Incentive and Reward Systems

A recurring theme in the iiterature on change is the need for the
institutional formal andAinformal-reward systems to support faculty
involvement in academic innovation; but, most often, fhe réwards are
intrinsic rather than real. Ducharme (1981) , Gaff (1975), ana Jabker

and Halinski (1978) point out the discrepancy that exists. in many

institutions which encourage faculty to participate in the development

v

and implementation. of innovative programs while retaining the tradi-

tional criteria of research and publication as major determinants in

.tenure and promotional decisions.

In a study of an instructional develépment program which had the
institution's encouragement and financial support, Jabker and Halinski

(1978). found tha. the rewards to participating faculty were more

informal (i.e., intrinsic and personal) than formal (i.es, salary,'

proinotio,n, and tenure). They found that, bver the five-yea* period of
the proj.ect, there was "‘a significant Adecline in the percentage of
faqulty participating in the regular academic year, and hypothesized
that, when faculty felt thét the potential risks and ‘costs were
greater than the potential benefits, they discontinued participation.

Jabker and Halinski suggest that

P

%
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only if...faculty renewal programs are accorded a status

in the reward system equal to that of scholarly produc-

tivity, ig it likely that the rewards for improving

instruction be greater than the costs...and only then will
. such programs become effective vehicles of 51gn1f1cant

-~-change iiFWkeher education. (p 328) . -

Hipps (1982) suggests that, fcr faculty developmept programs to

be effective, there must be extrinsic as well as intrinsic rewards,

and these rewards must be tied into the real as well as the pﬁblishéd
reward systems. Or, as Woods (1982) says:
if“good teaching is not rewarded, then faculty members
"will be reluctant to expend the time and effort to revise °
their courses and improve the quality of their teaching,

It is human nature to emphasize activities that are
rewarded. (p. 65)

Summary
Institutions of higher education are facing complex, and often
contradictory, pressures to change. On the one hand, they are being

asked to restructure and renew their programs to be more responsivg

to the changing job markets, to update their curricula to reflect

advances in knowledge and technology, and to devise programs respon-'

give to a more diverse student population with a wider range of

abilities, needs, and interests. On the other hand, colleges and

universities are facing declining enrollments, reduction in public and

private financial support, and increasing pressures from legislatures,

- certifying agencies, and the pub.ic for more efficient management and

~ accountability. Colleges and universities are being asked to preserve

or strengthen their best programs while simultaneously developing in
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new 'areas' and directions, "all within the context of a steady or
¢ decreasing resource base (Christenson, .1982; Hipps, 1982; Keller,

‘1983).

—— meh s et et mi ¢t + b o i Sy 85

- ' As higher educa;ion faces an era of'contraction and retréqchment,
academic leaders will be fated with a major challenge to preserve the
integrity of their institutions and to keep faculty atténtiop fbcused
on maintaining quélity and excgllence in an enQiroﬁment where issues
of sqfvivai will be competing for -attention (Cfert, 1980; NIE; 1980b),
Managing theéé' iﬁstitutions as they g;h'abou; -establishing goals,

- finding resources, supporting and develéping their' faculties, and

- solving their, prdb;ems will require careful planning and creative

- leadership.
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CHAPTER 1I

FOCUS OF THE STUDY:

THE DEAN'S GRANT PROGRAM

Changing human behavior can be a long, laborious process.
‘Changing major societal institutions often appears an
impossibility. Yet, education finds itself  in an era
mandating significant change....The courts and Congress,
to a large extent, have provided the impetus for this
‘change effort. (Grosenick & Reynolds, 1978, p. 7)

Background for the Dean's Grant Program

In this study of academic chaﬁbe in higher education, the focus

is on schools, colleges, and departments of educatiop (SCDE). Spe-

cifically, the. focus for the study is the Dean's Grant Program (DGP),
a program initiated by the U.S. Department of Education, Office of

Special Education Programs (OSEP) to facilitate implementation of

PL 94-142, The Education for all Handicappéd Children ‘Act.  The

purpose of the DGP was to assist SCDE to reconceptualize their teacher

preparation programs to prepare all graduates with competencies for
providing effective education for all children,. including those with
handicapping conditions.

Passage .of PL 94-142, The Education of All Handicapped Children

- Act, in 1975 mandated major reform in the way schools educate handi-

cappéd children, with p;ofound implications for the education of all

children. As a result of the law, every handicapped child has the

37
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right to a free, appropriate public education in fhe least restrictive

environment-—an'education‘that is individualized to his/her.needs and,

wherever possible, in settings with nonhandicapped classmates. The

Law also provides for the guarantee of due process and parent involve-

‘ment in the evaluation and placement of students.-

The impact of the Law on public schools was cleér and direct.
The schgols must combly with the mandates of the Law to provide a free -
and appropriate public education for all handicapped children in the

least restrictive environment. The federal mandates have been aug-

mented by a series of class-action suits challenging the delivery of°

services by schools} as, for example, the Nickersﬁn decision_of 1979
réquiring the New York Qitf Board of Education to complete evaluation
énd placement qf ﬁandicapped children withinIBOTdays; or the'Joée P.m
decision which required "m_ainstreami_ng" of predominantly black and
hispéﬁic males who had been 1labeled as emotionally disturbed. In‘
additionf parent and advocate groups continue to grow, adding to the
pfessuresion schools to provide the services.

' Responding to the new mandates in.the educapion of'handicapped

children reqﬁired new.modes of teaching and, in fact, meant changes in

education for all children. Teachers in regular classrooms.had to be

prepared with an extended range of teaching, diagnostic, and classroom

'management- skills to provide high quality education to groups of

" children with an expanded range of educational needs. Special educa-

tion persnnnel also were required to function in new ways, in closer

working relationships with regular .educators, providing important
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resources and consultant services, Where regular and special educa-

"tion had been distinct and separate, the traditional boundaries had to

be bridged to provide effective education for all children including

those who were hgndicapped. Meeting the dem;nds of the Law required
teachers who‘were highly competent in their own specialties and who
could assume new r?les in establishing mutually éupportive relaéion-
ships witﬁ colleagues, parents, and students in providing effective
education for all children.

'Appgbximately 4.23 million handicapped students are entrolled in

t

America's public schools. Approximately 68% of those students identi-

-fied as having some handicapping condition spend at least some portion

the'gchool day in regular classrooms. Another 25% who manifest

moré\ severe handicaps are educated in self-contained classrooms in
\ - . :

public schqols (Hagerty, Behrens & Abramson, 1982)., Clearly, the vast:

majority\of handicapped children and youth receive their education in
. o P .

Q

the public schools. Wwhile the handicapped represent. ohly a small

minority of the public school population, immplementing the Law has
implications for the education of all children.

With the strong legal preference toward the placement of
handicapped students with nonhandicapped peers, main-
streaming is much more than fad or trend. It is a deliv-
ery system for education which undoubtedly will be with us
for a long period of time. Further, it is consistent with
the american value system winich is largely based on the
prem'ses of equality and the dignity of man. Thus, the
movemant has strong legal and philosophical roots which
dictate changes in schools and universities, (National
Support Systems Project, p. 18) '

v
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Although the impact of the law had only indirect effect on col~
~ leges and universities preparing the teachers, the implications were
profound. Reconceptualizing teacher.preparation programs to include
the learning needs ‘of the handicapped as an integral part of the
curriculum; and preparing educators for the new roles indicated by the
mandates of P£ 94-142 required widespread change in teacher pPrepara-
tion programs. Bringing about the needed changes presented challenges
to the education faculties to examine and renegotiate "their own
organizational structures and processes. .Thé often impermeable
boundaries between departments, the "turrdom“ of content and courses,
the formal and informal incentiue and reward systems, the resource
Aallocation procesges, and the administrative structures were subject
to examination and change.v Teacher preparation programs were faced
with the challenge of equipping their graduates with a relevant set of
competencies to function in the classrooms and to meet the new demands
of prov;ding education for groups of children with wider diversity in
abilities and needs,

Recognizing that the mandates of the law could he fullg realized
"only if fundamental changes in the’preparation of‘teachers”[Were]
brought about" (Behrens & Grosenick, 1978, p. 4), in 1974 the Office
of Special Education Programs initiated the Dean's Grant Program; The
purpose of this program was to encourage and assist schools/colleges/
departments‘ of education to reconceptualire teacher prebaration

programs, to extend the context and content of reqular education, to

reform training sequences and curricula to prepare classroom teachers
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and other educators with competencies for serving .a populétion of
children with' a wider range of inaiVidual, abilities, needu, and
.differences--ta pfoyide effective education for all children, includ-
ing those with hanpicappiné conditions; Deans of education throughout
the nation were invited to submit proposals for projects that would
investigaﬁe alterpative‘ approaches"and solutipns to the various
problems inyolbed in change in teacher‘prepération programs,

Federal suﬁportvfpr~change and i%provement inljgébher education

was not new with the DGP. The. previous two decades had seen the

National Defense EQucation Act proarams of the 'early 1960s, the

Education Professions Development Act (1967) programs, and .a variety -

of programs to increase the number, of educational personnel to work

with children ih urban school systems. In the face of increasing

b

numbers and changing emphases of federally supported educatioq im-

provement programs, many colleges and universities adopted a coping

strategy of keeping the special préjects on the periphery of institu-~

¢

- tional programs. The "special projects" were run by “temporary"l

faculty, employed on "soft money" 1lines. Thus, when the pxojeq}s
ended,:;hé_temporary faculty 1é£t, and little impact of the project
remained (Howsam, Corrigan, Denemark &|N;;h, 1976) .

The DGP differed in one very important respect. Implicit_in.this
program wés the aim of assisting:peacher preparation programs.to renew
themselves, to develop programs’consistenf with the central purposes

of the institution, and to renew and extend their own range of compe-

tencies--in short, to engage in the process of implementing change.




Background of PL 94-142

The development of public policies affecting handicapped children
"over  the past two decades has been dramaticland far-reaching. What
began as an advocacy movement by parents and a few concerned educators

- 'jgrew into a major federal policy with profound political, economic,

»
\

and é%ucational implications. \
Prior to the early 1960s, handicapped children_we;e educated in
special self-contained classrooms or programs, often in spécial
schoo;s,-residential centers, of'institu;ions. Even ;?e mildly handi-
capped children ‘who Qere reé iving their education- in the public
schoois were génerally in seil«dontained classrooms which, for the
most part, were located in some separate or isolated part of tpé
building. There was littie interaction, or even contact;‘with chil-
ern‘in regular c}ésses. ﬁost educators, including those whq were
-concerr:eci ﬁith the -problgms of " retarded children, considered this
arrangément to be thg best for the students and for the school system
(Watson, 1977).

The reaction égaiﬁgt special classes for .mildly handicapped
children developed in\the 1960s as more and more educators and social
activists realized thatxﬁspecial classes did not‘seem to improve the

_ skills and 1earnin§ rates of those laveled retarded" (Watson, 1977,
p. 35).. A second realization was that Mchildren were often "being
.labeled as retarded or as having learning pr;blems fof reasons that
were practical and social rather than educational" ﬂﬂatsén, 1977,

. ’ {
p. 36). ) R :
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Some social activists, seeing the exclusion of handicappwd
children from public education within the context of a iarber civil
_ . .

. . : ! . : '
rights issue, began to take their cases to the c wurts. At the same

time, there was a‘growing activism on the part of parents. Parent

groups were forming and serving in advocacy roles in support of their

handicapped children. The parent groups, as well as concerned educa-

tors and social activists,“'were demanding equitable education and

related services for -all handicapped children. At about the same

~

time, Presiden%;f?hnedy began to foﬁus more public attentioq on the
needs of the "mentally retarded and established a White House Task
Force on Mental Retardation. The Task Force issued sweeping recommen-
datigns for‘meetiné the needs of the retarded thraugh legislation and
prbgrams'p}oviding for education and training. With a grovihg.Qublic
awareness and concern, stimulated by thé president and his family: and
an' increasing awareness of the civil rights and equi'y issues, the
adyocacy movgment for the handigapped grew, ¢

Litigation and Legislation: Forerunners of PL 94-142 . -

A series of .court cases in the past decade,‘helped by the growing

activism of parepts_and research from educators, has haé a profound
\

effect éﬁ +he educational practices and legislation affecting handi-

capped chiLJ;en (Turnbull & Turnbull, 1978). The early court cases

filed on behalf of handicapped children were based on the principles

of the Brown v. Board of Education decision. The section that states

e

"Such an opportunity [education], where the ' State has undertaken to

provide it, is a right which must be made available to all on equal

(Y §
Ui

\y
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terms" (Brown' v. Board of Edhcation, 1954, p. 193, in' Bersoff &

Veltman, 1979) ser&ed as the foundation for the landmark cases of

Pennsylvania Association for Retarded Children (PARC) v. Pennsylvania \

(1972), and Mills v. Board of Education of the District of Columbia . 3

Y v

(1972). 'The cases argued that "handicapped children had the right to

equal'acee§§ to publicly funded education appropriate to their needs"

. (Bersoff & Veltman,. 1979). ' ) ' -
W : ‘

Thége cases established thé‘right of mentally retarded children

to have\&écess to a free, publie education appropriate to their needs.
The court ;urther found that mentally retarded children were capable ©
of benefiting from a program of educatiocn and t£aining.‘ While the
PARC case was focused on néntally retarded children, the Mills case

. ' o '~ extended the principl'es to all handicapped children. In the case of

San Antonio School District v. Rodriguez (1973), the Supreme Court did

not accept the .argument that varying per camita expenditures among
school districts was a denial of equAi profection and thus a violation .
of the Fourteenth Amendment.
These court cases, whilé not totally consistent, did gst&blish
three principles: (1) the right of handicapped children to a public
eéucation; (2) the guaranteeb of‘ due process; and (3) the principle'
that handicapped children could benefit from an education. 1In orger
to. assyre the"“appropriate““aspects”of“education;ithe*advocateS”séw&j”""'”““'“““
that the courts would not be the avenue, but rather that the route was

&

state and federal legislation.
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Some of the earlier legislation which had addressed the needs of
the handicapped included: Title VI, "Education -of Han_dicappég Chil~
dren," 1966; ar amendment to the ESEA of 1965; “"Handicapped Children's
Early Educat/ion Assistance Act," in 1968; and amendments to this ac‘t
in 1970 and“‘1974 extending provisions of the Act aé well és the‘
federal role in pr.ovidinc_; financial assistance..

In 1975 Congress, by a wide margin, passed The 'Education For All
Handicapped Children's Act, PL 94-142 which guaranteed educational
equity to a large group of children, Bert Sharp, professor at the
University of Florida, has .called the law "perhaps the most signifi-_
cant educational policy _since the ci.vil rights policies affec;ting
racial minorities" (National Support Systems Project, p. 15). Firmly

embedded in this pyblic policy is the clear articulation of the rights

i of andicapped children.

SN N .
‘\\*‘-—-«» The Dean''s Grant Program

——

re
s

Since 1957, the éSEP\Qés (9mpowered to devellop programs to improve

educational bpportunitié‘s'\,\‘for children who had been classified as

N

mentally retarded. 1In the 13603 and 1970s, the programs were expanded
to include education of 'chiliiren with a vaz"iety' of handica'ps (Sharp,
1982). OSEP thus provided sﬁpport for innovative programs for train-
ing of special educators, research, development of materials, and

local delivery systems for improving educational opportunities of

children and youth with mental retardation.
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By the late 1960s and early 1970s, with increased concern from

the educational community, a growing parent advocacy movement, 'and

progressive legislation and judicial rulings, *he OSEP program was

expanded to cover educational gpportunities for children with a full

range of handicaps.

Even before passage of ‘PL 94-142 and the landmark judicia1'

rulings of PARC v. Pennsylvania (1972) and Mills v. Washington, D.C.

(1972), handicapped children were 'guaranteed their rights to a free,
appropriate, public education in the least restrictive environment.
As the movement culminated in 1975 with passage of PL 94-142, The

Education for All Handicapped Children Act, the'role_gf the schools in

meeting the educational needs of all children was transforﬁed (Ssharp,
1982).

It was clear that the education of. handicapped childrer was no

longer the sole responsibility of special educators, but was a respon-
sibility shared by regular classroom teachers, administrators, and

other nonspecial educators.

Prior to 1974, the need to provide additional training for

regulaf educators who were bécoming involved in the education of

handicépped children was éddressed primafily through limited inservice

activig}es. Recognizing the magnitude of the problems, statewide

study commissions began to look at the comprehensive training needs

and certification requirements (Behrens & Grosenick, 1978). The,
.

federal role had been a catalytic one directing limited support to

specialized innovative prujects.

53
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The result of the statewide study commissions pointed to the need
to make fundamental changes in the undergraduate and gradua£e programs
preparing regular educators~~teac..ers, administrators, counselors, and
Other,edqcational support personnel. During the spring of 1974, as
staff of the OSEP were considering future priorities for their pro-
gram, they begaﬁ.to hold discussions with professional§ and represen=~
tatives of teacher edﬁqation programs, state ageﬁcies, iocal‘schobls,
and advocaéy groups. At about Fhe same fime, the professional teacher
education community began to _ .

realize that a change in the préparation of teachers was
essential if educators were to meet the challenge of the
1980s and, at the same time, to maintain their profes-

- sional status. (Behrens & Grosenick, 1978, p. 1)

It became clear.that if handicapped‘children weré’fsdbe_accorded their
full rights to a freg, app;oggigte ﬁublic éducation, there would need

to be fundamental changes in the preparation of teachers.

The Dean's Grant Program was initiated and announced in a "Dear

Colleague" letter to deans of education from Edwin Martin, then Deputy

Commissioner of Education. This "Dear Colleague" announcement of July
1974 serves as the sole official agency communication to the field.

It provided the only definition of the Dean's Grant concept and

" delineation of program requirements. Unlike other federal programs,

’

the announcement was not accompanied by lengthy and detailed regula-
tions (Hagérty, Personal Communication, 1982).
The purpose of the DGP was to encourage and assist SCDE to

reconceptualize teacher preparation programs, to extend the context

- 39
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and ccntent of regular education, to reform training sequences and
curricula to prepare all graduates with competencies for serving a
population of children with a wider range of individual abilities,

needs, and differences, to provide effective education for .all chil~

dren including those with handicapping conditions. Deans of educa*ion

were invited to submit proposals for projects that would investigate
&

alternative approaches and solutions to the various problems involved

in teacher preparation programs.

The DGP, initiated at the federal level to stimulate reshaping

‘ ’ . ~
teacher preparation to include the 1learning needs of handicapped

children as an integral part, recognized that enduring change cannot
be imposed from external sources, but must come from within. The
objectives, activities, and impacf of a program would have :to e
defined by those at participating institutions;“based on their percep-
tions of their insfitutional needs, and their perceptions of innova-l
tions tanat would effect changes in their curricula (Behrens, 1975).
The Dean's Gfant Program was designed with a minimum of prescriptions
and requirements for lccal institutions. Although the grents were
relatively small, the local instifution was allowed considerable
discretion in wusing the funds to motibate faculty involvement in
curriculum revision. .,

Requirements of Dean's Grants

While the requirements and prescriptions were minimal, there were

. three expectations outlined for proposed projects:
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1. The dean or head of teacher educatibn must serve as the

'Project Director on the premise that, in order to bring about change,

it was necessary to have the overt support of someone with status,
authority, and decision-making capability.
2. The plan for revising teacher preparation programs in tcrms

of responsiveness to - the educational needs of handiéapped children

" would extend "beyond the addition of one or two courses to include

significant practica éxperiences" (Clair et al., 1979, p. 75). The
plan was to be innovative, but also responsive to stateland local
training needs:

3. There must be evidence of strong, but not éxclusivé, involve~
ment of the special educafion'faculty.‘ The 7ignificant value of thé

knowledge and skills of special education faculty was recognized; it

was also recognized that in order to achieve comprehensive impact in

all arcas, other faculty must be involved on an equal basis (Behrens &
Grosenick, 1978).
The first deans' grants were awarded for the 1975-76 -academic

year. Thirty-nine projects were funded, with an average grant of

-$35,000 per year for three years.

Table 2.1 shows the support provided for deans' grants from 1975

to 1983.

In the first nine years of the DGP, approximately 275 colleges
and universities, which prepare more than 50% of the nation's teach-

ers, have had dean's grant projects ranging from one to nine years.
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Table 2.1%

Dean's Grant Projects Awarded 1975-1984

Total Level

Year .Projects of Funding
1975-76 -39 $1,400,000
1976-77 60 . 3,230,000
1977-78 75 3,230,000
1978-79 792 © 3,420,000
1979-80 117 6,486,000
1980-81 141 7,250,000
1981~82 132 . 6,187,000
1982-83 . 105 5,700,000
1983-84 90 4,800,000

National Technical Assistance

From the inception of the DGP, the OSEP established a  national’

technical assistance project to "manage and conduct technical assist-

ance services for all projects" (Sharp, 1983, p. 7). The #echnicai

assistance project Qperated in collaboration with, but séparately
from, OSEP to separate the latter's responsibility for'.mo%itoring
projects }rom the advocacy role of a technical assistance prujéct.

The national technical assistance project which grew_outiof the

EPDA-supported Leadership Development Institute/Special Education at

the University of Minnesota, became the National Support Systems

Project (NSSP) under the direction of Mayhard C. Reynolds, Under

Reynolds' leadership, the role of NSSP was twofold: (1) to provide a

variety of support .services to .individual projects through consulta-

*Hagerty et al., 1982, p. 19.

v
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tion, training, disseminatioﬁ of information, advocacy, and engaging
the projects in a national ﬁetwork; and (2) to maintain liaison aﬁd
coorgination with the OSEP, thle recbgnizing the agency's responsi-
bility for complying with legiélative mandates and. performing - a
monitoring role--in essence, separating the technical assistance/sup-
port sérvices from the monitoring/evaluation functions. Thus, Rey~
nolds saw the need for such a technicgl:assistanceiprqject.as being
able to serQe both ageﬂcy and local dean's grant projects “withoué'
violating the trust of either" (Sharp, 1982, p. 7).

In ofder Fo ;erve the projects more effectively,‘the country was
divided into regions (from fiyg-to.eigbt regions depending on the
number of projects),'with a dean of one of the pfojects serving as the
liaisen deah, providing services on a more immediéte basis for proj-
ects within that region, and maintaining liaison with the NSSP staff..'

The regional liaison deans, along with a representative of advocacy

. groups and a handicapped person, comprised an Advisory Board to advise

- and assist the NSSP staff in serving both clients--the government

agency and the individual projects. The Advisory Board algo assisted
the small central staff of the NSSP in orgapizing regional and.nationf
ai conferences for the inaividual projects, in facilitating communica-
tion among projects, and in identifying and addressing current prob-
lems and future trends in.education of the handicapped.

}

One other aspect of the NSSP was that it was seen as a temporary

organization with a specific purpose and role, not in competition with

permanent professional organizations, 1In fact, NSSP ceased operations
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on September 30, 1982 after a little more than seven years' operation

in providing technical assistance and support services to more than

260 projects.

Policy Context —_—

In order to obtain a better understanding of the policy context

and intent of the DGP as well as the perceptions of the implementers

- of the program, interviews were held with two program officeir at the

U.S. Department of Education, Office of Special-Educatioh Prégrams,
and with five nembexs of the Advisory Board of the NSSP, all key
leaéers who had been involved with the DGP from its inception,

The inter#iews, thch avéraged'approximately'45 minutes, were
unstructured but were’guided by the following purboses: ‘ '

1. To develgp a greater understanding. of the Dean's Grant
Program as designed at the federal level, its distinguishinghfeathres,
and .how it might be similar to or different Afrom other federally
sponsored pgpgrams;-

2. To develop a better understanding of what was intended by the

Dean's Grant Program and the kinds of changes which were anticipated;

and ) o f . .

3. To identify factors or variables which might be critical in

the impi@nwntation of a dean's grant projedt on the local level.
Responses to items (1) and (2) are discussed below. Information

obtained from responses ' item (3) was used to develop the conceptual

framework for data c¢ollection on the sglécted sites and will be dis~-

cussed in subsequent chapters.
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Distinguishing characteristics of the Dean's Grant Program. In

initiating the DGP, OSEP staff anticipated passage of PL 94-142, a

[

major public policy that would profoundly affect the education of

-nonhandicapped as well as handicapped children, and fecognized the

extent of changés in preparation of the education personnel that wduld

be needed, .

Some characteristics which distinguish the DGP include:

1. Role of OSEP

Staff of the OSEP were willing to .support a developmental -
effort where the shape and form of the program and the

specific outcomes would evolve from the field, rather than
be specified in advance by program requirements, '

OSEP staff took risks in supporting the program since the
special education community was critical of the fact that
money wis' being diverted from training special educators
and given to regular educatérs.

Within the OSEP, one staff member served as project Soffi-
cer, thus becoming an internal advocate for the program.

2, Preparation for policy implementation

The program was designed to prepare for implementation of a
major public policy and was based on a broad major goal=-to
reconceptualize reqgular teacher education--but did not
include a preconceived master plan of what the changes or
program outcomes shoyld be. )

'The program announcement, which included a minimum of
requirements and regulations, was sufficiently ambiguous to
allow for a wide range of activities and approaches on the
local level. '

3. ﬁfﬁétituti6néiﬁaé§éio§ﬁéh£ﬂ}65uérbf the grant program

The program provided the opportunity for the individual

institution to make very broad organizational changes . or.

' very narrow curriculum changes, depending on the interest
and needs at the local level. :
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The program aimed at affecting titutional development,
providing the mechanism for inMsing the system with the
knowledge and skills for reconceptualizing the teacher
education programs. :

The grants were ‘given to fhe dean as someone with a broad .
span of responsibility to link with other kinds of activi-
ties, and someone - who could cross departmental barriers.

The grants, while small (averaging $35,000-40,000 per year)
gave the dean considerable flexibility and discretion in

using the funds to 1nvolve faculty in the curriculum revi-
sion process,

4, National technical assistance

A national technical assistance/support system was set’ up
at the same time as the DGP was initiated (NSSP).

The NSSP provided technical assistance to local progects as
needed,

The NSSP established a regibnally based national networking

system, encouraging communication and cooperation among

projects. )

The NSSP provided an opportunity for deans and leaders in
- teacher education to come together around common issues.

The NSSP was set up as a temporary support system so as not
to compete with individual projects or establxshed profes-
sional organizations,

The NSSP was given considerable freedom and flexibility to
work with the other organizations (e.g., AACTE, NCATE) and
to respond to emergent needs and issues,

Purpose and intentions of the Dean's Grant Program:. The initia- -
tion of the DGP in 1974 anticipatéd passage of PL 94-142 (1975), and

recognized the extent of changes in preparation of educational person-

nel that would be needed to accord handicapped children their right to
a free and appropriate public education in the least restrictive

environment, Edwin Martin, formerly Deputy Assistant Secretary of
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Education, expressed concern about the dichotomy between regular and
special education an§ the need to renegotiate. new relationships
between fegular educators and specigl edﬁcatoré.

The DGP was designed around the broad general concept that

regular educators needed to know more abcut educating handicépped

" children in regular settings, ahduthat'SCDE would need to revise their

pfeparation progfams in Q;der to equip ‘their graduates with the
competencies for educating handicapped children in reqular settings.'
While it was clear that changes in teacher preparation programs weré
needed, ;here were novpreconceived.views of what the changes should
be; o

The DGP. was base_d on the un&erlying assumptioné "that (1) if |
change were tﬂ occur at all; it would be négessary fo_have the dean
diﬁecting the change efforts; éﬁd (2) in order for change to be endur-
ing, it cénnoﬁ be imposed from exterﬁal sources but must be designed
internally 15 response to specific iﬂégitutional needs. Thus, support
was provided for é wide range of activities and approaches designe§ to
achieve the broad.'goa} of improving regular education preparation
programs tolincorporaté the educational needs of handicapped children.

The DGP was seen as a developmental activity in personnel prepa-
ration, providing support to strengthen institutions, but allowing the
institutions to define -what strengthening activities were needed.
Unlike other personnel programs, the desired outcomes were not defined:

in terms of numbers of students trained, but rather focused on broader

changes in social policy deqling with changing human values and

4

GY




. khowledge of the faculty .preparing these prospective regular educa-

‘and the applicants themselVes; The program goals were broad: there

ar o ; A /
vSumm y _ | /

"achieve those changes were mnot specified., Thus, the/ﬁrants provided
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attitudes, Changing the values, attitudes, and knowledge of prospec-

tive regular educators meant changing the Avalugs, attitudes, and -

tors. Thus, the DGP supported professional development activities for

o

the faculty.. .

-~

Initially; the DGP was vefy broad and ambiguous as to what was A  ;

expected. In the first round of grants, there was considerable : .

confusion among project staff at the OSEP, the proposal review panels,

was no specific structure on which to evaluate proposals and no ;lear
models on which to base comparisons. - - é

At thé first méeting of grantees-~-those deans and project coordi-
nators whose proposals had been successful=~the confuéion and ambigu-
ity were apnarent, - In makingAfhe grants to déahs, there was the

assumption that the deans would do it, but it was not

clear what it was they were to do....No one really knew

what a Dean's Grant was supposed to do, except thevy were ‘
given money to bring about change. (Key leader in DGP) B

!

!

/ _
The DGP was designed to assist SCDE to incorporate ?ducation of

the handicapped as an integral-partlbf teacher preparation programs,

but what those changes should be or what approaches werevto be used to

. . A ; .

smail amounts of money, large amounts of flexibility and discretion in
achieving a broad goal, and the expectation that the dean would serve

as the leader in the change process.
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The present study examined the implementation of dean's grant
projects in eleven sites in order to learn more about what actually
happens when 'an academic .change project is implemented"in higher
f \) .
education, what kinds of changes were achieved, and what strategies,

practices, and processes affected the chénge effort.

C

>
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CHAPTER III

METHODOLOGY . N

Approach and Rationale

The general purpose of this study is to increase hnderstand%ng of

the implementation of change in hlgher.educatlon and to help explaln

/

the processes for effectively managing Ehange. In order to learn more
about whgt actually happens when a ch%ﬁge pgoject is introduced into a
college or hniversity, qualitative re;earch methodology was selected.
The case-study apprqach}was utilized ‘as a way to deal with a wide
range of institutional factors, cyaracteristics, and prpcesses; in
order to achieve a “comprehensive,g indepth :xploration aﬁd holistic
analysis of a complex problem: iﬂplementation of academic change in
complex orgapizations--academic in%titutions.

In qualitative/naturalistic Enquiry :approaches, knowledge and
undérstanding are developed essentﬁally‘through inductive processeé.
Naturalistic inquiry, which is comkared to and bdilds‘oﬂ the Glaser
and Strauss (1967) grounded theory aﬁproach, is a "disdovery-oriented“
approach which minimizes control an&\manipulation of variables and

places no preconceived notions on what the outcomes. might be (Guba,

\
1978; Guba & Lincoln, 1981; Patton, 1980). One begins

. \ .
! not with models, hypotheses, or theorems, but rather with
the understanding of frequently minute episodes and inter-
actions that are examined for broader patterns and proc-

esses. (Rist, 1977, p. 44) : .
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\\

fﬂley‘is extrapdlated from grounded events, that is, experiences
shared ané\understood by the participants and the researcher. Tﬁe
regsearcher, in this inséance, begins with the perceptions and under-
gtanding of the events in .question, and then seeks to articulate
_broader ‘patterns and processes that are applicable to other individ-
uals and groups in other circumétances and settings.

A concept in the social sciences that is central to qualitative

- [N

methodqlogy is Weber's principle of verstehen, the understandind of

human behavior from the actor's own fréme of reference. _Thg natural-

istic ‘investigator is concerned with (escxibing and understanding

social phenomena in a naturally occurring environment, Guba and
 Lincoln (1981) say that

Naturalistic inquiries focus on multiple realities thalk,
like the layers of an onion, nest within or complement dgne
another. Each layer provides a different perspective {of
reality, and none can be considered more "true" than any
other. Phenomena do not converge into a form, a simp\e
"truth,” but diverge into many forms, multiple "truths."
Moreover, the layers cannot be described or understood in
terms of separate independent and dependent variables;
rather they are interreélated to form a pattern of "truth."
It' is these patterns that must be searched out, less for
the sake of prediction and control than for the sake of
verstehen or understanding. (p. 57)

[

Qualitative methodology, which draws from .sociological and ”‘

anthropolégical field studies and ethnography, includes strategies

[ ] .
such- -as —partieipant-—observation, - indepth _interviewing, or total
participation in the activity being studied and "allows the researcher
to obtain firsthand knowledge about the empirical social world in

question-~to get close to the data" (Filstead, 1970, p. 6). These

.
¥
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methodologies assume there is value to an analysis of both the inner
experience and oéter behavior of a subjéct‘ as viéwed by both the
researcher and thé participant (Rist, 1979).

. -The .qualitative researcher tends toward holistic' analysis, as
opposid to component analysis of the problem. The holistic analysis

approach assumes that. reality cannot be broken down into component

" parts without.the risk of distortion.

Focusing on a narrow set of variables necessarily sets up
a filtering screen between the researcher and phenomena he
is attempting to comprehend...Jgnd] inhibits the observer
from a necessary closeness to the data, from an under-
standing of what is unique as well as what is generaliz-
.able from the data, and from perceiving the processes
inVolved in contrast to simply the outcomes. (Rist, 1977,
p. 47)

. ' In conducting qualitative research, Rist (1977) suggests that
validity can be aqp%eved through "personalized" intimate understanding
of the soc1a1 phenomena, stressing "'close in' observations to achieve

factual, relzable, and confirmable data" (p. 46).
A

One method of qualitative research or naturalistic inquiry is the

.

. )
case study, a comprehensive, indepth exploration of a prqplem.

According to Stake (1978):

The case need not be a person or enterprise. It can be

whatever "bounded system" [to use Louis Smith's term] is

of irterest. An institution, a program, a responsibility,
( a collection, or a population can be the case. (p. 7)

‘Case studies involve data collection from multiple sources, at least

some of which are in the natural setting; consideration of many vari-

ables which are often interacélng; and descriptions which are complex,

Jo»
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holistic, and rich with information, Case sﬁudies providé a basis for
naturaiistic generalization (Guba & Lincoln, 1981; Séake,‘1978).,
Thus, the case-study approach was utilized for the present study,
Case-study research offered the opportunity to gather data -in a
S .

natural setting, and allowed for the inflepth exploration of a set of

complex variables and their interactions. Many different techniques--

interviews, consultations, document study, and gnsite cobservations--

- A

were applied'to the same situation to obtain multiple perceptidﬁs for

¢

purposes of cross-validation of qualitative data. The onsite data

k3

collection also enhanced the potential for ferreting out those subtle

o

and all-too-often elusive institutional factors and interaction pat-

i

terns critical to the functioning of an organization. Understanding

"2 informal as well as the formal power and authority structures, and

the dynamic processes and their interactions is necessary to compre-
hending the process of implementing change iﬁa higher education.
Further, the comprehensiveness and onsite nature of case-study method-
ology provided a "reality" context in which to analyze and evaluate

the data.

Samgle'

A sample of eleven projects of the 105 dean's grant -projects in

operatior. during the 1982)83 academic year were selected for onsite
study. Stratified random sampling procedures were used to identify

sites, with alternate sites identified to assure maximum variation,

td
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as recommended for naturalistic. inquiry' research (Guba! 1982; Patton,
1980) . . o

- Two criteria were used in the sampling procedure--size of insti-
tution, and number of years of DGP funding. Use of these €two criteria
was 'based on two previous studies-reléted to ldean's grants, Okun
(1981), iﬁ her study of deans' perceptions of their ability to influ-
ence change through DGPs; found institutional size inversely related
to perceived faculty involvement in academic innovation. Bald&in et
al. (1981) and NSSP (1980) reported that the ranée and scope of
changes in curriculum and faculty development activities progressed

along a continuum related to years of funding.

Tfable 3.1 presents the matrix for sample se2lection.

s Table 3.1

Sample Selection: Projects in Operation, 1982-83 .

1-2 Years 3-4~5 Years 6-7-8-9 Years

Total of Project of ‘Project of Project Total
Enrol Iment N Sample N Sample N Sample N Sample
5,000 or fewer 7 1 . 1 - 22 2
»,000~20,000 15 1 Y 4 ] 1 61 6
more than :
20,000 “~e 12 2 7 1 19 . 3
Total 22 2 64y 7 16 2 102% 11%

*Projects not included in total N: two projects to professional
associationsy; one project which was an "outreach" project and not in the
School of Education; there was also a second project in that university.




T T

63

- The institutions selected for study included seven: public and
four independent institutions. Geographically, the institutions were
spread from coast to coast, with-sites in the Northeast, Southeast,

Midweéti‘SouthWest, Mountain States, and the West Coast.

Data Collection Methods

]

Once the sites were identified,. telephone ‘contact was made with
the deans to invite their participation. The purposes of the study

and the research design were described. When the dean agreed to

participate, a letter was sent confirming the phone conversation. An

abstract of the study was included with the letter. The researcher

also requested that copies of the Dean's Grant proposals, progress

reports, other related materials,.a college/university catalogue, and
other descriptive‘materials‘of the institution be returned for review
prio¥ to the site visit. |
Site viéits to the eleven institutioné were conducted between

October 1982 and March 1983. Interviews were scheduled with the dean,
the project coordinator(s), and selected participants of targeted
faculties,

\ The interviews were approximately one hour in length, with loﬁger

J .
and more intensive iqterviews with deans and project coordinators.
The interviews were unstructured, but were guided with a focus on four
major areas: (1) leadership and management of 'ther project; (2)

faculty development; (3) curriculum revision; and (4) culture and

context. These areas provide the thematic focus for the presentation

Ch

’
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of findings and discussion in subsequent chapters. Table 3.2 provides

a profile of sites and number of peréons interviewed.

Data Analysis

Data were ‘obtained from multiple sources, including .document
étudy, telephone interviews, consultation with key figures in the DGP,

and intensive interviews with project leadership, participarnt faculty,

and targeted faculty. The number of onsite interviews varied with

size of institution and -number of faculty actively involved in the

project. ¢
° Information  obtained from the raw data was analyzed along a
process of data reduction, categorization, and content analysis. Data

were first analyzed and categorized in the major thematic areas.

Content aﬁalysis of the within-site data led to the next level of data

reduction--synthesis and summarization. At this 1level, data were

compared and analyzed cross-site., Data analysis and interpretation at

‘each level were confirmed by an expert-consultant.

Authenticity of the Study

'In qualitative research, one means of verify£n§ data and provid;
ing credibility to the study is referred to as “triangulation" (éuba,
1982; Rist, 1977, 1982). 1In triangulation, data arx. obtained from
multiple sources and cross checked-for confirmability. 1In the present
study, data were obtained from multiple sources--documents as well as

multiple interviews at each sjte to obtain multiple perceptions on the




Profile of Sample Sites and Interviewees

Table 3,2

interviewed .
Approximate Spec. Reg. Year
. " Enrolliment Highest Educ. ‘Ed. Ed, of
|nstitution Public Privage Total. Educ. Degree Faculty Fac, - Fac. Coord. Project
" X ‘30000 379 M.A. 46 1 2
#2 X 3900 300 M.S. 16 3 1 4
# X 10K 1500 Ph.D. 66 2 3 1 2
4 X ~ 18K 1000 M.S. 68 1 2 2, 3
n. 4'{3'/‘ o0
#5 X TNOWK O ON/A M N/A 1 2 3 o
#6 X \11K 250 Ph.D, .- 52 2 3 1 3
#7 X 6K 450 Ph.D, 36 1 2 1 3 )
. . . !
"w o X 18K 360 Ph.D. 81 3 1 8 i
. #9 X 37K 3000 Ph.D. 150 2 1 1 3
#0 X ’ 206 550 Ph.D. 40 1 1 2 b
#1 X 23,5k 2200 Ph.D. 175 1 4 2 8
1000
" l.'
('
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same issues--providing the opportunity for confirmability .of the data.

The data were analyzed qualitatively across sites, along the major

thematic areas identified earlier. Verification of the data analysis

was provided by working closely with a consultant, an expert in

educational researdh'as'weilAas the DGP.

Confidentiality

The anonymity. of particiﬁating institutions and faculty was
assured. In reporting the result of the study, descriptions of.;ites,
projectjperspnnel, or project activities are masked to p;otect the
privacy of participants. )

Participant facﬁlty}were assured that any information, opinions,
and attitudes expréséed by theﬁ would be treated confidentially and
not released to an&one else within the site or external to the insti-
éution. '

éefore beginning an interview, the researcher obtained pggmission
to xecord the interview. Only one intgfviewee refused permission but
allowed the researcher fo take notes duriné the interview., fThese raw

o _ |
data are available only to the researcher, — S e

A3




D CHAPTER 1V

THE FINDINGS: DESCRIPTIVE RESULTS

Implementation of public policies providésh some of the most
powerful forces for change in eduqational organizations. The demands
of public policy oftengrequire academic innovation and programmatic
changes to meet.the interegts and needs of new studenf populations.,
This study examined the‘imélementation of th; Dean's Grant Program
(DGP),u_as one exaﬁbie of policy. implementation affecting .academic

A
innovation in higher education.

zaltman, Duncan and-Holbek (1973), in discussing social change

and the process of:change in organizations, define iﬁnovatioh as "any

Y
e

idea, practice, or product that is perceived as new by the potential

"unit of adoption" (p.. 10). They draw distinctions in the. levels of

the social system, defining the megasystem as the "social milieu
within which the orgahizations exist" (p. 2). When an'innovat&@nlhaé
5een adopted by a sufficient number of relevant units (i.e., colleées'
and universities) with™ the system (i.e., teacher preparation)' to
register aﬁ impact, to become part of ihe normative pattefns of the

megasystem, social change has occurved. In a sense, then, the DGP was

a direct effort to stimulate social change, to serve as a catalytic
agent to generate change within a sufficient number of relevant units
to have an impact on the system, creating new norms for the prepara-

tion of teachers.

67
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( ' \' Although each DGP had features and characteristics unique to its
own setting, all shared a common goal: to prepare regular educators

\ to function in settings into which handicapped children' had been

\

\mainstreamed. - To atéain this, goal, most projects had objectiveé
%elafed to (1) facultybdevelopment wifh an emphasis on faculty atti-

tkﬁes and increased awareness and knowledge of the education- of
. haﬁdicapped children and youth, and (2) curriculum revision and

imp*ementation,to include concepts ‘and content for education of handi-

capped children and youth;‘
) \

\

\En a‘state-of-the-art.study of the bGP, Baldwin et al. (1982)
examian the stét?? objectives aﬁd self-reported progress of projects
in ope#gtion in 1980-81 (of 141 projects in operation,;IEEfsubmitted
‘ ' proposals for feview). Of the 122 projects, 102 .(84%) had objectives‘
| related }o faculty awgfeness.and at;itudes, and 84~(69%) had’ objec-
tivgs.rei@ted to curriculum chande. To a lesser degree, other objec-
tives focﬁsed on administrative changes, materials development, and

changes in student competencies.
This gFudy of the implementation of the DGP examined the extent
of change effected in the two central program areas on which there was

such overwhelming emphasis--faculty development and curriculum revi-

sion--and the implementation processes used to achieve the desired

changes.
The research was guided by four broad questions:
"l. To what extent were curricular changes--including

Achanges in course requirements, course content, and
practica--effected as a result of the dean's grant

0 project. '
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, 2. To what extent were faculty assisted in the development
of new attitudes, knowledge, and skills and engaged in
revising curriculum to achieve the desired changes? , /'

. , , /

3. what were the types and effectiveness of the practices o/
and strategies used in the initiation, implementation, g
and management of the project? . o - )

4. How did the organizational characteristics, proceéses, //
and culture affect the effectiveness‘of the project?

The findings are presented in four thematic domains:

l. Leadership and management: including a focus on ‘the
'~ rationale and motivation for applying; the key leader-
ship and key actors in initiating and managing the
project; perceived identity and ownership of the proj=
ect; and involvement of the faculty in the early stages.

2. Faculty development: . including scope and target of .
faculty development; objectives; strategics and activi-
ties; and outcomes. . ~

3. Curriculum revision: including scope and focus; objec-
" tives; strategies and activities; and outcomes.

4. Culture and context: including discussion of institu-
tional characteristics and features; perceived mission -/
and priorities; and incentive and reward systems. /// _

In the presentation of findings, the eleven sites thch were
studied are referred fo by number. The m#trix below (Table 411) algg .
identifies the institutions by.siée an§\gumber of;years of project.
These project identification numbers are used consistently throughout :
the study. |

The sites included in the study reflect a wide variation of
iﬁstitutions and- settings. The sample includéd seven public and four
-independent institutions, with student populations ranging from 3,000
to more than 23,000. The institutions were located in geographically

diverse urban, suburban, and rv il settings, and were.’spread across

61




' the country from the coast to the coast. The range and scope of the

study are reflected in the following brief descri?tions of the sites.
' l ey ‘i\.

Table 4.1

 Matrix of Projects

o - '
“ Total Years of Dean's Grant Project* .
Enrollment* 1-2 Years . 3-4-5 Years 6 Years or More
lesé - .
than Project #1 Project #2 ——— N
5,000 - . | o
. : " 5,000 Project #3 Project #4 Project #8
to ' ' 5
20,000 _ I
' 7
more , _
than .- - Project #9 Project #11
20,000

*Institutional size, as indicated by total student enrollment,
and years of dean's grant project were the two criteria used in
selecting the sample of sites. The reader is referred to page 61
for the matrix used. in sample selection. The reader is also
referred to Table 3.2, page 65 for profiles on .each site."

N
»
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. The Sites: Brief Descriptions

Ky

. Profile: Site #1
L] . .

Located in the southeastern part of the country, Site #l is &
small, prestigious, well-endowed college, rich in history and tradi-

tions. Comprised of five undergraduate schools and a graduate divi-

~sion, the coilege offered the bachelor's and master's degrees. 1In

~.

spite of high fuition, the university had maintained its desired levéi
of enrollment. The uﬁiversity was undergo%ng some.reorganization and
there had been some cpange in the top administration, but overall was
in "verY‘splid" condition. .

The school of education, however, was "shaky." It had suffered a
dramatic.drop in enrollment and, within a three-year period, had gone
from being the largest to tune smallest school within the college. Its

status was in jeopardy--i

the enrollment dropped "further, the school
ivisi;n. Thege were 46 faculty members in
the school of education,/ including 14 in the college's laboratory
school. Approximately\ 0% were tenured, although university guide-"
lines set 40% as a qugﬁ « The dean.had just peen charged with prepar-

ing a contingency refrenchment plan. Survival issues seemed to be

paramount, as ref{%c;ed by the dean's commen:: "W2 had to change so
many things just for survival."
The DGP was in its second year of operaticn. The college had had

a one-year planﬁing grant, with a one-year hiatus between the planning

year and the current operational grant.




. of a small_city in the south. The university, which enjoyed a fine

Profile: Site #2

This small, well-endowed university, founded by a religious

‘group, was located on a beautiful and spacious campus on the outskirts

academic reputation and strong liberal arts.tradition,‘offered the
bachelor's and master's degrees, and a master;ﬁiplus—BO-' credits
certificate. Even with high tuition, the university had no problem . -
maintainihé anstable enrollment or the seiectiveness of its ;tudent- ’
body. | '
; Over the past several years, the university had had several
faéulty development grants, creating a climate in which faculty devel-
?pment was seen as nbrmgl and an important part of university 1life.
Those projects were supported mainly by foundation grants.
| The teacher preparation programs were offered throdah the educa-
ticn department, é small unit in the college of arts and sciences. In . N
thé past, the university had not had many'federally funded projects,
aqé the education department pr?bably had had none. In recent yearé,
the education department haif’several special education projects,
There was some feeling on th# part of the faculty that the special
;édqcation unit was growing too fast--"too much mon2y, too much empha-
sis ...puts special education out of proportion with the rest of the
department." These fears seemed to be somewhat allayed by the facul-
ty's respect and good feelings for the Dean‘s Grant project coordina--

tor.

The dean's grant’ project was in its fourth year.

64,
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Profile: Site #3

Site #3 was a state university located in the south central part

of the country. Begun in the early 1900s as a two-year institution
: , "

-

preparing teachers for- the public schools, the university was com-
prised of eight schools/colleges and an external services division,

and offered degrees through fhe doctorate. The school of education

had about 60 faculty members, including 22 f:om the campus school.

This university had undergone major changes in the past few

years. The president and most other top administrators, including the

. dean” of education, were new in their positions. The university had

also been thfough major reorganization and had conve.ted, over faculty
objections, from a quarter to a'seﬁester system.

There appeared to be strong political undercurrent on  the campus.
As one faculty member described it: "We had two presidential assassi-
nations in the past four years." They héd gone from a 1long-time,
aptocratic president to  an innovative one who valued change for
change's sake, to the current one, who was seen as "moderate." The
faculty had an "i;herent distrust of the administration," and were
"very angry and resistanp.to all the changes which‘they saw thrust
upon them," and thus adopted a "survivalist attitude." Faculfy morale
was deécribea as "somewhat below zero." ?

The dean's grant project was in its second year.

Profile: Site #4

This college, part of a large public university system, was one

of the first four-year, publicly supported, liberal arts institutions

8
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in its large northeastern, metropolitan area. It had the rep&éatiqn

of being an academically prestigious public institution with a strong

. liberal arts traditicn. Some of the faculty . in the school of educa-

| tion felt that "education [was] a stepchild" in this environment. The

college as a whole had recently sﬁffered enrollﬁent decline and

budgetary problems. Some faculty in the school of education felt that

it had‘to absorb more than it; share of cutbacks. ' , )
The school. of education, with a faculty of approximately 68,

" | éffered proérams leading to the bachelof’s and mas£ér‘s degrees. All -i) : i’

//" facult; were teﬁured;'the others had beep retrenched. \

N iy A
The dean's grant project was in its third year of operation.

' ’ ~ Profile: Site #5 " g :
. Thisl‘,university, ocated on the west coast,__..f'Was part of a large
state universiﬁy ] stem. Comprised of .sig. brofessional/technical

: .

schools, a graduate studies division, and teachefngeparation center
that provided educational credentialing, it offered the bachelor's and
master's degfeesw - It prepared its students for a 'wide range of ‘
techmﬂ!g{ and professional careers. The ﬁ:.n‘é grant project in this
site was unigque in its multidisciplinary i..:us, which cut across‘six
schools and 25 departments. Aithough the university had a teachér
preparation center that provided credentialing for the other programs,
it was not included in the DGP.

Approximately 65% of the faculty are tenured. Although the:

faculty were not very much involved in grants or special projects,

R
R )

. they were described as being open to change, but were more likely to
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respond than to initiate. Most faculty members maintained involvement .

with their own professions beyond the university and, while they might
cooperatelwith new programs, they were not likely to take the time to
initiate them.

The dean's grant project was in its third year of operation.

Pr .file: Site #6

Site ‘#6 was a private, nonsectarian university located in a

'northeastern suburban community. The university was comprised of five

colleyes, including the coliege of education and one professional
schdol. The university offered the bachelor's, master's, and doctoral
degrees. e N

e

>
Within the previous ten years, the university suffered severe

‘economic problems and had been on the verge of closing. The univer-

sity continued, but with severe budgetafy constraints and the re-

trenchment of large numbers of facuity. Within a few years, the

college of education faculty was reduced by 50%, and at the time of

this study had approximately 50 faculty members, of whom about 80%

were tenured.
The faculty in the school of education were "entrepreneurial" and

' -
had had many grants and special projects. Faculty were described as

"open to change," but mcre likely to be reactive than proactive in

initiating projects and programs. The school, which had a tradgtion

of strong, autonomous departments, was in the midst of reorganization,

N . » _
combining some departments so that there were now five insteag~of
eight.

The dean's grant project was in its third year.

{

/
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Profile: Site #7

This west coast university, founded by a religious group, was one
of the first institutions to be chartered in its state. Comprised of
two liberal arts colleges, seven professional schools, and a graduate

school, the university offered degrees through the doctorate. It

served a student population that came from all parts of the United

States, as well as-several foreign countries and, in spite of high
tuition, had no problem maintaining enrollment at its desired level.
The 'school of education, a felatively small school within the uﬁiver-
sity, was alsov“holding its own" on enrollment. |

The school of edﬁcation'had had a number of academic innovation

bl

proiects, and have in fact received awards of excellence for some of

their programs. The faculty were accustbmed to participating ‘in’

A]

special projects.
The dean's grant project was in its third year of operation.

Profile: Site #8

Founded as a land grant college in the 1890s, Site #8 is the
major campus of this state university system in the northeast. The
school of education is one of 17 schools and colleg~s spread out on
several different campuses. The school of education had approximately
80 faculty members and offered programs leading to the bachelor's,
master's, and doctoral degrees. Part-time students comprised a large
proportion of the student body.

In recent years, the school of education experienced a decreasing

enrollment, combined with increasing pressure from the state legisla-

oy !

v



ture to redefine or reiterate its purposes and mission. Faced ‘with

~survival issdes, the school reiterated its commitment to serve'public

education and began reorganization of the,schoollto make more effi-

cient use of faculty.

The school of education had strong departments with considerable

b ]

_power within the departments. There were turf issues among depart-

ments, especially between regular and special education. Each thought

it was doing a better job in preparing teachers than the other and,

with declining enrollments, student credit hours--who taught what to
whom~--was of major importance.
The dean's grant project was in its eighth year of operation.

Profile: Site #9

.

Established as a normal school, Site‘#9 w#s a large state univer-
sity located in a metropolitan area in the southwest. The college of
education,tone of nine colleéés that comprise the university, offered
bachelor's, master's, and doctoral degrees. There were agproximately
150 faculty members in the college of educationi

This major state university was described as being in transition
from a "regional, ;eaching, service" institution to a "large, nation-
al, teaching, scholarship" institution. 1In this transition, emphasis
was being placed on the scholarship, meaning experimental research and
publication in refereed journals. The goal was to become a top-level
research institution with a national reputation.

The school c¢f education was in the process of reorganization.

There had been a tradition of strong departmental autonoﬁ& but with
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{

factions within departments. The reorganization seemed to be di acted
toward breaking down departmental barriers and encouraging faculty to
work together in the development of a generic model of teacher prepa-

ration.:

The faculty were resistant to change and wanted "iﬁdegendence“ in

' their professional work. But over the previous few years, enrollment

had declined and the state had decreased the university's bu8gcet. As

the hard times hit, grant money began to look morz attrdéccive and

faculty began to be more receptive to change programs.
The dean's grant project was in its third year.

Profile: Site #10

“

site #10, located in the Mountain States, was the flagship campus -

of a major state university system with several campuses and centers.
The school Qf education was one of 16 schocls and colleges in'the
university. Located on the main campus, the school of education had
approximately 40 faculty members, and offered bachelor's, master's,
specialist, and doctorai degrees, | .'__ i oo

The school of education had just been through massive”organiza-

tional and curricular changes. One of the branch campuses had split

cff and most programs in education had been restructnred under thg
auspices of two major, externally funded prajects. There were strong
autonomous departments which resisted the change, causing considerable
conflict within and between departments. In general, faculty morale

was described as very low.

O
<
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In addition, a few years before, the state legislature eliminated

the school of education from the state budget. The school was rescued

¢

but suffered massive budget cuts. As a result, a maximum was set for
the number of students enrolled in the education programs, and the

maximum'numbe; of credits in the professional sequence was rediced

1

from 45 to 32.

Historically, the faculty at this university had been suspicious
' )
of federally mandated programs and were not sure that the federal

agenda was in the best interest of the state. Until recent years, no

federal grants had been accepted.
The dean's grant prbject was in the fourth year of a' second
cycle.

Profile: Site #11

Site #11 was a large state university located in a rural area in

the midwest, and was comprised of eight colleges and schools, includ-

4

ing the school of education. The school, which was the largest SCDE

"included in the study,whad a faculty of approximately 175 and offered

bachelor's, master's, specialist, and doctoral degrees. ’It was the
largest producer of teachers for the state's public schools.

The university had undergone major administrative changes in the
past few years. | Most of' the top administration} including vice
presidents 1and Aeans, were relatively new in their poéitions. In

contrast, the dean of the school of education had been in that posi-

tion for many years., The university had suffered budget reductions

lénd there had been no faculty salary increases except merit increases




80

in the past two yeérs. . The extensive changes "caused fixed positions
which are resistant to anything that comes from the top down."

When the state legislature had attempted to eliminate the schobl

of eduration a few years before, the faculty saw the potential crisis

and respohded w;th an attitude of, "Okay, if we have to make,chaﬁges,
let‘s'do.iE before someone does it for us." -  The faculty got together
and engaged in eiternal activities to save the schooi while internally
strengthening programs and imp;ovi;g the school‘S‘image.- Change for

&

survival was accepted and valued.

Discussion

'Although the above semple of“siteé varied considerably in size
and setting, most of them were eXperiencing enroilment_declines with
concomitant budget reductions. The economic p;bblems were more severe
at- some sites than at others: some were in the midst of the most
critical challenges to their existence, while others had survived the
test and had moved on to reorganization andﬁmofe efficient.operatiqn.
Fqur of the institutions reported that they had glmost élosed dﬁe
either to legislative)action or to severe economic difficulties. Only
two of the sites did not,feport having to dealiwith the problemszof
enrollment decline and budget reductions.

One theme that emerged was that when their existence was threat-
ened, faculty became engrossed in survival issues and it was more
difficult to engage them.in program issues or innovation efforts.

However, at one site which the legislature had proposed closing, the

faclty responded by mounting a public effort to keep the school open,

o
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"and by taking internal steps to improve programs "before someone else
does it for us." |

Another féctor that seemed to run through several of the sites
was the disquieting effect of reorganization. Seven sites reported
major reorganization--either at the university or SCDE level. Again,
the siteé-we@$”at‘differeﬁt points in the reorganigation: " some were
in the midst of the procéss; whi;e at others ;he new organizational

[ AR

patterns were freshly in place. Whatever the point in the process or

whatever the rationale for reorganization, the faculty reaction seemed

to be the same--anxiety and resistance. While intellectually the

faculty might acknowlédge the need for a more efficient: operation,
‘their reactions were more likely to be resistant than cooperative if

. their departmental idehtity, status, and sometimes existence were

. 1
AL

3
e

~threatened.
In light of the overall declining'enroilments and the attention .
to student "vredit hours, turf issues of "who teaches what to whom"

‘ gaihed in 'importance and faculty willingness to collaborate with

others decreased.

'

‘Leadership and Management

The management of change has been discussed extensively in the
literature. Some suggest that implementation is a political process
and should focus on organizational factors (Baldridge, 1978, 1980;
: Baldridge & Burtram, 1975), others argue that change is made by

individuals (Hall, 1978), while still others view implementation of
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change as involving individuals as well as organizational factors.
(Arends & Arends, 1978; Berman & MclLaughlin, 1975; Lindquist, 1978;
Schein, 1972).

Recent stﬁaies have ‘shifted the view of- bolicy implementation
ftom,the claséical model, which assumed & straight-line procedure of
responding'to directives-from.tgp td bottom, to one tﬂat takes .into
account ._the more c’omplex set of elements and participants in fhe
policy formation and implementation process. In this view,“innovation_

does not occur in a linear sequential fashion, but rather involves a

"complex set of fluid and interactive relationships among the various

groups and subgroups (Earle, 1980; Nakamura & Sﬁallwood, 1980). This
interactive, comblex view of implementation provided the fféhéﬁork’fBi;T:
exploring the leaderéhip and management aspects of the implementation
of the DGP.
Information wa§~sought in the fo;lowing categories:
:

. Rationale aﬁd motivation for applying for a dean's grant;
#

£

Leadershiﬁ in initiation of the project;
Leadership and management of the project;
Perception of the dean's role;

Perception of "ownership" of the project;:

Project coordinator's role within the institution.

Role of the faculty in the initial stages of the project.

Rationale and Motivation for Applying
Informe =ion was sought to determine the motivation and reasons

for applying for the DGP. Interview questions directed toward this
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area included:
How did you first hear about the Dean's Grant Program?
What were your reactions to what you heard?

What. would you say were the primary reasons for applylng
for a4 dean's grant?

Did you know about PL 94-142 before you heard about the -
Dean's Grant Program?

Had there been any thought within the school of education
given to the need to do something about PL 94-142 before
the dean's grant?
This line of quﬁstioning was designed to elicit information on
the primary purposes land goals in applying for a grant. At issue was
whether there had been an identified need, and whether the need and

purpose of the local proposals were consistent with the purposes of

the DGP. ', \

4 , .
Recognition of la need or the motivation to change may be one of

the first steps in ‘the innovation process, leading to a search for
alternative .courses“;of action. Zaltman, Duncan and Holbek (1973)

refer to this need as recognition of a performance' gap--a discrepancy
_ l . o

between the organiza@ion's current performance and the expectations of

the social system and its environment. They point out, however, that

b

the literature is not clear about whether recognition of a need pre=-

cedes initiation of hn innovation, or whether knowledge and awareness

of an innovation is ﬁollowed by identification of a need.

| _
One assumption of the DGP was that in applying frr . dean's grant
|

.

a- need had been idenkified by the institution. £ince it is possible

that the announcement of the DGP preceded the yucognition of a need to

B S T - I
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. change in many teacher education programs, data were sought to deter-

mine the primary redsons for an institution's applying for a dean's
‘ _

I

Questions regarding the rationale and motivation for applying for

. , B =
the grant were asked of all interviévees.- However, responses to these

grant.

questions came primarily from the dean, the project coordinator, and:
those faculgy, ho might have been involved in developing the proposal.
¢ L 7 .
Jaculty whoijpined the project at a later date or in some minor role
. \ . .
were less ablg to respond directly to these questions.
Based on the responses, it was possible to identify four cate-
gories into whiq@ "Motivation" and "Rationale" could be grouped:
1. Performance gap: recognition of a discrepancy between
the teacher education program and the competency needed
by practitioners in the field, and the need to address
the dlscrepancy.

2. Improve the education of handicapped children and youth.

a. Strengthen the special education vomponent of
. regular. teacher education programs. -~

~b. Strengthen the special educator preparation program.
3. Organizational " change: broad organizatlonai change
leading to the restructuring of departments or the total

reform of the teacher education programs.

4. Economic: the need for external funds to address some
internal problems. :

The data presented in the following tables represent a synthesis
of the responses from the 'various participants. Table 4.2 presents

the primary rationale and motivation by institution. Taﬁle 4.3

presents a summary of the data.

O N S rowy Ay muuan . e £ L s .
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Table 4,2

Rationale and Motivation for Applying

o8

Project Performance (ap Improve Special Education Organizational_Change Economic
#1 Wanted to extend lab Budget problems; needed
school mainstreaming grant.
model to public schools.

#2 Saw it as way to strengthen

special education unit for
regular education.

‘ Also, way to build special
education department.

#3 Coordinator: "1f | hadn't Need to imprbve special
taken initiative, rrobably education compcnent of
no one else would have." regular education.

#4 Public schools putting Grant money avatlable--
pressure on college re make possible release of
preparation of teachers faculty to attend to
for malnstreamed setting. fssues re curriculum

. change.
.
#5 Wanted to improve educa-

tion of handicapped across
several disciplines.

Wanted to get all faculty
and students (university-
wide) to better understand
handicapped.




Table 4.2 (cont,)

Performance Gap

. Project . Improve Special Education Organizational Change Economic
#6 Public schonls implement Opportunity to introduce Entrepreneurial~-actively
94-142; lool to college change; respond to enroll- sought grants, -
for help, "our faculty ment decline; rearganize '
not equipped to help," - department.
w7 Opportunity to revitalize, ’ \Qutside funds available
school of education; im- to do what had to do
prove education for all anyway.
kids, not only handicap~
oed, ‘
v
#8 Growing concern regular Could use money and rec-
education studerts not ognition from having
p..epared for handicapped grant,
1n LRE. v
Need to improve our work
with students, especially
re public education,
#9 Reaction from the field-- "Dean's goal--broad organ-
graduates not doing the izational change; new
job. model for training edu-
9 cators.
0O
WU
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Table 4.2 (cont.)

Project Performance Gap Improve Special Education Qrganizational Change’ __Economic
” LY
#10 . Help prepare regular edu- ' Grant support special
cators to manage main- ) _education component for

streamed classrooms. regular education.

Coordinator interested in
training regular educators
as well as special educa-

L8

tors. .
#11 Feedback from field--all - . : Opportunity to get
" educators--not only _ faculty tuned up,
teachers--need to be
prepared re PL 94-142, . : Grant money available,

can use it.

5
¥
‘N
v
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Table 4.3

Summary: Rationale and Motivation for Appiying

Rationale lnstitution

Pexrformance gap : #3, #4, #6, #8, #9,
' #11 ’

Strengthen special ed. #1, #2, #3, #5,’#7,

for regular ed. #10, #11

Stréngthen special ed. #2, #7, #10

Organizational change #6, #9.

Economic | #1, #4, #6, #7, #8,

' #10, #11

A review and synthesis of the multiple responses at each site
found that, in general, the rationale in applying for a dean's grant
had méré than ohe purpose. fhe primary reasonslof the eleven sites
were mostly spread across tﬁe three categories: performance gap (6
sites); improve education of the handicapped (6 sites); and economic
(7 sites). Only two sites indicated that broad organizational chaﬁge
was the purpose ofi seeking a dean's grant.

Although none of the respondents used thevterm "perforﬁance gap,"
each reported that there had been negative feedback from the field
about their graduates' ability to function in mainsﬁfeamed classrooms.
In some instances, state or local requirements for regular classroom
teachers exacerbated the nenrd for change in the teacher preparation

programs.

Ty
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At some sites, the DGP Qas seen simply as a means for revising‘
the curriculum  to strengthén the special ‘education component of
‘regular educators in respense to the mandates of PL 94-142. The
project objectives and activities Qere limited to this one purpose and
did not attempt any broader impact.

At two-sites; the dean saw the DGP as a way to initiate broad
oiganizational change--to restructure departments or &evelop a totally
new Pr°9§533 for preparing _regular educators. In both instances,%.
curriculum';eviSion was occurring concurrently with_reorganization of
the schools and redefinition of departmental boundaries.

The economic reasons--"Money was available and we neededyit," or
"We needed the prestige of getting a grapt"--were reluctantly express-
ed. In general, .the economic ieasons emerged as a resu't of probing
some of the other expressed reasons for seeking the grant. .In most
cases, the school was suffering from enrollment declines and budget
constraints and saw ?xternal funds as one way of helping the financial
problem while at thé same time addressing the need to revise curricu-

lum.

Leadership in Project Initiation

In this category, information was sought to determine the leader-
"ship in initiating application for a dean's grant. Questions were

designed to determine whether the leadership or major push for the

project came from the dean, the special education faculty, or the

regular education faculty. Information was alsco sought to identify
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the key actors in this stage, and who was actively involved in devq&:
oping and writing the proposal.
Some of the questions used to obtain information in this area:

i

included:

o

who were the key individuals involved in developing the
” dean's grant proposal?

. , what roles did they play? e.g., cohsultant?‘ proposal
. writer?

wére you involved? What was‘your role?
why did you become involved (why not)?

Table 4.4 presents a summary of the key leadership involved in

initiating the dean's grant proposal,

@ - | Table 4.4

Leadership in Project Initiation

Project Initiator
#1 [1]* 3
, o #2 [2]
» . ) #3 [2] 3
- #4 (1] 3
#5 [2) 1, 3
#6 (1) 3, 2 .
#7 [2] 1 ' £
#8 - 1] 2, 3 '
#9 (x] 2, 3°
#10 [2]
#11 [2) 1, 3

*[ ] indicates primary initiator,
who then involved others.

l=Dean or Administration
2=Special Education Faculty
3=Regular Education Faculty

r o
-4
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At all sites, the 1eader$hip for initiating a dean's grant
project came from either the ‘dean or the specjal'education faculty.
Even though the primary gpai'of the DGPﬂwas a revisioniof regu}ar
teachgr prepéfgtion prog;ams; in none of Fhe sites visited did thé'
regular education faculty initiate the deanjé grant process. Even’
? thouéh regulaf education faculty d;d ngt initiate the project, at
“ eight othhe eleven sites, regular education faculty were brought into’
the process from the beginning and.Qere involved in formulatang ;he

program and wfiting the proposal.

" Leadership in_Prdject Managemént

. The focus here was to identify the leadership in managing the
p;oject afte;'the grantnﬁas received. Questions were designed to find
out who “actually managed the project on a ?ay-to~iay ‘5asis, .and
“whether project management rested with the dean, the speciai &aucation
department, or the regular education faculty. Since allfprojects had
a project cdordinafor(s), questions were also directed toward learning
how the project coordinafor~was selected, at what point in the pr;c-'

ess, and his or her role and status prior to the project. Of interést‘

was whether the . coordina’.or was, from special education or regular

education .and whether he or she was a "sehior," well-established
faculty member og’newly arrived on campus. The purpose of this line
of questioning was to obtain a sense of the feelings of OWnérship of
the projéct. )

Table 4.5 identifies thg key leadership in managing the”prbjeét

. at each of the sites. Table 4.6 provides information on the role and
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status of the project coorxrdinator.

_ Table 4.5 | ;

Leadership in Managing- Project

Project RoTe
#1 (3]* 1
,. #2 2] 3
, | 43 [2]
#4 [3]
| #5 [2]
. ! $6 [3] 1 .
, #7 [3] 1 Y
48 (3] 1
*, #9 [2] “31‘.,1
C k10 (2]

;o .o [21 131 1

*[ ] indicates primary leader- - L
ship role. ,

1=Dean or Administration
2=Special Education Faculty -
3=Regular Education Faculty

TN
&

Leadzrship lq_project management. Although the dean was always

listed as the project director, the day-to-day management was gener-

ally provided by the projecf coordinator. At none of the eleven sites

[

was the dean identified as the primary manager. This is not to
suggest that the deans were not involved, but rather that the respon-
sibility for operating the project rested with faculty, usually in

some cooperative way with the dean. -~
The rote, of regular education faculty, while minimal\@n project

*»

initiation, increased ‘considerably when it came to project management.
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Although the content of the changes proposed by dean's grant projects
> ". Mk | < > N
; was special education, the‘'target for those changes was the regular.

. , '
V\Va teacher education program. The initial grants announcement inviting

<\pxoposals,"specified that regylar educagion and special education T
. C ‘ .

facqu?\shbuld be involved.in:the project. The most common pattern

4

" Q . - . *
observed.'in this study was that the dean or special education faculty

\

would initiate the process. of applying for the grant, and then involve

regular education faculty. The absence of regular education faculty

X in the initiation of dean'

s grant projects may be found in the .means

:ﬁﬂ of communication regarding the Brograﬁ! generally information =hout
. \ . ‘,{ : . . )
f %, the program frop the Department of Education went' either directly to

H
\ ’
'

- *itﬁe;géan or to thé'dean through the spécial education faculty.

.
T ~
L

. X ' :
Project coordinators' role and status. Project coordinators were

'évenly divided between special educators and reéular educators. Of

the current coordinators, six were regular educators and 'six' were

o i

special educateaf (one site had co-coordinators). Of the.six regular

-

educators, one was working on an advanced degree in special education.

Of the six sites with project coordinators from regular education

departments, the coordinators were senior, well-established f._aculty'
members.in.five sites; in oné site,the coordinatgr had nst.yét been
granted tenure and qoulq be considered "jun;or." It should be noﬁ%d
fhat one of the long-term projects (#11) began with a senior speéial
education faculty member as coordinator, and then had senior régular

eduéation faculty as coordinators after the first.three-year cycle.

.
: Al
A .
, . \
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Table 4.6

Projact Coordinators' Role and Status

Project Coordinator
%1 ) 2h
#2 1B
#3 ' 1C '
4 2R; 2A (co-coordinators)
#5 2D
#6 2A
#7 2A
#8 ' 2A -
#9 1B
#10 1C; 1C (co=coordinators)
#11 ~1A; 2A (different cycles
of project
1=Special -Education- ‘A=Senior faculty member
2=Regular Education B=Junior faculty member
. C=Newly arrived on campus
. _‘ - " D=Hired to run project

Five projects had special education faculty as coordinators. At

two of those sites, the coordinatdrs wrote the proposal almost immedi-
ately upon joining fhe faculty; at one site, the coordinator had been

on the faculty two years before writing the proposal; in another site,
the ;;ordinatbr had been on the faculty for several years on a(nonten-
nred tract line, and was involved after the proposai was submitted;
and at the other site, the coordinator was hired specifically to run

. theAprnject. |
The coordinator's role and status on the faculty seemed to be not ‘

as important as his/her leadership style and personality. At two

sites, there were indications that the coordinator was somewhat -
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abrasive, and thus the faculty Were‘not eager to cooperate with his
project. At other sites, faculty spoke in highly complimentary terms

about the coordinator and indicated tnat his/her sensitive leadership
was very impoétant in the success of the project. A low-key, facili~-
tator approach, which he_lpedv.the faculty develcp a sense that the

project was their own, seemed to be the most successful.

Perception of the Dean's Role
One requirement for awarding a dean's grant was that the dean or
head of teacher education serve as the project director on the premise

that in order to bring about change, it was necessary to have the

overt support of someone with status, authority, and decision-making

¢

capability.

Questioning in this area focused on the continuing involvement of
the dean once the grant. was received, and faculty perceptions of the
dean's involvement. The questions were open-ended and, from the
responses, three categories were defined to describe the levels of the
dean's involvement in the project after the grant was received:

1. Directly and actively involved; provides leadership.

2. Involved but to a lesser extent; plays a facilitator
role but leaves the management of the project to the
project coordinator. ’

3. Minimal involvement; provides support and clout when
requested; leaves management of the project to the
coordinator and becomes involved only upon request or in
a purely "social" way.

“Responses of the interviewees are synthesized and bresented in

Ta}?le 4.7.
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Table 4.7 -

Perceptions of Dean's Role

Project Dean's Role

#1
#2
#3
#4
#5
#6
#7
48
#9
#10
#11

HF NNV DDWWND WS

)

’

1=Directly and actively involved,/érovidéd leadership
2=Involved, facilitator role _
3=Minimal involveme.t, provided support, clout when requested

The. level of the dean's continuving involvement in the project
varied from project to project. Four of the projects reported that
the dean had continued to be directly and actively involved in the

project and had provided leadership. At three projects, the dean

continued to be involved but piayed a supporting, facilitator role. .

At the other.three.sites, the dean was seen as minimally involved.

At the two projects where the dean was the chief academic officer
in a multidisciplinary institution, the dean's involvement was per-
ceived as minimal, providing support or assistance only when request-
ed. At the pther site where the dean's involvement was perceived as
minimal, respondents indicated that he had too many other demands on

his time and was very involved in activities beyond the coliege,
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Thrre was surprisingly 1little discrepancy between the dean's
perception of his role and the coordinator's and faculty members'
perceptions of his role. And in no case was there any indication that

the dean was negative about the project or obstructed its progress. .

R
The dean was seen as supportive, @ven whnen the SUpport was minimal or

benign.

-Perception of ”Ownershib" of the Project

The importance of implementers' feeling a sense of "ownership" of
an innovation is a strong recurring theme in the literature. The
chances of an innovation té be successful are enhanced when partici-
pants can shape the ihnovation and claim it for their own (Berman &

. McLaughlin, 1975; Elmore, 1978; Lindquist, 19785.

In the present study, the issue of faculty' ownership of the
Dean's Grant project was explored tﬁrough questiqns related to per~
ceived identity of the projecf (Table 4.8) and the role of the faculty
in.the initial stages of the project (Table.4.9).

Perceptions of project identity. At the majority of sites, the

project was identified as the coordinator's project. At only one of
these sites was the coordinator in special education; the others were

in regular education. In some cases, the project was identified with

more than one person, such as the dean and the coordinator, or the
coordinator and the department, or the "perceived identity" shifted es

the project progressed.




Table 4.8 1
Perceptions of Project Identity

Project Perceived Identity
#1
#2
#3
#4

. #5
#6
#7
#8 -
#9

#10

#11 3 &2

1=Perceived as dean's project
2=Perceived as coordinator's project
. 3=Perceived as special education project
4=Perceived as SCDE project, or regular
education "departmental" project

, & 3, then 1 & 2

S NN
&
N

w

Table 4.9 Q\\

Role of Faculty in Initial Stages -

(Faculty, not deans, administrators, or department chairs)
L -

Project Faculty Role

1 3

2 1

3 2 (for a few); 3 .
4 3 ' '
5 3*

6 1

7 2

8 3

9 3
10 4

11 3

*Teacher preparation unit not involved,
not interested, did not support the effort.

1=Involved in planning

2=Knew of application

3=Found out after funding approved
4=Little or none
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At only.two sites was the project identified as a regular educa-
tion "departmental project." What is interesting is that in both of
those projects, the cpor@inater was from special,education.' At one of
those sites, each respondent quickly said the project was'a "depart-
mental projeet." Resposdents at” these sites also spoke very posi-

tively about the leadership and influence of the coordinator. What

emerges here is that the coordinators were sensitive, skillful leaders

who had the respect of their colleagues. iThey were sensitive to the
ownership issues and were skillful in creating the sense of ownership
on the part of those targeted for change.

Role of faculty in initial stages. The general pattern seemed to

be that a few faculty members plus the dean (and perhaps some depart-

mental chairs) were .nvolved in conceptualizing the project and in.

writing the proposal. For the most part, the faculty learned of the
project after funding had been approved. |

At two sites, a "needs assessment" was conducted with the faculty
prior to deyeloping a prcposal. At one of the sites, faculty were
also asked what "incentive" they would need to become involved. Where
the faculty had been involved in the early stages of project develop~
ment, and particularly where needs and interests were assessed prior
to writing the proposal, there seemed to be a greater continuing
involvement.

Summary: Leadership and Management

Table 4.10 presents a composite summary of the leadership and

management aspects of the eleven sites included in the study. The
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profile of the leadership and management of a dean's grant project

based on the composite data included in Table 4.10 and the composite

o

data on motivation presentad in Table 4.2 indicate that:

The institution identified the need to improve the prepa-
ration of regular education students to function in-
regular education settings which include handicapped chil~-
dren; and saw the opportunity to obtain external funds to
address this as well as some other institutional needs.

The application for a dean's grant was initiated by the
dean and/or special education faculty, who then involved
regular education faculty. '

Once the grant was approved, the day-to-~day management of
the project was assumed by a project coordinator, usually
‘one of the faculty members involved in writing the propos-
al. '

The project coordinator could be either from special
education or regular education and, if from regular educa-
tion, would be a senior, well-established member of the
faculty. - :

The dean ;emained involved in the project,'but to a lesser
degree.

The project was identified as the coordinator's proyect,
possibly in conjunction with the dean.

. With the exception of a few faculty involved in the plan-
ning/writing of the proposal, most faculty learned of the
project after the grant was approved.



" Table 4.10

Summary: Leadership and Management '

Leadership in

Project Coordinator Perception of

Role of Faculty#w¥

Leadership Perception of
Prpject Initiation of Project Managing Project Role and Status Dean's Role Project ldentity in_Initial Stages
# _Dean* Reguldr ed, faculty®* Regular ed.--junior Qirectly involved; Dean's project Learned of project
] Regular ed. faculty Dean faculty leadership ‘ after fuhding ape
) ’ o proved
# Special ed. faculty¥*  Special ed,=~-newly Minimal involve- Reyular ed, depart-
Special ed. faculty Tegular ed, faculty arrived on campus ment mental project Involved in planning
#3 o Few involved in
planning; most
Special ed. faculty¥* Special ed.-~junior REEE learned of project
Regular ed. faculty Special ed. faculty faculty Facil!;a;qr“ro}b Coordinator's project after funding
o ‘ /
#4 Dean* Regular ed.--senfor  Minimal involve- ~ Learned of project
Regular ed. faculty Regular ed. faculty faculty ment : Coordinator's project after funding
g :;I,v/,“
#5 Special ed. faculty¥* // § Dean's project
Dean Special ed,=-hired Minim qinvolvgf Special ed, project Learned of project
) Regular ed. faculty® Special ed, faculty to run project - ment - Coordinator's p(oject after funding
#6 Dean* ) :
Regular ed, faculty Regular ed, faculty**. Regular ed.--senior Involved 1q plan-
Special ed, faculty Dean faculty Facilitator roln Coordinator's project ing

N
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Table 4,10 (cont.)

Leadership in

Initiation of Project

Leadership
Managing Project

Project Coordinator

Role and Status

Perception of
Dean's Role

Perception of .

Project Identity i

Role of Facultykwk

facul ty¥

Regular ed, faculty®¥
Dean

Regutar ed.--senior
facutty

Directly involved;

leadership

Dean‘s'projpct'

in Initial Stages ‘

Knew of application

faculty
faculty

Regular ed. faculty®*
Dean ' ~

Regular ed.--senior
faculty '

Directly involved;
teadership

Dean's project
Coordinator's

Learned of project
after funding

faculty
faculty

Special ed. faculty¥*
Regutar ed. faculty
Dean

Special ed.--junior

faculty

Factititator role

Regular ed. depart- -

mental project

Learned of project
after funding

faculty

Special ed, faculty

Special ed.--newly

arrived on campus

Facilitator role

Special ed, project

Little or nbne ¢

Project
#7 Special ed.
Dean
#8 Dean*
Special ed.
Regutar ed.
#9 ' Dean¥*
Special ed.
Regutar ed,
#10 _
Special ed,
#11

Special ed.
Dean
Regular ed.

faculty*

faculty

Special ed. facultyk*
Regutar ed. faculty¥¥
Dean

Speciai ed.--senior
faculty

Regular ed.--senior

faculty

Directly involved;
teadership

Spécial ed, project
REgular ed.

-Learned of project

after funding

*Pripary initiator.

°Not teacher preparation.

**Primary leadershtp/management

***Faculty~--not deans, adhinistrators, department chairs, or those who wrote proposal,

st
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Discussion

"The leadership and management of the DGP were explored in this
study from several differeht perspectives, including the role of the
dean in initiating the project and his/her continuing_ involvement

after the grant had been received. Another focus was the day -to-day

management of the project and the role of the projéct coordinator.. In

exploring the importance of the dean's leadership in effecting change,

the findings are consistent with three other studies of the DGP.

Sivage, Reinhard and Arends (1981) studied the role of the dean

as an advocate of change and found that, as change agents, deans play.

. ) . . ‘
many roles--negotiator, persuader, and choreographer of the many

constituent actors in the change process.- The role-of advocate, the

intensity of the advocacy, and the faculty perception of the advocacy -

were critical in the change process.

In another study, whitmore (1981) found that in those projects

which have been most successful, the deans provided strong,visiblev

support and the faculty perceived the dean as directing the project.

A critical factor in successful projects was the dean's leadership,

where the dean was directly involved, indicating the dean's under-

standing of the goals of .the project and a commitment to being involv~

ed in the planning and implementation of the project.

As a test of one.of the fundamental assumptions of the DGP--that

-the “authority to promote change is invested in the deanship--Okun

(1981) conducted a study of deans' perceptions of their ability to

promote change in schools of educatjon. She found that deans perceive
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themselves to be in key positions to influence cﬁange -ip their
schools. While this ability could be affected by institutiongliand
environmeﬁtql factors,.the deans and target faculty agreed that,if the
'dean wanted a program to be effectivg, it% chances of §ﬁccess were
- greatly enhanced. . ’ | |

Another important factor in effecting qhange‘was the role of the
project cocrdinator who.in all cases was responsible for.tﬁe day-to-
day management of thé Froject. The dean provided prestige ahd clout,
but it was the coordinator, in daily interactiéns;with faculty, who

q

. could keep the project moving toward its goals. The style and person~ '

o

ality of the coordinator seemed moré important than role and status;

Where the coordinator was a skillful anq sensitiv; person who support-

ed facﬁlty'and encoufaged theif feelipgs of 6wner9hip of the project,
the chances of enduring ehénge being effecteé w§fe enhanced.'

It was -also important that doals in appiying for the grant wereﬂ
clear and ﬁnderstdbd and agréed to by all concerned. If feedback from-

: ' the field indicated that graduates were not adequétely prepared to
function in mainstreamed classrooms,“but'the faculéy were either not
aware or did not agree.with‘;he assessment, efforts to improve the
program would be more difficult.

One of the goa#s-implicit in the DGP was bridging the schism
between regular and gpecial education."As spe.1c]l education departf

' ments received more attention and furds, the competition bet#égn the

departments increased. Thus, to encourage - faculty to collaborate

[}
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rather than compete required skillful and sensitive leadership from .

the dean. and/or projact coordihator.

Faculty Deéelopment.

*» y

. i

In referring to the implementation of dean's grant projects,

Behyens and Grosenick (1978) indicated that of the more than 200
colleges and universities which had dean's grants most faced two basic
problems: (1)'finding the most effective ‘way to create positive

faculty attitudes toward hanolcapped chlldren and toward PL 94 -142;
T N

and (2) preparing the faculty to engage in reconceptualization and

restructuring of teacher education programs.

14

An overwhelming proportion of dean's grant projects had faculty

development. components with objectives directed toward: increasing

faculty awareness, knowledge and understanding'of E&; 94-142 and the

education of handicapped children and youth in the least restrxctlve

¥l

settlngs; creating positive attitudes toward the law ‘and ' the . nandlgap-
\t . Va \
ped; and engaging .the fa/plty in currlculum evision.

Data were sought to determine: the” scope and focus of faculty
development oomponents; the targeted faculty; " the objectives; the
strategies and activities used/fovengage the faculty; and the outcomes
and accomplishments.

% . "
A brief profile of the faculty development component .for each of

Lﬁ'

the sites includes: . .

Scope: size of school of education faculty. %
Pre-grant status: level of faculty awareness prior to the
dean's. grant project.
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Target faculty: faculty toward whom project activities
were directed, e.g., undergraduate elementary education
faculty. :

Objectives: reported objectives for the facul*y develop-
ment component of the project. : . :

¢

Strategies and activities: the means used to achieve the
objectives. ‘

Outcomes and accomplishments: self-reported progress or
accomplishment in faculty development.

;.Following the'individual profile summariés, cross;site summaries

of the féculty development components are presented.

A

Profile: Site #1

.This project, which was in ‘the seéond year .of an operational

grant, had had a one~-year planning grant, with one intexvening yeér

between' the . planning year add the operational grant. Prior to the

planning grant, the faculty were "not really aware" of PT, 94-142. The

faculty development-.component focused on all facﬁlty in the school of-

L)
education. During the "hiatus" year, between the planning grant and

the dean's grant project, faculty were involved in activitiés designed
to increase their awareness of PL 94-142 and education of the handi-~
capped.

In the first year of the operational grant, the faculty developé

ment objectives were designed to improve attitudes and sensitivity and °

increase knowledge and understanding of PL 94-142 and the education of
handicapped children in the least restrictive environment. A second
aim was to assist the faculty to develop th skills to review, ana-

lyze, and. modify curriculum to prepare preservice regular educators

for mainstreamed classrooms.

123
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Figure 9;1.

Faculty Development: Site #1

Scope: School of Education Faculty: 46 (ihcludes 14 from Laboratory School)

" Pre-grant Status: Faculty not really aware of PL 94-142

0b jectives

Stragggies/ActiJi es .

Outcomes/Accomplishments

Target laculty

A1l faculty in School
of Education:

Develop positive attitudes/sensitiv-

jty toward handicapped kids and LRE.

Increased knowledge of PL 94-142,

Develop skill to revise curriculum=--
re prepare preservice. '

Revise own teaching skills.

—-——

Retreat-~on regular time.

Field visits-~school for deaf;
special classes; mainstream class-
rooms.

Materials-=films.
Releese all faculty--2 days=--work on

curriculum revisfon (students in
field assignments). '

Faculty saw need to change--began to
revise total curriculum structure,

Approximately 60% of faculty partic-

fpated in at least one DGP activity. |

Higher education faculty wha consid-
ered themselves as expert became
learners=-~learned from practition-~
ers, handicapped. '

12

4
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An implicit goal was to have faculty improve their own teaching.

‘"If we could get our faculty to change their methods of instruction,

that means our students will go out with a background of new methods.
We must model--we can't just tell students to go out and use individu-
alized instruction."

The major strategy used to achieve these objectives was bringing

regular education faculty and special education faculty together to

plan. This was done through dinner meetings, one retreat (on regular

time, not a weekend), workshops using hé&ndicapped persons as re-

sources, and visits to special education and mainstreamed sites. One.

major activity was arranging for all students to have two days of

field trips ' to handicapped education settings, and allowing the

E faculty to be free of classes for those two days to work on curriculum

revision. Faculty also reviewed materials, films, filmstrips, and
other educational resources.

Approximately 60% of the faculty participated in at least one
activity sponsored ky the dean's grant project. One major accomplish-
ment reported by project leadership was that the faculty saw the need
to change and began to look at fhe curriculum as a‘whqle, possibly
leading to change in the structure of the teacher preparation program.
A second outcome was that higher education faculty, who had considered
themselves to be "experts," became learners~-learning from practition-

ers in the field and from handicapped persons.
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Profile: Site #2

This dean's grant project was in its fourth year. The first
three years were directed to on-campus faculty development and curric-
ulum revision. In this fourth year, the project was moving into an
outreach phase, providing faculty development for several small
colleges in the area. |

A needs assessment conducted prior to initiating the dean's grant

indicated that the facult& had some awareness of PL 94-142, but did

not see any implications for their own teaching. The  first year of
the project emphasized faculty development with a clear focus toward
curriculum revision, and included the whole department. Objectives
were to improve faculty awareness, attitudes, and knowledge of PL
94-142 and the education of the handicapped, leading to increased
skill in adaptation of curriculum to include content on the education
of the handicapped.

The activities and strategies used to achieve these objectives
were based on the faculty's suggestions for "igcentives" to partici-
pate. Activities included a faculty retreat each year, seminars and
workshops using outside consultants and handicapped persons as re-
sources, and a special course for the faculty on the education of the
handicapped in mainstreamed settings given by the project coordinator.
Each semester, one faculty member was given released time to work on

curriculum adaptation and revision or related research.



Figure 4.2

Faculty Development: Site #2

Scope: Education Faculty: 16

Pre-grant Status: Faculty--some awareness of PL 94-142, but did not see implications for own teaching.
Att{ituds toward mainstreaming=-generally positive,

Target Faculty ____ Objectives

Outcomes/Accomplishments

A1l faculty in Educa- Awareness of PL 94-142,

tion Department: 16 .
Attitudes toward PL 94-142, handi-
capped,

Knowledge'éhout educationa1l§ handi~
capped.

Skill in adaptation of curriculum.

Strategies/Activities

Pre-grant needs assesshbnt re incen=
tive to participate (release time,

travel money, materials money, con- -

sultants).
Fall retreat each year.
Seminars with handicapped.
Use of consultants.
Release time--selected faculty to
work on curriculum revision or
research.
Special course for faculty.
Most effective:
Retreats

Release time
Direct contact with handicapped.

A1l faculty, but 2, bartfcipated in
some activities.

. Assessment showed:

Attitude change
increased awareness
Increased knowledge

Faculty change mostly in awareness
and attitude, knowledge to a lesser

extent.

“Faculty realization of how compre-
hensive education can become, and
its costs.

"Awareness on part of faculty of
obligation...if our students are
going to be successful, we must help
them to be aware o handicapped kids
and mainstreaming.” ‘

Sy
L o

- 011
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In the outreach phase (year 4), some faculty were used as train-
ers for fgculty in other colleges, putting them in a role wi;h‘respon-
sibility aﬁd leadership in the project;

All but th faculty participated in project activities. Reported
outcomes based on local aésessment showed changes in faculty'atfi-
tudes, awareness, and kho;ledge.

Faculty change was "mostly in awareness and attitude; knowledgé
to aziesser extent, but at least we now have a base for work Qith‘the

handicapped. Prior to the [project] not only did the faculty not know

anything about working with the handicapped, some probably resisted

learning anything about them."

There was "faéulty awareness of our obligation.£hat if our stu-
dents are“going-to.be successful, we must help them to be awére of
handicapped kids and mainstreaming."’

The most effective activity for the department were the retreats
which provided the "opportunity to come together as a(faculty-around
some common issueé-—partly business and partly- social." For individ-

ual faculty members, the most effective strategy was released time to

work on curriculum revision, to develop new bibliographies, syllabi,

and materials.
The seminars with handicapped persons were also very effective,
as was putting faculty in leadership (trainer) roles in the out:each

-~

parts of the project.
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Profile: Site #3
| At the time that the dear.'. . grant proposal was written, the
school of education\was undergo. ¢ some impbrtant change;’ The propos-
ai was initiatédﬁby_a special education faculty member who had just
arrived “on campu“'s and who became project coordinator.: A faculty
member from regular education was contacted to become co-coordinator,
and ‘the proposal was written by‘the two co-coor;dinators". At that
time, there was an acting dean in the school of éducation; the current
dean érrivgd mid-year, after the proposal was .submitted but prior to
receiving approval Qf thé grant. Just before beginning'the project;
‘the co=coordinator from regular e@ucatioﬁ iearned that this would be
his final year at the university. Althéugh he served as‘coofdinaﬁor
during the first year-of the project, his department made no effort tb.
replace him.on.the project after he ieft the university. .In'the next
two years, the portion of funds allocated for the cé-coordinator was
used to give selected faculty mgmbe;s released time tp work on curric-.
ulum revision.
The faculty develqpmént aspects of?the project w;reAdesigned to -
_foster commitment on the part of regular,education faculty to see the
education‘of the handigapped as a shared responsibility, and to engage
the faculty in modifying the curriculum to prepare regular educators
with the competency to educate handicapped children in mainstreamed

.

settings.

. T




Figure 4.3

Faculty Development: Site #3

Scope:
Pre-grant Status:

School of Education Faculty:
Faculty somewhat aware of PL 94~ ~142; -

someone else's respansibility.”

60 (includes 22 in Laboratory School)

i Regular Education faculty believed PL 94-142 "would go away"; and even if handicapped kids don't go away, they: will he

a

Target Faculty Objéctives

4Strateg1es/Activities

‘ Outcomes/Accomplishments

Foster commitment of Regular Educa-

tion faculty to see education of

. handicapped as a shared responsibil-
Vocational Education, ity.
School Services fac-
ulty~--about 30 (to

_ lesser extent),

Teacher Education
faculty (about 30).

Engage faculty in curriculum
revision, °

Collect, review materials from other
projects.

"Brown-bag 1unches"--outside
speakers.

I’

AN
One-on-one.

Release time for selected faculty to

work on curriculum revision.
Most Effecttve;

Yone- on-one"--direct work with
targeted faculty;

sharing materials,

Increased awareness of special stu-
dent.

Increased understanding of teachers
in mainstreamed settings.

Some faculty change-;more‘working to-
gether, '

Overall--minimal faculty change, es-
pecially re implications for own.
teaching.

-t
o
[
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The coordinator took, a low-key,. low-profile approach, working

mostly one-on-one with faculty to assist in- revising courses. The

-

‘coordinator found passive resistance to be very strong,

Reported progress indicates some increase in faculty awareness

ahd understanding of handicapped children and the needs of teachers in

N

mainstreamed classes. But, overall, faculty change was described as

minimal, especially in regard to the implications for their own teach~

ing.

Site #4

The dean's grant proposal was initiated by the dean, but written
by two regular education faculty. Special education faculty served as

consultants.

The.'faculty development component focused on those faculty °

members who taught.the«pfofessional education coufées for undergrad-
uate elementary and secondary education.” In the first -year of the
pProject, activities were aimed at increasing faculty éwareness,
attituée, and knowledge of thé law and ité implications for education.
Seminars, workshops, and site visits were used and faculty participat-
ed on a vo1untary'bésis.

Anothér aim was for facuify to increése their skills to revise
the curriculum to prepare rvegular educators with. competencies to
function in mainstreamed settings.. Two "on-campus retreats," all-day
planning sessions, were uéed and considered to be very effective.

This project encountered considerable resistance from both the

regular education faculty--who were not sure that mainstreaming was a

134
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‘Figure b.b Fy
a N
Faculty Development: Site #4 v
S— .
Scope: School of Education Faculty: 68 _ : ;5
Pre-grant Status: Faculty may have been aware of PL 94-142, but very little awareness of implications for own teaching. . 4
Very limited idea of LRE; some saw it as 'watering down" curriculum"; others saw it as siphoning away resources from gifted E
and talented, ' : y
T
Target Faculty ; . Objectives . R Strategies/Activities Qutcomes/Accomplishments _ 1%
Elementary Education, ~ Increased awareness of, sensitivity Seminars, workshops--consultants, Increased awareness, sensitivity on -
Secondary Education to needs, interests, abilities of handicapped, parents, practitioners. the part of most faculty. ' , . E
faculty: 175-40 ‘handicapped kids. ) v
(includes Special . . Site visits., ~Increased knowledge--fewer faculty. ‘
Education faculty) Increased knowledge, understanding tj
n

of handicapped conditions and impli-
cations for education,

Skill: engage in curriculum revi-
sion, prepare regular educators for
LRE settings.

On-campus retreat-~curriculum

planning. *

Release time for selected faculty
curriculum revision,

Most effective:

on-campus retreat;
curriculum planning,

Faculty resist change:

Regular educators--not sure it's a-
goud idea ‘

Special educators~-saw it as im~ v
pinging on their own turf,

"Faculty resist 'being developed'
and learning new ways of working." o

"Can increase knowledge; changing
attitudes much more difficult,”

P-‘
[
ol
'
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good idea--and special education faculty who saw it impinging on their

%
own turf.

The outcomes reported by this project included a general increase

in faculty awareness of PL 94-142 and its implications for the educa-

" tion of the handicapped. To a lesser extent, there was also change in

”

faculty attitudes and increase in the knoqgég;e'and skill levels.

Profile: Site #5

The dean's grant proposal was initiated by'facﬁlty‘in the physi-
cal education department who had prevjvusly worked with special
education programs. The head of the teacher preparation center was
not interestedlin the project and did not support the effort.

The . focus of this deaﬁ'é\grant project was to affect faculty
qcroés six schools and 25 departments; The aim was to modify curricu=-
lum to prepare graduates from a wide range.of discipli..es to serve
handicapped clientele more effectively.' The project also aimed to
increase faculty awareness, university-wide, and to engage faculty in
curviculum rggisfah\qn a selective basis.

" In-'order to achieve increased faculty awareness, the coordinator
conducted a workshop in each department. On thelbasis of recommenda-
tions from the dean and chairs, about 40 faculty were identified to
work on curriculum revision over the three years of the project.u The
coordinator, working one-on-one with the faculty member and éroviding
supporting materials and resources, was the primary means of achieving

curriculum revision. ,
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Figure 4.5 . i

Faculty Development: Site #5

Scope: Foci university-wide--acgfss 6 schools, gpproximateiy 25 departments. ' ' . _ .
Pre-grant Status: Faculty awareness of needs of handicapped very low. ) :

Target Faculty y Object{ves ‘ Strategies/Activities Qutcomes/AccompIishments
Total faculty, uni- Increased awareness of'handicappqd} "General awareness" session held in About 50% of faculty generally aware
versity-wide, about ’ each department. ' -=project seen as directed toward
500, ' ' _ , . v handicapped on campus.
"' "Handicapped awareness'--films, ° ‘ )
simulations, panels, . Deans, vice presidents, etc,~=-in- ot
¢ - ’ ' ‘ creased awareness/sensitivity toward ')
Selected faculty-- Increased knowledge and skill in Worked one-on-one with target handicapped, S
multidisciplinary, serving handicapped. _ faculty to modify courses,
about 40-50. . Approximately 30 faculty involved in
Modify courses/curriculum, Miniugrahts to provide student .third year, . ‘
assistance in revising courses;
e.g., research, bibliographies. 6-12 faculty really involved; chang-

ed courses, curriculum,
Materials/resources,

. Y ' R Coal to affect entire university~~
(Teacher education . Most effective: : too broad.
faculty not involv- ' :
ed). ‘ - one=on-one;

direct assistance,




118 A

The project reported that many of the faculty thought the project
was designed to improve services and education for the handicapped
students on campus, with only a small proportion recognizing the .
implications of preparing théir graduates to serve handicapped cli- ¢
ents.

Over the thrée years of the project, about 30 faculty members who -
were engaged in curriculuﬁl‘revision became very committed to the
project and to the eduqation of the handicapped. One outcome, not
specifically expressed as an objective, was the increased awareness
aﬁd sensitivity toward the handicapped on the part of university
administrafors--vice presidénts, deans, and department chairs.

It should be noted that none of the teacher preparation courses
were targeted for change and none of the faculty from.the teacher
preparation center were involved in the project. 1In the third year of
the project, the appointment of a new director for the teacher prepa-
ration center, one who seemed more amenable te the concepts of the
dean's grant project, indicated that the teacher education faculty's
resistance to ktecome involved might be diminishing.

Profile: Site #6

The faculty development component of the project was designed

¢

with two levels: to increase awareness and knowledge for the total

school of education faculty; and, for those faculty who taught the
elementary and secondary education courses, to develop the skills to
modify the curriculuh to prepare regular educators for mainstreamed

settings.




Figure 4.6

Faculty Development: Site #6

Scope: - School of Education Faculty: 52

Pre-grant Status: Only Special Education faculty knew of PL 94-142; others not real

problem"

ly aware; those who were saw it .as "spectial education

Target Faculty

Objectives

Strategfes/Activities

Outcomes/Accomplishments'

Total faculty: 52

Specific focus: Ele-
mentary Education/
Secondary Education
faculty.

. Attitude change.

“Increased knowledge of law,

Curriculum revistion

New instructional skills re

preparing regular educators for

handicapped kids in LRE.

Faculty retreat. .

Seminars with field-based
practitioners,

Dinner meetingsNW1th hand{capped
and/or parents.

Mainstreaming conference on campus;
university-wide, plus field based.

Sfte visfts to schools.

Overload stipend to selected facul-
ty--interdepartmental team--to study
issues, concerns, fmplications for
teacher preparation; to make recom-

"mendations for curriculum revision;

and to work with other faculty on
curriculum revision,

Most effective:
interdepartmental study team;
direct contact with handicapped
and/or parents.

Every faculty member participated in
at least one aétivjty: 50% attend
on-campus mafnstream conference; 50%
attend at least one site visit.

More positive attitudes.

Increased knowledge of PL 94-142 and
handicapped kids.

More faculty communication, coliabo-
ration, including research with
focus on handicapped and LRE.

Dean: 'Satisfied that we have
touched greater number of faculty
than with any other grant we have
had."

61T
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In addition to the activities designed specifically for school of
education faculty,’the project sponsoredlan annual on-campus main=-
streaming conference to which faculty and students from other parts of
the university Qere invited. The response was minimal even though the
university had a relatively large proportion of handicapped students
and was amoné the firs; to be "fq;ly accessible.,"

Reported outcomes indicated that eQe;y faculty 'member in the
school of education was involved in the project in one wéy or anbther,
.and that awafeness, attitude, and .knowledge levels were generally
improved. The dean remarkedi "I don't think that there is a faculpy
member who isn't aware of PL 94-142...7 don't think there is a faculty
‘ . ' member we havén't dirzctly touched." |
| IOne outcome, 'not exﬁressed as an objective, is that the special
education faculty were also reviewing éheir:courses and making somef
changes to reflect mainstreaming concepts.

Profile: Site #7

In applyiﬁg for the DGP, the dean saw an opportunity,to bring the
faculty together, to_revitalize all school of education programs, and
to bring about change in the faculty's gpproach to the handicapped.
The chair of the special education department played.a key role in
developing the proposal, but "did not want .to run it... [he] did not
want it seen as 'another special education project thrust upon us,'"
The dean's council chose as the project coordinatorca senior, well~-

respected regular education faculty member who had very little knowl-




Figure 4.7

Faculty Development: Site #7

Scope: Total School of Education Faculty: 32 full-time, &4 part-time.
Pre-grant Status: Some faculty knew of PL 94-142; most had only slight awareness. .
' Regular Education faculty saw education of handicapped as Special Educatvon problem.

for PL 94-142,

Sars 1egalistic not hdmanisgic reasdns_

Target Faculty Objectives

_ Outcomes/Accomplishments

Regular ‘education

Awarenéss of PL 94~142 and LRE,
faculty '

Attitudes.
udes.

"Knowledge of PL 94-142.

Engage in curriculum development
revision for 311 programs.

Special education Accept notion they do not own the
faculty kids.

Strggggies/Actlvitiés

Needs assessment.

Kick-off session--handicapped person

~as speaker.

Brown-bag lunches with:
parents of handicapped;
handicapped persons; -
educators from field.

Field visits to handicapped centers,
mainstreamed classrooms=~«15=40
hours.,

Provide mater{als/resources,

Most effectlve:

- direct contact with handicapped
persons, parents of handicapped;

- field visits, brown-bag sym-
posia;

~ materials/resources.

75%-100% participated in at least

" one activity.

Increased awareness for most.

Attitude change for most.

_Increased knowledge of PL 94-142 and

LRE.

Curriculum change in all programs
inftiated.

Faéu1ty have overcome discomfort
with the handicapped.

Faculty interaction improved--know

_each other better.

Primary benefit: "Faculily beginning
to see implications for own teaching
-~how to_improve education not only
for handicapped kids, but for all
kids,"

12T

145

Foa
A Y U S .




R L Ay . 1 EL a8 2L A AC A Al Ean S S
PR A L A PN t

122 | | AN

edge of PL 94-142 and the education of the handicapped. “She,hfhus, AN
became a léarner along wity all the other participants."

‘The fac-ulty knew of the prbpqosal prior to its submissioh and
their reéctiqns were-characterized_as'“rahging,from indifferent to

enthusiastip.“ Departmental chairs provided "letters of support" for

®

the proposal.
The faculty development activities, concentrated primarily in the
first year of the project, were designed to improve faculty awareness,

9

attitudes, and knowledge of PL 94-142 and the education of the handi-
capped, and engaging the faculty in reQising curriculum. .State legis-
lators required that regular elementary and secondary educatiQn.pro-
graﬁs include content on the education of'the:handicapped (defined in
11 competencies). However, this project chose to review and modify
¢ not only those two programs, but the other six in the schoovl as well.\

| A variety of sfrgtegiés and activities was used to attain the
objectives, including fbrown-bag_symbosia," field visits, and provi-
sion of materiais'and resources. One épecial feature of this project
was the extensiveness of the faculty's %ield visits. During the
January "term," é month between.semeéfers whén very few classes are

held, there is an "unwritten understénding" that faculty are avail-

able. This time was used for dean's grant activities, and a series of

field visits was scheduled. Faculty members spent from 15 to 40 hours
visiting handicapped centers and mainstreamed classrooms.
The reported outcomes indicate that at least 75% of the faculty

. participated in at least one dean's grant activity. Even though some
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_ . .
faculty only "went through the motions" and some "will be glad to see

the project end{ as change is uncomfortable," reports indicate im-

provément in faculty awareness of, "attitudes toward, and knowledge of .
PL 94-142 and the eéducation of the handicapped. Direct contact with

he handicapped or the parents of handicapped children and the field;

‘visits>weré the most effective strategies used in this project. -

Profile: Site #8 - o l

The project at this site Qas among the first-to receive a-dean's
.grant and was in its eighth year; The pro 6£ began with focus'on
both graduate and. undergraduate but 'shifted to only. undergraduate
becauée of’ the negative reaction on the pgrt of the graduate facu%fy.

The project delibe:ateIQ took a low-key épproach (}n order to
minimize faculty resistaﬁce. Also, the dean éelectéd a regular educa~-
t_ion faculty member, to be project coordinator .because‘ the special
education department was.very strong and would "threateh" the others.

This broject was different from the others in ;hat the major
focus was to reach students directly. In thelfirst yéar or two, the
p?oject had facult§ development workshops,'seminars, and activities
similar to other project. The approach then shifted to team teaching,
or using a teacher-consultant .in selected sessions of classes, on,the
'premiée that student pressure would cause faculty change. The major
strategy here was one-on-one--the coordinator working with}individual
faculty members to infuse mainstreaming concepts into their éourses.

Because the coordinator worked primarily on a one-to~one basis, he




Figure 4.8

Faculty Development: Site #8

Scope: School of Education Faculty: 81
Pre-grant Status: Most regular education faculty not aware of PL 94- 1#2, or implications for preparation of regular educators. -

Y

Target Faculty

Objectives

Outcomes/Accomplishments

. Primary target- coré
of undergraduste fac-
ulty--approximately
10.

Regular education
preservice faculty.

Special education
faculty. . :

Assist faculty to infuse special

education content into their
courses.

Increase competency in education of
handicapped in LRE. .

Increase competency in regular edu-

. ,cation,

Strategies/Activities

Low key, 1ncremental‘appro;ch.
Primary strategy--one-on-one.

Teacher-consul tant=-teach some
sessions, 2 classes.

Early in project seminars,
A workshops for faculty and
students--used. special education
faculty, parents, teachers,

Focused directly on students:
we get students aware of PL 94-142
and handicapped kids, students will
. start asking questions, faculty will
have to change."

Most effective: one-on-one.

ll|f

Lo

Generally increased awareness.

Some change .in faculty attitudes/
sensitivity.

Some still resistant:

* feel that taking from gifted/
normal to give to handicapped;

vZT

feel that preparing students to
work with average, not special
needs kids.

0f 10 core faculty, major change fo}
70%; change medium to low for

others,

Strong Special Education department.

‘Won't let regular educators forget

handicapped.

Some key faculty began to look at
undergraduate program as total, not
piecemeal,

149




125

worked with only a small nnmber of facg}ty each year. But, over the
‘course of the pfojeqﬁ, he was able to reach most departments.

The proﬂect reported fhat the greatest change occurred'aﬁong the
facﬁlty wﬂo were difeqtly involved %p revising,the'guxriculum. Al~-
though there was some awgrenéss and attitude change among the-others,
the resistance was stillﬁpretty sérong. |

Profile: Site #9

This site had a small planning- grant prior to submitting a pro-
posal for a full three-year dean's Qrantsp;oject. The dean and the
chairs from elementary education, secondary education, and sPécial
educatiqn wrote the broposal.

The college of education ‘had highly erartmenta.iized programs
»witﬂ very strong self-contained departments. Feedback from the field
indicated that gradu#tes weré not prepared to function in mginstfeamed
settingé. Somehow the feedback was not feaching the faculty who
thought théy were doing an excellent job of preparing-students for the
schools. Tpe dean 'saw the dean's grant as an opportunity to devélop
and test a‘new model of teacher preparation whiqh would cross depart-
mental barriers and brovide an integrated, generip approach fof ele~
mentary education, secondary education, and speciél education.

After the grant was apprdved, the dean and chairs chose as the
coordinator a faculty member wh? had the appropriaté backéround but

who was not strongly identified with any one department. This person

had been on“the faculty for a few years on a nontenured track posi-

?
v

tion.




Figure 4.9

Faculty Development: Site #9

Scope:
Pre~grant Status:

School of Education Faculty:

150

Faculty not really aware of PL 94-142; those who were saw it as someone elte's problem,

‘Target Faculty

Objectives

Strategies/Activities

Level 1:

Total educational
faculty

Level 2:

Faculty who teach
core courses.

v

Level 3:

’
Interdepartmental
team.

Increased awareness.

Increased knowledge, skills,

Modify courses to infuse mainstream
content,

’

Develop a model, cross-departmental
education program--elementary educa-
tion, special education, secondary
education,

Modification of all courses,

-

-

Needs assessment.

Brown-bag lunches.

Use of materials, film§, etc,

Conference on mainstreaﬁing with
other DG projects.

«

Retreat~~faculty in %articibating

* departments.

)

Site visits to schools.

" Mini-grants for faculty to collabo-

rate on research with mainstream
focus,

Informationa”’ services; resources
center.

Leadership role in planning/assist-
ing other faculty to have direct and
field-based experiences with handi-
capped,

Outcomes/Accomplisﬁments

Faculty response-~fair to low.

General awareness increased school~ :

wide,

Small groups really involved, bene-
fited greatly; others so-so.

Faculty beginninglto work across
departments, . ' ‘

Faculty rethinking courses in terms
of competence.

k]

v
i
l_i)
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~The faculty development component was designed with different

objectives for different segments of the faculty, with the most inten-

sive experience designed for the intexdepartmental team déveloping the
new teacher education model. The program activities were also differ-
entiated each year. 1In the first year, the emphasis was on increasing

awareness and knowledge; in the second year, "mini-grants" were

[ [
awarded to encourage. research on topics related to the dean's grant

prbject; in the éhird Year, an on-campus conference was planned where
p{ mini-grant /-

This project reported that, generally, faculty response was fair
to low. However, in spite of this, there was an increase in faculty
a. ‘reness and knowledge; faculty were engaged in fevising methods
courses, the genérié teacher‘preparétion model was being piioted, and
faculty were beginning to cross departmental barriers to "work to-
gether. -

Profile: Site, #10 -

4

This site had had a threeryear dean's grant project in one of the
early cycles. The college did not consider the first cycle project as
successful, and at that time did not aPply for a continuing cycle.

During the term of the first cycle project, a ndw dean was appointed

and, shortly after the project ended, a new special educator joined

the faculty and almost immediately wrote the proposal for a new dean's

grant project. Shortly thereafter, the school of education was "writ-

facu;%y would present reports on their research supported by the -

.
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Figure 4.10

Faculty Development: Site #10

Scope: School of Education Faculty: 40
Pre-grant Status:

Target Faculty Objectives

(W}

Strategies/Activities

Outcomes/Accompl ishments

Increase kngwledge about education
of handicapped.

Earlier cycle: Focus
on faculty develop~
ment

Adapt courses.

Offered special education course for
faculty.

Worked one-on=nne. -

increased awareness of PL 94-142.

Increased knowledge about handicap-
ped kids.

Few faculty adapted courses.

More cross-departmental cooperation
~-special education not seen as so
separate,

"Faculty more aware of federal law
and mardates whether we adhere to
them or not,"

-y
o |
(W |

82T
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ten out" of the state budget and had to engage in a "survival" battle,
which led to major reorganization. R

In summary, Site #10 had a three-year~dean's grant project, a

+

one~-year hiatus, and was in the fourth year of a new cycle of dean's

grant project. Both the dean and the project coordinator were diffex-
ent from those in the earlier cycle. .

The earlier cycle had a faculty development component, and

offered a three-credit course for faculty who could use the course.

toward state certification in special education. In this cycle, the
primary emphasis was on offering a required "mainstreaming course" for
all regular education students and some inservice training for field-
based supervisors.

The project reports, howevgr, that there has been an increase in
faculty awareness and knowledge of the law and the educatiqn of the
handicapped, but the ﬁajor impact is directly on students.

Profile: Site #11

This site was in its third c¢ycle of dean's grant projects. In
the first two cycles, the project focused on undergraduate depart-
ments; this cycle focused on two graduate departments which prepare

school administrators and counselors. The dean was involved in

" writing the initial proposal and had been the project director for the

entire time of the project; however, there had been three different

coordinators.
The faculty developmer+ component used a wide range of activities

and strategies, focused on the particular targeted department. In



Figure.4.11

Faculty Development: Site #11

Scope:
Pre-grant Status:

School of Education Faculty: 175
Had state legislation prior to PL 94-142 re preparing regular educators for handicapped in LRE.

Faculty beginning to become aware of needs of education of handicapped.

Needs assessment:

Faculty generally sware of PL 94-142; were not doing much about it in their classes.

Target Faculty

Obiectives

Strategies/Activities

Outcomes/Accomplishments

Early cycle:

Target: Undérgradu-
ate preservice teach-
er education about 75

- in LRE... N

AY

Positive attitude toward handicapped

W

Increased knowledge about LRE coR-
cepts,

Skills to revise curricylum to pre-

" pare educators for handicapped in

LRE.

Awareness workshops--department
chairs and 1 or 2 faculty from each
department. '

Increased awareness.

" Increased knowledge re PL 94-142,

- handicapped kids, LRE.

Retreats
Small group seminars

One=-on=-one-~coordinator and individ=-
ual faculty.

Review extensive 1ist of competen-
cies re curriculum revisfon.

Interuniversity conference.

Most effective:
retreats;
one-on-one-~working with faculty
to modify courses.

Interunivofsity activities involved
faculty in leadership role--increase
commi tment . :

Faculty attitudes:

- more comfortable with handicapped;

- regular educators see own role in
education of handicapped=-not sole
turf of special educators.,

Revise curriculum=-infuse "eritical

competencies."
Regular education faculty
perceptions of special education

more positive.

More interdepartmental faculty
interaction; some team teaching.

Faculty involvement in schoolé'ggg

increased.

Major outcome: Faculty sensitivity
and knowledge re PL 94-142 and

mainstreaming, and curriculum change
resulting from that,

Ot1
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addition, the dean had assumed a leadership position in the region and
the prrject sponsored interuniversity activities to.provide faculty

developirent for faculﬁy from other universities, 'Faculty from the

‘prcject who served as “trainera" were then engaged in a leadership

role with collecagues from other institutions.. Reaction ‘from . the
facu;ty’interviewed vas. that this was a very effective way of enlist-
ing the active partic._pation of faculty and increasing their commit- _
ment to’the project and its goals.

This proﬁect raported that the major ,outcome was inéreased
facﬁlty sensitivity and knowledge ofv PL 94-142, the concepts: of
educating handicapped children in the least restrictivé environment,
and the resultant curriculum changes., ' .

Another outcome reported by this project was the impact on the
dean, Cver the course of. the préject the dean had bgcome not onlyAa'
visible leader for dgén's grant projects, but an active advocate for

the effective education 'of handicapped children.

Summary: Faculty Development .

The follocwing tables present composite summaries of the faculty

- development components in the eleven sites. -

Scope and focus. In general, the faculty development activities

were focuséd cn different segments of the faculty, depending on the
desired outcome (Table 4,11). The activities designed to,increase
awureness and improve attitudes were directed toward broad segments of
the faculty, or even toward theAtotal faculty.' The more intensive

faculty development, including increased knowledge and skill in revis-
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Table 4.11

Summarys Scope of Faculty Development

Project

Total SCDE Faculty

Targeted Faculty
#1 46 (inq]qdes 14 lab school) kY3
#2 16 16
#3 60 30 (teacher ed. faculty)
#4 68 25-40 (elementary ed.,
secondary ed.)
#5 500 (university-wide) | l. 500 (university-wide)
i 1. 40~50 (selected)
’ . L J
#6 52 l. 52 -
If. 36 (elementary ed., sec-
ondary ed. faculty)
#7 36 36
#8 YA l. : 147 (total faculty) .
i, 20-30
\\ . 10
#i0 40 40
#11 170 l. 75 (undergradusate)
Ite 13 (graduate)
Note: Sites #5, 6, and 9 identified different objectives for differ-

ent segments of the faculty.

£
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ing curriculum to incorporate content on the handicapped, focused

primarily on the undergraduate, preservice teacher education faculty.
Objectives. The faculty development objectives were generally

directed toward preparing the faculty go revise or modify the curric- .

ulum for preparation of fegular educators. Most projects followed a

pattern of emphasizing farulty development activities in the early

stages of the project and then moving the faculty into curriculum

revidgon activities.
* All projects had faculty development objectives aimed at‘iﬁprov-
ing faculty awareness, attitudes, and knowledge, although the specif-
' \

ics of these objectives and activities varied from site to sf@e (Tqble |

4.12). At some‘sites there were different objectives for different

Table 4.12
Faculty Development: Objectives

Objectives Project
Awareness : ' .2, 4, 5, 7, 8, 9
Attitude 1, 2, 3, 6, 7, 8, 11
Knowledge ' 1, 2, 3, 4, 5, 6, 7, 9, 10, 11
Skill: Curric .lum Revision 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11
Skill: Teaching Performance 1 |

segments of the faculty.' For example, awareness and attitude change
activities would be directed toward broad segments or even the total-
faculty, while the knowledge level and skill building objectives were

targeted more specifically to faculty who would actually be engaged in
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revising the curriculum. Onuﬂﬁ%ne site indicated an objective for

change in the teaching performance of its faculty.

Strategies and activities. All the projects}feporfed using a
variety of activities aﬁd approaches fo;‘fadulty deQelopment (Table
4.13). Although seminars and workshops seem to be the most comnibnly
used activities, there was considerable variationrin their structure
and use. Some were i;formal."brown-bag" lunches with resource per-
son#, some were connected to'fabulty/departmental'meetings, and othgrs
were more 'formallyv structured sessions 'with consul;ants. oFaculty
participation in seminars and wprkshqps.was generally voluntary and
met with varied success. Some project coordinators reported that
faculty participation was moderéte to low and*sqﬁe felt: that facylty
partiqipation might have been better if the dean had been stronger in.
"encouraging" attendance. Having curricular and ihstructional materi-
als available was another commdnly used strategy. | ‘ ' .

Released time for faculty to work on revising their courses was

reported in four sites and was generally considered to be effective.

~In two sites, coordinators reported that curriculum revision resulting

from released time did not "match" the amoﬁnt of faculty time‘provid~

ed. The other two sitesvfelt it was a very important and effective

use of faculty time. Another'strategy perceived as very effective was -
Pt :

that of providing assistance to faculty uéing a one-on-one approach.

Generally, this took the form of the coordinator's working directly

with a faculty member to modify curriculum. A number of the sites

reported that direct contact with the handicapped--either resource




135

A A Ak b e

‘Table 4.13

Faculty Devélopment: Strategies and Activities

P

Strategy/Act;vity Project
Retreats 1, 2, 4, 6, 9,11
Seminars/wofkshops | 1, 2, 3, 4, 5; 6, 7, 8, 9, 11

~ Site visits 1, 4,6, 7,9
Teacher~consultant ‘BL 9
Mini-grants 5, 9

. Release time - _1; 2, 3, 4

' Materials/resources 1,2, 3,4,5,6, 7,8, 9,11
On=-campus confgrence 5, 6
Special course for faculty 2, 19
One-on-one assistancé 3, 5,8, 10, 11
Externallconsultants* 1, 2, 3, 4

_ Interdepartmental teams 6,9
0ut~QfFload st ipend 6

163
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persons for seminars or children in classrooms --was very effective in

changiﬁg faculty awareness, attitudegs, and knowledge about the educa~-

tion of the handicapped.

Reported outcomes. Increased awarep€ss was the most frequently

reported outcome, particularly when reffrring to the total faculty or

inal change was reported to a

Table 4.14 .
Summary: Reported Qutcomes of Faculty Development

Qutcomes Project ‘
Increased awareness_re PL 94-142 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11
. Change attitudes re handicapped 2, 6,;7, 8, 11
' Increased knowledge re education of the , '
handicapped 2,3, k6,7, 10, N '
Skill in curriculum revision 1, 2, 3, 4, 5, 6, 7, 8, 9, 11
Interdepartmental collaboration re 1 ‘
" teaching, research 3, 6, 9, 10, 11 «* :
Other: / |

Higher education faculty became
Tearners 1

Deans, VPs, etc.=-increased awareness,
knowledge, etc. 7, 11

*Faculty development activities generally began with a broad focus on

increasing awareness and attitudes, and moved into activities more specifi- =~

cally focused on knowledge acquisition and curriculum revision skill for
smaller groups of faculty. -

A1
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Seven projects reported that faculty had increased their knowl-
Edge, but generally this referred to a smallex group of faculty'
memb;rs who were directly involved in the project, The same could be
said of the skill level for xevising curriculum. All but one ;f the
: projé;ts rgported some progress in engaging faculty in éurriculum
revision. The level of pfogress ranged from the planning stage to
revision of all syllabi. Generallf, the faculty directly involved in
curriculum revision were small in number and then served as facilita-
tors for other faculty in revising their courses.

The importance of faculty development to achieve instructional
improyement in higher education has been discussed extensively (Ber-
quist & Phillips, 1975; Ducharme, .981; J. Gaff, 1975; Gaff, Festa &
Gaff, 1978; Lindquist, 1978;lSchein, 1972). ;n a time of expanding
resources, wone means of improving instruction was to bring in new
"bright, energetic young faculty.® But in periods of declining
resources that option is not available, and the importance of the
continuing developmg%t of faculty becomes even more critical (Christ-
ensen, 1982; Keller, 1983). Such were the circumstances under which
'deans‘ grants were being implemented: the SCDE had been suffering
enrollmeht declines and concomitant reductions in budget and staff.
With many of the younger faculty members retrenched, the faculties
were heavily tenufed. Thus, changing instructional programs depended

even more on the continuing development of the remaining faculty.
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/ Another important factor to consider is that the kinds of educa-
: - _
tional changes mandated by implementation of PL 94-142 required

broad-based instructional changes in teacher preparation programs,

which had to be reconceptualized to prepare regular’claséroom teachers

and special education teachers with the competenfies to function in
new, collaborative ways!in the schools. Conseéuently, for faculty
prepa:ing those teachers:new competencies were‘aiso required.

The acknowledgmenﬁ of faculty development as an important ap-
proach.to achieving the:goals of the DGP was noted by the overwhelming
propogtion of dean's grant projects that had faéulty development
components. (Also, since faculty develonment was a priorify at.the
federal level, propqééls which did not incl.de some faculty develop-
ment activities were;probably not rated high enough to be funded.)

In this study,(faculty development activities generally preceded
any effort at curri&ulum revision. Most projects proposed objectives
that proceeded alon;la continuum from increased awareness to improved
attitudes, to incre;§ed knowledge, and thence to increased skill in
curriculum revision. \Hipps (1982) suggests that an important féctor
in effective faculty égvelopment programs is to be clear about what
faculty are being devel&ped to do, a clear sense of the pruposes and
aims of faculty developﬁént activities. The projects studied seemed
to have a clear sense of purpose: :to conduct faculty development
activities in order to prepare the faculty to engage in curriculum

revision to include content on the education of handicapped children

in reyular educator preparation programs. This directed focus of

]
A/
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v faculty development activities was not as evident in the early cohort'
of projects, with one of the deans saying tﬁat they were "not quite
sure what they were being funded to do." But, as the DGP built an
experience base, newer projects were able to move more rapidly toward
curriculum revision.

Another aspect of the brojects was the differentiated objectives
for segments of the faculty. The increased awarenegs and knhowledge:
levels were generally targeted for broad segments of the faculty and,
perhaps, the total SCDE faculty, while the more intensive "skill for
curriculum revision" level was targeted for smaller groups of faculty
who would actually be involved in tgaching the revised courses.

Most projects used a wide range of activities and strategies._ As
one dean obseirved:

The faculty are as different in their needs and interests
as the students. Therefore, you need a variety of ap-
proaches and strategies for faculty development.

Of the variety of strategies and approaches, those activities
which directly involved the faculty member as an active participant

were reported as most effective in affecting awareness, attitudes, and

knowledge. Strategies which provided for experiential learning were

among the most effective, including direct contact with handicapped

children or fheir parents. This was accomplished in some instances by

having handicapped persons or their parents as consultants or at
workshops and seminars; in other instanc¢es, this was accomplished by

site visits to special education o1 mainstreamed classroom settings.
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Another important strategy was engaging faculty members as active

participants in the learning process, both as peers and as colleagues.

-

This was exemplified by the low-key approach used by some sites-~the

one-on-one collaboration, 1In addition, involving faculty directly in
2, .

A
-

roles that required their active participation, and especially their

leadership, was reported as an important stiétegy for increasing

faculty's commitment to the project. This was particularly evidenced

in those projects which included outreach, dissemination, or interuni-
A
versity activities.

Released time was the most effective strategy for actually
accomplishing curricﬁlum revision. This seemed to be not only impor-
tant for the time provideé, but also for the recognition given to the
faculty member for his or her work: |
) In. sum, one can conclude from the sites studied that, inqeed,
there waé change iﬁ the levels of facuity awareness and knowledge of
PL 94-142 and education of handicapped children in regular education
settings, and indeeda)the ‘fgculty §id become engaged in revising
curriculum. However, the extent of thos&(&ﬁgggqg“varied, with some
sites still in the early stages o% the process and others more advanc-
ed. |

\ »

Curriculum Revision

One of the initial indicators of success of the DGP is the extent
to which regular teacher preparation programs include the learning

needs of handicapped children as an integral aspect of the program.
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This study examined thoce curricular changes. which had occurred--or

had been planned--to achieve that purpose, as reported by the partici-

: i .
pant projects. o '

- -

-

Almosf all dean's grant projects had objectives aimed toward

curriculum revision, usually in combination with faculty development

;ctivities designed to prepare and engage the faculty in modifying
curriculum. The inteunded curriculum changes varied considerably from
site to site( ranginé from modifying specific courses to redesigning
the whole curgiculum. ‘Data were sought to determine the scope/focus
of proposed curriculum changes, the targeted programs or courses, the
objectives for curriculum revision, strategies, and activities used to
arhieve the changes and the outcomes or levels of progress.
Exploration of curriculum changes included attention to such
questions as: | ﬁ

Was there a systematic effort to modify the curriculum?

what was the general approach to curriculum revision,
€.g.:

existino courses altered to include content on PL
94-142 and the education of the handicapped?

new courses or competencies required?
Were the practica requirements altered to provided stu-
dents with experience in working with handicapped chil-
dren? ‘

Were there any changes in the teaching arrangements (e.g.,
team teaching) or ficld supervision arranygements?

Were there changes in the requiremounts for gradﬁation or
certification cf regular educators?

what is the level uf progress of the planned changes?
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Are there plans to institutionalize the changes so that
they will continue after the grant has ended?

The following figures presentvfndividual profiles on the curricu-

2

lum revision component of each’of the eleven sites. The profiles
include information on scope and focus, taréeted courses or programs,
objectives, strategies and activities, and outcomes/accomplishments.
Follo@ing the figures, Tables 4,15 through 4.17 present composite
summarxies of scope/focus and targéf,'strategies,and activities, and

objectives and levels of progress achieved.
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Figure 4,12

Curriculum Revision: Site #1

Scope/Fccus:  Focus on elementary education and secondary education; undergraduate

Target Program/Courses Objectives : Strategies/Activities Outcomes/Accompl i shments
Professional educa- Revise all undergraduate profession- infusion approach:  Faculty have agreed on competencies
tion courses in ele~ al education courses. : ' and where to "infuse" them,
mentary education and fdentify cluster of competencies;
secondary edu~ation: Revise student teaching assignments . Process to begin.

s0 that all students have direct ex~ faculty review all courses;
Elementary ed, stu- perience with handicapped kids. : _ - Some conflict in assigning competen-
dents take 34 credits infuse competencies where appro- cies--tyrf issues=-="student contact
in School of Ed,; in- Reconceptualize whole teacher educa- priate; : - credit hours."
cludes 12 credits in tion program. ¢ '
student teaching and new course outline submitted to it
seminar, * Students to develop: . - chair, s
Secondary ed. stu- positive attitudes re handicapped;
dents take 21 cred- _
its, including sty - understand PL 94-142 and implica-
dent teaching, tions for teaching;
Special education/ele- skills: individualizing education,

mentary education cer-
tification-=-54 cred-
its in School of Ed.

Conment: This site, which had suffered severe enrollment dscline, had set out to reconceptualize the total teacher education program using an
infusion/diffusion approach. With regard to the elementary edJucation program, the aim was to review all education courses and infuse spécial
education content where appropriate. The secondary edication program had dropped so dramatically in the preceding few years that the depart~
ment was changed to Education Foundations, The Dean's Grant Project aimed to use diffusion to reach out to the dlsciplines'yhere secondary
education students take the major portion of their work, e.g., English, history, math.

The project was in {ts second year of the operat.ional grant. The dean expressed satisfaction with ‘'where we were going, but nct satisfied with
where we are,"




Figure 4,13

Curriculum Revision: Site #2 ’
- Scope/Focus: Undergraduate and graduate (masters and masters plus 30)
Target Program/Courses . Ob jectives Stratggies/Activities . Outcomes/Accompl i shiients
Every course in Educa- Revise courses--adapt cluster of Infusion approach: Revision of every course in proéess;
tion Department tar- competencies to assist students to ) ' " some further along than others.
geted for change: develop increased awareness, positive adapt cluster of competencies; - ’ .
) attitudes, increased knowledge, and ' , Human growth and development courses
Elementary education skills for education of handicapped review all courses in light of are revised, about 50% of other '
students take 48 in regular educotion settings. = competencies, identify overlaps courses revised; others in process.
credits (of 126 for and gaps, assign competencies; ,
Bachelors) in Educa- : . Students "much more aware" of indi- '
tion Department; in- release time for selected faculty _ vidual differences. >
cludes 12 credits to revise courses--new bibliog- ‘
student teaching. ' raphies, materials, revise sylla~ ”
bus}
Secondary education
students take 18 , " field visits for students=--pair
credits, including ' regular education and special
student teaciiing. . education settings.

Comment+ This project was in its fourth year. The first three yecars were directed toward the faculty development and curriculum revision on
its own campus. In the fourth year, the project has entered a dissemination stage, providing training and technical assistance to several
other smeil colleges in the area. The on-campus activities have continued, but in a less intensive manner, providing support for completing
the curriculum revision and maintaining/reinforcing the changes which had been accomplished.

174
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Curriculum Revision: Site *3‘/"

i Figure 4,14 J/
. /,’/'

f Foundations courses, !nfuse in each curriculum of every
Methods courses, part of college of education an
Practica. understanding of what special edu-

e~

tion is, '
Elementary and spe-

cial education in
college of education
4 years.,

Modify targeteJ’courses to infuse
* special education competenc{gy‘
-where appropriate. .

/

Secondary education, Revise syllabus.
35-40 credits in

college of education.

\

. e 3
Faculty coordinators given release

time to lead faculty team (other
,//faculty teaching the courses) in

/// redesigning courses,

Analyze courses, infuse spacial
education-content where appropriate.
Review material:’and resources.

Develop new syllabus.

g
7/

/s

s

!

ingo

Scope/Focus: Primary focus on elementery education and secondary education; fdcys: to a lesser extent, on physical education, vocat{?nal
education,- and school services. S a - |
, Target Program/Courses Objectives Strategies/Activities Outcomes/Accomplishments

Course revision in process. \
No .focus on'changing student teach-
ing assignments. . \

\
Little or no coordination between
methods courses and student‘teac?*

\

\

Assessment measures not developed.

7/ i

J N /

content to {increase understandtpg'of special education,

‘

Conment: This project was in its gpégnd year and aimed to have a‘broad impact and to incorporate into each program of the school of education!
The elementary education and secondary education methods courses and the required

Vi

to analyze courses, review ekisting needs and materials, identify aregs which ~ould be modified to include content on the handicapped, and then '
revise course out’ines,/’?he facilitators ngpeﬂalso to assist othey faculty members who taught the course to incorporate the changes. The
project coordinator worked one-on-one providing support and technicgl assistance to the faculty facilitators. This project received consider-

courses in educational foundagions were specifically targeted for revision. Faculty facilitators were identified for each of the three areas ﬂ
|

able passive resistance from the faculty.

4
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Figure 4 15

Curriculum Revision: Site #4

&

Professional sequence:

mentary education--
44 credits including
student teaching;

Seééndary education~-
24 credits including -
student teaching.

Early childhood/ele-

Prepare regular educators with Q
compe- tency to work in mainctreamed
classes --define classroom and
field-based activities,

Infuse special education content
into professional sequence,

Every graduate to have direct experi-
ence with handicapped child.

Performance-based program,

Infusion approach:

Review each course in profes~
sfonal sequence.

Review performance objectives,
criteria for evaluation of
objectives and enabling
activities.,

Modity courses to incorporate

.special education content

where appropriate.

Seek more mainstreamed settings
for students' field-based expe-
rience.

Scope/Focus: Focus on§undergraduate early childhood, elementary education, and secondary education.
Performance~based program, '
Target Ob jectives Strategies/Actiyﬁties Qutcomes/Accompl i shments
Program/Courses /

Course revision in process; antici-
pate completion by end of project.

Syllabi in process of being revised
to include competencies re handi-. .
capped in LRE. '

Resource room of materials.

"Lack adequate laboratory and models
fn field for what we try to teach in
in class."

"Revising the course may be re-
flected in syllabus, but may not
necessarily be happening in reality

. ==particularly in the field-based

piece of the course."

Comment:

This project was in its third year, and focused its curriculum revision efforts on earlyvchildhood, elementary, and secondary educa-

tion programs. The core professional education courses were targeted for change, using the infusion approach--analyzing courses and identify-

ing areas into which special education content could be incorporated.

The site had experienced overall institutional budget crises but, specifically, enroliment decline and budget cuts in the school of education.
Resistance to the change and "turf" issues surfaceu here and were reflected in the comment by one of the faculty members, "lLet's face it--the
name of the game is student FTE," thus expréssing a concern over who would teach the special education content.

Jc 174
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Figure 4.16

o
]

Curriculum Revision: Site #5

Scope/Ferus:  University-wide, multidisciplinary.
Education program not included in the project,

Target Program/Courses Objectives Strategies/Activities Outcomes/Accomplishments
Fifty courses across Revise selected courses across disci- infusion approach, Course revision underway.
25 departments in plines to prepare different disci-" :
6 schools--under- plines to hetter serve handicapped Identify courses appropriate for Some courses--syllab!, reading lists '
graduate, clientele. change on recommendation of dean s=revised. ‘
: and chair,
! Six departments--real change and
Wurk individually, one-on-one, momentum to continue,
with the family to assist in
course revision, Unanticipated outcome: Opened new
careers for some students, widened
Mini grants--support student their view of their fields and
assistance in revising course; services to wider range « ¢ clien-
e.g., develop new bibliography, tele; e.g., environmental designs
locate new materials, etc. for handicapped access.

Comment: This project wac unique in the multidisciplinary focus across six schools throughout the uriiversity. The project did not originate
“in nor involve che teacher education program. The overall goal for curriculum revision was comparabie to other projects--to prepare their stu-

dents in a varfety of disciplines to better serve tho handicapped among their clientele. 1

|

The project focused on undergraduate programs ard aimed to identify selected courses where incorporation of content on the handicapped'would be
relevant and appropriate. To identify the course, the prujact worked through the dean of ihe school, to selected department chairs, to the de-
partmental curriculum coordinator, to selected facultv, The project coordinator then contacted the identified faculty to invite their partici-
pation. None of the fauculty refused, but some offered passive resiscance fn not following tchrough on the commitments for course revisions,

One of the f{ndicators of change in this project were the student projects; e.g., environments) design required student projects to include
concern for the handicapped.
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Figure 4,17

Curriculym Revision: Site #6

Scope/Focus:

Preservice elementary education, secondary education.

Competency-based program,

Target Program/Courses

Objectives

Strategies/Activities

Outcomes/Accomplishments

Elementary education
sequence: 35 hours
including 9 hours of
student teaching.

Secondary education

Prepare regular education students to

function in mainstreamed settings.

Revise 50% elementary education,
secondary education, professional
courses.

“Infusion approach,

Selected faculty members serve as
curriculum coordinators for ele-
mentary education and secondary
education--overload stipend,

In elementary education, 29 credits
of 35 revised to include competen-
cles re handicapped.

Secondary ed.--most courses reviséd,

soquence: 21 hours. Reflected in course outline,

Faculty reviewed courses, decided syllabi.

which ones (50%) to revise.

Identification of mainstreamed set-
tings for student teaching place-
ments; u.ing alumni and field super«

visors to help locate sites.

Curriculum coordinators review all
competencies, made recommendations
to facuity.

Assessment showed goals of curricu-

Provide materials, resources,
: lum revision are being met.

bibliography.

Curriculum revision being achieved
by individuals«~"not sure about
‘ departments."

Faculty make decisions in revisions.

Comment: In this project, elementary education students have a dual major--one in liberal arts and one in elementary education (35 credit
hours). Secordary education students take a major in a discipline and a minor in education (21 credit hours). The curriculum revision efforts
focused on the undergraduate preservice cvlementary and secondary education programs, with 50% of the professional courses specifically targeted
for change. The decision to target 50% of the courses was made after the faculty had reviewed all courses and identified those in which revi-
sion seemed reasonable and appropriate. '

Special education faculty were involved in the interdepartmental teams which studied the issues involved in mainstreaming, and mede recommenda-
tions for curriculum revision. However, some special education faculty advocated that regular education studsnts take 2 required course in
teducation of the handicapped in meinstreamed settings,' taught by special educstion faculty, rather than infuse special education content into

regular education courses. It did not appeer 1ikely that additional courses would be required at this point.
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Figure 4.18

Currficulum Revision: Site #7

Scope/Focus: Graduate and undergraduate; :
Eight programs: elementary education, secondary education, special education, early childhood, school counselor, bilingual educa-
tion, educational administration, school psychologist, reading specialist.
Competency-based program.

Target Program/Courses Objectives Strategies/Activities Outcomes/Accomplishments
A1l eight programs: Revise all 8 credential programs to Infusion approach: "Outcomes exceeding expectations."
incorporate LRE competencies. :
Elementary education: ‘ Identify all LRE competencies. A1l 8 departmental programs being re-
24-30 credits includ- Over 100 courses in School of Educa- ' vised; 90% courses revised.
ing 16 credits of tion; revise syllahi accordingly. Develop master matrix of all LRE
student teaching. o competencies. - Master Tist of competencies revised,
Develop materials to support/facili- includes LRE competencies,
Secondary education: tate revisions. Faculty assign competencies to
professional se- courses. Syllabi revised.
quence, Pilot revisions,
' ' Collapse competencies into in- Materials to support revisions
structional objectives, developed.
Revise syllabi. No change in student teaching
assignments.

Comment: This site had set out to use the Dean's Grant as a means of revitalizing all proyrams in the school of education leading to teaching
or specialist credentials. In the third year of the project, this site reported that it had accomplished what it had set out to do--a wide-
spread impact fthat helped to increase faculty and student awareness of the educational needs of handicapped students in mainstreamed settings.
Approximately 90% of the syllabi had been revised; the others were in process. There was no change in student teaching assignments, but it was
assumed that most classrooms were now mainstreamed. Soma expressed such concerns as: (1) how Lo be sure that what was in the syllabi was
being implemented in the classroom; (2) getting special educators tu accept the concept of the least restrictive environment for handicapped
children; (3) provision for ongoing inservice training for faculty joining the college after the compietion of the project,

[}
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Figure 4,19

Curriculum Revision: Site #8

Scope/Focus: Undergraduate
Saeven programs

Target Program/Compses - Objectives Strategies/Activities Outcomes/Accompl i shments
Professional educa- Produce change in preservice regular Infusion approach, Changes. reflected more-in faculty
tien sequence: education programs to prepare regular members' attitudes and knowledge
' education students to service handi- Series of seminars for students than in course outlines.
Students enter capped in LRE, ' and faculty; use handicapped
schoul of education _persons as resources. Students--more positive attitudes
in junior year; Provide preservice regular education : toward handicepped.
take 24-36 credits, sturdents with experiences to develop "Teacher consultant:
including 6 credits competency for education of handi- Students report they are better pre-
of student teach- capped in LRE. t.each some sesiions of course; ‘ pared to work with handicapped,
. ing. ‘
work with faculty to infuse Special education lepartment re-
Provide special education students handicappsd content into course., sisted their students' having
with more experionce with regulay regular education field experiences;
classes. One-on-one, "didn't want to give up time"--turf.

Comment: This project, in its eighth year, was among the first group of grantses awarded a Desn's Grant. In the first year, the project fo-
cused on the graduate as well as undergraduate programs. Huowever, because of the negastive reaction from faculty in the graduate-level pro-
grams, the project shifed to a focus on. the undergraduate program,

The main strategy used for curriculum revision was one-on-one, with the project coordinator working diractly with selectqd faculty members to
assist in revising the courses. The coordinator, a teacher-consulta:t, also taught selpsted sessions of courses to model the incorporation of
apecfal educationjcontent into the curriculum. Using the intenaive one-on-one approach, the cosrdinator worked with only two or three depart-
ments each year;)

(
The courses tdégeted for change were in the professionsl education seguencs,
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Figure 4.20

Curriculum Revision: Site #9

Scope/Focuis: Undorgraduate
' Elen tary education, secondary education

Jarget Program/Courses Objectives Strategies/Activities Outcomes/Accomplishments w
Professional se- Develop cross-departﬁen;al modes for _Interdepartmental‘team‘-develop Nine of 20 students in pilot program
quence: for teacher oducation;' combine ele- pilot; work with 20 students. completed. '
: mentary education, sacondary educa- :
Undergraduate elo- tion, special education--33 credits Infusion approach. Syllabi for most methods courses re-
mentary eduration; ~ of coursework plus field~based vised; education students required
secondary educa~ experience, . Teacher consultant--teach some to do unit on handicapped.
rion, sessions of courses., A
Modify other education courses, . ' Use of computer programming assures G:
' Provide information and materials that all students visit or work in "
--assist in infusing LRE competen- mainstreamed settings.

ciespin courses. .

State requirement: all education

~ students now to take 3-credit — ~/7
course, "Survey of Special Educa-
tion," '

Comment: This site used a complex design for its project, with multiple levels of objectives for faculty development and muitiple foci for
curriculum revision. One focus of curriculum revision was the development and pfloting of a generic teacher preparation model, bringing to-
gether the common core of ‘experience for elementary education, secondary education, and special education. Concurrently, other education
crirses were being analyzed to incorporate content related tc the education of the handicapped in mainstreamed settings. A third aspect of the
curriculum revision effort involved 'ng educational technology to assure that every student had direct experience with the handicapped.
"

The school of education was in the process of major reorganization at the time of the Dean's Grant. Since the project was in its third and
final year, there was some concern expressed as to whether the changes would be sustained through and beyond the reorganization.

1G¢
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Figure 4.21

Curriculum Revision: Site #10

Scope/Focus: Undergraduate ‘
Elementary education, secondary education

- Target Program/Courses ' Objectives Stragggjes/kctivities' Outcomes/Accomp)ishments
Education students Prepare elementary education, sec- - Required 3-credit course for all Institution required mainstfaaming
take B.A. in some- ondary education preservice students elementary education, secondary nourse even though there was major
area; take 29-32 to function in mainstreamed set- education students; focus of change in university organization,
credits in educa- tings., , course is on handicapped in main- and the need to cut 13 credits from
tion, including stu- " streamed settings. . professional education sequence,
dent teaching. Combine theoretical with direct con- mainstreaming course remains; was

tact experience.. Provide some training for field never a target for "dropping." e
(Previously had been ' supervisors. ' ' . : N
45 credits; reorgani- Students develop positive attitudes . Attitude change among reghlar edu~
zation limits educa- combined with knowledge and skill. . . ' cation students re work with handi-
tion saquence to 32.) ' _ ' capped.

Provide some training for supervis~
ory teachers in ths field,

Comment: The project was in the fourth year of the second phase of the Dean's Grant Project, the earlier phase having occurred under a differ-
ent dean and project coordinator. The curriculum revision aspect of th's project involved a structural change, that i1s, requiring a 3-credit
course in the education of the handicapped in regular education settings. The p.roject coordinator also worked with selected faculty and field
supervisors of field placements to assure congruence between experiential and theoretical parts of the program. ’

The school of education had undergone major reorganization and bruyet problems during the time of the project. Even though the maxfmum number
of professional education credits was reduced, the required special education course was left intact.

0 ” | | 19y




Figure 4,22

Curriculum Revision: Site #11

Scope/Focus:
 vocational education, physical education.

Early cycle focus on undergraduate, preservice early childhood and elementary education,

.secohdary-education,'special education,

4

/

Undergraduate--35-50
cradits in Department
of Curriculum and
Teaching=-=-all methods
courses, student
teaching.

ration of educators for new roles
related to handicapped in LRE.

Graduate curricula for
educational adminis-
tration and school
counselors,

o 121

Revise curricula to facilitate prepa-

"Developed "pilot" 2-semester (6-

credit) course re handicapped in
mainstreamed settings for regular -
education and special educaticn
students; course team-taught. .

Pilot course used as basis for
identifying mainstreaming compe-
tencies,

Developed 1ist of critical compe«
tencies for mainstreaming.

Analyzed courses, decided where
mainstream competencies to be
incorporated,

Project coordinator works one-on-
one with faculty to ass{st in in~
corporating competencies.

Used faculty facilitator to sup-
port, facilitate curriculum revi-
sfon in own department.

Revise syllabi, bibliographies,
course ou;lines to reflect changes.

Current cycle focus on graduate programs in educational administration and counseling. o/
Target Faculty Objectives Strategies/Activities Qutcomes/Accompl i shments

Discontinued teaching pilot course
after 3 yeéars on premise that those
competencies incorporated into reg-
ular education courses. 'Real rea-

son may have been that the project .

coordinator who taught the course
no longer with the project.”

Undergraduate preservice curriculum

revised to incorporate competencies

for mainstreaming.

No real change in student teaching
assignments, but assume most public
schools are mainstreamed.
Curriculum changes reflected in
syllabi, bibliographies, course
outlines.

Students have competencies, skills:
knowledge they would not have with-
out DGP,

Graduzte level: educational admin-

istration, counseling--course revi«
sions under way.
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Figure 4.22 (cont.)

Target Faculty Objectives Strategies/Activities Outcomes/Accomplishments

Special education became more inter-
ested in regular education problems,

Developed and demonstrated a work~-

‘ ) able model for faculty development,
curriculum revision, and outreach
to other institutions.

Comment: This site is a large state university and the project here has been in existence since the Dean's Grant Project was initiated at the
federal level. The dean has been the dean and project director over the entire term of the project, but there have. been three different co-
ordinators,

Over the course of the project, curriculum revision efforts focused first nn several undergraduate programs, and then on two graduate depart-
ments, Also, as the dean assumed a leadership role in the region, the project faculty became involved in sponsoring interuniversity activi=
ties, providing faculty development or curriculum revision support for other colleges and universities.

This institution had experienced some enroi'ment decline and several budget reductions. There was one point when the state legislature con-
~idered closing the school of educatiun, and the faculty became involved in a critical survival effort,

.
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fummary: Curriculum Revision

Scope/focus and targét. Of the. eleven sites, seven targeted

their curriculum revision efforts on the undergraduate preservice
teacher education program, three sites targeted graduate as well és
undergraduate programs,Aand one site targeted undergraduate programs
in muJLidisciplinary areas but did not include the teacher education
programs, ' |

The major curriculum revision efforts focused on the undergradu-
ate, preservice elementary (including early ﬁhildhood) and secondary
education programs, which were targeted for modification in ten sites.
Of the ten, three included other undergraduate programs (vocational
education, physical education, special education), and three included
graduate-level programs in their curriculum' revision efforts. Three
of the sites specifically mentioned the special education program as a
target for modification to include concepts of mainstreaming. At some
of the other sites, special education was part of a dual certification
with elementary education and thug, by implication, was at Jleast
partly targeted for change.

Most of the curriculum revision was focused on the professional

- sequence of courses, the foundations and methods courses, which

generally represented from 18 to 36 credits for each program. In some
instances, this included every course taught in the school of educa-
tion, since most of the liberal arts courses were taught in other
schools or departments. In only one site was total reconceptualiza-

f

tion of teacher preparation programs the focus,
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Table 4.15 presents a summary of the scope/focus and target by

1556

site.
Table 4.15
Curriculum Revision: Scope/Focus and Target
Project Scope/Focus Target

#1 Undergraduate elementary ed., Professivial ed. courses:

secondary ed, ' - elementary ed.: 34
credit~ including 12
credits student teaching;

- seconaary ed.: 21
credits including student
teaching.

#2 Undergraduate and graduate Every course in education

dept.:

- elementary ed.: 48
credits including student
teaching;

- secondary ed.: 18 credits
including student teach-
ing.

#3 Undergraduate: primary focus Foundations courses, methods
or elementary ed., secondary courses, practica
ed.; lesser focus on physical
ed., vocational ed., school
services.,

#4 Undergraduate: early child- Professional ed. sequence:
hood, elementary ed., sec- - early childhood, .elemen-
ondary ed, tary ed.~~44 credits in-

cluding student teaching;

- secondary ed.--24 credits
including student teach-
ing.

#5 Undergraduate: university- 50 courses across 25 depts.

wide, multidisciplinary
(teacher ed. program not
included,

in 6 schools
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Table 4.15 (cont.)
v

Project

Scope/Focus

Target

#6

#7

#8

#9

#10

#11

JUndergrpduate elementary ed.,

secondary ed.

Graduate and undergraduate: -

all credential programs--
elementary ea., sccondary
ed., special ed., early
childhood, school counselor,
bilingual ed., ed. adminis-
tration, school psycholo-
gist, reading specialist,

Undergraduate: 7 programs

Undergraduate elementary
ed., secondary-ed,

Undergraduate elementary
ed,, secondary ed.

Undergraduate: early child-
hood, elementary ed,, sec-
ondary ed., special ed.,
vocacional ed., physical ed.

Craduste: ed. administra-
tion, school counselor

50% of professional ed, se-
quence:

- elementary ed.--36
credits including 9
credits student teaching;

- secondary ed.--21 credits
including student teach-
ing. )

Professional ed. sequence:

. = elementary ed.--24-30
credits including 16
credits student teaching;

- secondary ed.;
- graduate programs,

Professional ed. sequence:
24-36 credits including 6
credits st.dent teaching.

Professional ed. sequence

New cross-departmental

_teacher ed. model: 33 credits

plus field-based experiences,

Professional ed. sequence:
29-32 credits including
student teaching.

Undergraduste professional
sequence: 35-50 credits,

'

Graducte: courses for ed,
administrators, school
cou iselors.
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Approach, strategies, and activities. A summary of the approach,

strategies, and activities (Table 4.16) shows that the most prevalent
approach to curriculum revision in dean's grant projects was "infu- .
sion." This was defined in most sites as modifying existing education
courses to include contenf on PL 94~142 and thel education of the
handicapped . ~Ten of the eleven sifes identified infusion as their
approach. However, in practice there was considerable variety in what
that ﬁeant.

At two sites, teacher consultants were used to teach selected
sessions of targeted methods or foundations courses. At some sites,
existing courses were reviewed to determine where content on the
handicapped could be included. Other sites first developed a master
list of competencies necessary for regular educators in mainstreamed
settings, then reviewed existing courses and allocated competencies
where appropriate. Four sites reported efforts to élter field pléce—
ments to 'incluAe 'direct' work with handicapped children to provide
experiential support for classroom theory. Two sites indicated that a
new course in special education was‘required_for regular educaﬁion
students; six sites reported changes in required competencies.

A wide range of strategies was used to implement this approach.

TWo sites used interdepartmental teams to study the issues, review the

(O

‘

curriculum, and make recommendations for curriculum mééification to
larger faculty groups. Some used faculty facilitators who were given
released time to coordinate or facilitate curriculum revision within a

department. Two sites provided mini-grants to support faculty in




Table 4.16

Curriculum Revision: Approach, Strategies, and Activities

v

Approach/Strategies/Activities .l Project
Approach - .
, Infusion approach o 1, 2,3, 4,56 7,8 9 11
New course requirements 9, 10

Changes in field-based practlca

experlences . o 2, 4, 9, 10
Changes in required.competencies 1, 2, 4, 7, 9, 11
" Changes in syllabi 1, 3, 7, 11

Strategies/Activities

Interdepartmental faculty teams 6, 9

Mini-grants: research, curriculum

development . _ 5, 9
Teacher consultant — . 8,9
Faculty facilitator . | 7 3, 6
.Released time for faculty 2, 4

One-on-one assistance in cu;rlculum
revision - 3, 5, 8, 11

T R NI,
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7

initiating curriculum revision or researph on related topics. Five

sites used a one-on-one' consultation -to assist selected faculty. .
Project coordinators generally toog an active role in working with ‘ '
faculty on curriculum revisicn.

Objectives and level of progress achieved. Revising regular

education courses was one objective included at Fen projects. Two
sites reported ‘that the planned changes had been achigved; .three
reported that some courses had been revised and others were still in
process. Four. sites reported that the planned curriculum revision was
in process; and one site'feported no change (Table 4#17{. |
Revising syllabi was the most frequently mentioned means of
documenting curriculum changes. Fourrsites reported that this had
been accomplished, and three othgrs reported that this was in process.
Alterihg field placement assignmenté was another object}ve that
was either explicitly or implicitly included in a majority of proj-
ects. Of the nine sites that referred to changingvfiéld placements to
assure that students had experience with handicapped children, only-

one reported that this objective had been achieved; two reported that

this was "in process"; and the other six indicated "no change." Some

of those sites also indicated that they éssumed most public school
classrooms were mainstreamed_and therefore their students were having
experience with handicapped children. Two sites, however, repbrted
this to be a problenm, sayingvthat_the field-based experiences were not

consistent with classroom theory, and students were receiving confus-

ing messages,

Ll
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Table 4.17

Curriculum Revision: Objectives and Level of Program Achieved

Level of Progress Achfeved.

o

Projects“
Objective #1 #2  #3  #h 45 #6471 #4849 #10 #11
' R #
Revise regular education NC A ,.IP IP - IP A A A, IP A
courses IP. IP IP
Revise special education . v
courses ' : NC
Revise required competencies P IP P A IP A
Revise syllabi P 1P Ip A A A A
Revise field experiences NC IP NC  NC P N A NC NC-
New resources/materials ) A A A A A
~New requirement for gradu- ) . ' ' “
ation (new course) ' ’ A A
New model teacher prepara~
tion program NC _ o JP
" Students develop new aware- ¢

ness, attitudes, knowledge, - .
skills NI A NI NI 4P NI NI - A A A A

>
I

Status: = achieved NC = Tittle or no change

in process NI = no information

. '

o
i
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Discussion

In keeoing with the purpose and intent of the DGP as initiated by
OSEP, curriculum: revision efforts were focused . primarily on the
undergraduate preserV1ce elementary and’ secondary programs. For the
most part, it was the professional educatlon sequence of approx1mately
18 tp 36 credlt hours whlch were targeted for change. This was
approprlate, but/;z also represented that part of & student's program
over which the»SCDE faculty.had.control. Generally, education stu-

dents entered the education programs in their junior year. In only a

‘few instances were students admitted to the SCDE as freshmen. This

was especially true for secondary education students who generally

enrolled in the departnent of their major discipline, and took only

the professional education courses--foundations, methods, and student

teachlng--ln the SCDE. ; ‘

The most prevalent approach to curriculum reuision was described
as "infusion," that is, incorporating content on the education of
handicapped children in regular education courses. Only one site used

the addition of a required course in the education of handicapped
children in mainstreamed settings as the major approach to curriculum
revision. The LiP was designed around the broad general principle

-that regyular educators needed to know more about educating handlcapped

children in regular education settlngs, and that the dichotomy between

regular and special education had to be'bridged(/ As the DGP develnp-
ed, discussions and writings on curriculum revision frequently sug-

gested "expanding the content and context of regular education to

°
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include educational needs as an integral part." Thus, infusion was .

inférred and became a dominant approach.

v

There were" other reasons for this approach as well. With the

limited number of credits available for education courses, it was
&~

easier and more economical to infuse new content into existing courses

than to require an additional course. 1t was also politically easier.

. . »

Changing the content of courses—already in place generally required
. »o . .

only the approval of those directry involved or, possibly, faculty in
. the SCDE. Other changes, such as developing and adding new courses or
- changing graduation requirements. generally required approval from

multilevel curriculum committees.

. . _ One advantage of the -infusion apprpach is that not only do

- >

faculty become involved, but they also become learners and acquire new
khoéledge themselves. In addition, as c¢ourses are reviewed for?t
infusion, other tentent is reviewed as well, with the nced to delete

[ :
some material to make room for new content. Sometimes the process cf

. _ , .
reviewing courses for infusion led to a broader examination of the Y

total curriculum.

One disadvantage of this approach is that it frequently becomes

"faculty specific"--those faculty who revise ‘the courses will be the
#* ones who teach them. But even if the syllabi are revised accordingly,

it is difficult to ensure that other faculty who teach the courses

will incorporate the new content. . gx;
Turf issues--who teaches what content to whom--arise in curricu-
. lum revision. With the concern about student credit hours, special
k . i 1
Q
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: educators have been eager to require regular education studenps to t

n ¢
take a special education'course.' Regular educators, in spite of some

feeling that education of the handicapped belongs to special educa=

13 W
)

o » tors, are fgluctant to give up any required courses to another depart-

M t

ment. : C . . ,
The one area of curriculum revision in which very' little change

.o o was reported’was in the practicum and student teachiﬁg experiences.

The reasons offered varied from "“lack of sufficient mainstreamed

settings" to the assumption "that all.pug}ic school‘plassrooms are

mainstreamed, therefore students are ha§ing the experience with
, , . , :

handicapped." Most projeé&s indicated that changes were desired in
". practica or student teaching. to ensure dirqct experience with handi-

N N \

capped children, but very little progress had.been achieved in this

13

area. ' .

<

Overall, curriculum, revision was well under-way, with alteration

v

of existing courses the most prevalent means of achieving change. The ) ¢

N\

professional ‘education sequences, for the most part, had either been

revised or were in process. il

e

Culture and Context ' \
’ .:ll ‘ .

. '
One focus of this study was the culture and context in which

dean's grant projects were implemented. The literature supports the
view that a receptive institutional setting is critical for effective
implementation and that the characteristics of the organization, the

’ | environment, the history, traditions, and values will affect the proc- \

QU4
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A ) .
ess (Arends & Arends,\1978; Baldridge & Deal, 1975; Baldridge et al.,
\ :
1978; Berman & McLaugth’@n, 1975; Deal & Kennedy, 1982; Lindquist,
1974; Schein, 1972). "Implementatiqn of policies and programs is an

"organizational process that [implies] interactions between the

proiect and its setti®ig" . (Berman & McLaugﬁlin, 1975, p. 10); thusf

understanding the implemeptation process requires understanding how

the organization works. ’
&

Hipps (1982) suggeste that as a first step in the change process,

the mission and goals of the institution must be defined and clearly

o articulated. | Then the objectives of the change 8fforts must be

consistent with that mission. To achieve significant change in people

and thus institutions, the expressed p;iorities of the institution
must be supported through actions and decisionsg; ‘for example, the
incentive and reward system must support - the stated priorities. .In
' essence, tﬁe theory-in-a&tion must support the,espoused theory. Thus,

two foci of this study were the "Mission and -Priorities" and the

* "Incentive ‘and Reward System."

In order to learn'more about the\institutional‘values and tradi-

tions and how these might have affected implementation of the Dean's

-Grant.. Project, information was sought to determine the perceived = =

institutional mission and priorities. Each of the intervigwées was
asked to rank five functions in order of importance in the institu-

tion: teaching; research; publication; service to the university;

(service_to the community.
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Another point of interest was the congruence between the insti-
tutional mission/priorities and the incentive ,and reward system.
After' the interviewees had ranked the above functions, they were

asked what criteria were used in tenure and promotion decisions.

-Interviewees were also asked where and how participation in the

dean's grant-projeét fit in'dith their.schema.

.The purpose of this line of question;ng was to éetérmine whether .
the incentive and reward system was congrueﬁt with perceived institu-
tional mission and prioripies, or whether faculty were receiying.
confusing messages about what was important. A_second.concern was
whether or not participation in innovation or change projects wgs'
valued and rewarded. ' ' o

The following profiles provide a brief description of the culture

and context of the sites, with a focus on the institutional mission

and priorities, and the incentive and reward system.

_Profile: Site #1

The university was described as one that had been "basically a
teaching institution,"_but was changing. 1In order to attain tenure or
promotion, good teaching alone was no longer sufficient; there 'also
needed to be achievement in scholarly productivity and/or service.
When asked for their perceptions of the importance in the university
of the five functions--teaching, research, publications, university
service, and community service--both interviewees ranked teachiqg
last, and this in spite of the description of theauniVersity as having

been basically a teaching institution.
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The schools were now required to generate ope—tbird of their
budget from outside sources. The dean saw the need to put‘time and
energy toward creating new programs and new student.markets. He was
encouraging the faculty to develop new ideas and programs, and to
write concept papers. But, "When faced with survival issues and pres-
sures, faculty are less able or willing to engage in innovation proj-
ects, except those with immediate survival payéff."

The dean's grént project was seen as helpful in stifulating
faculty tolthink about change, and served as a base for examining the
whqle teacher preparation curriculum. The funds helped to Eover some
staff time to Wget the minimum teaching réquirements. For faculty,‘
wbrk on the dean's grant project was seen as écholarly productivitj

and would count in promotion/tenure considerations.

Profile: Site #2
This was.clearly a teaching institution. The interviewees were
unanimous in ranking teaching as the top priority. There was also

general agreement that good teaching really counted' in tenure and

~ promotion decisions. "If you are a good teécher; you will probably

have no problem. If you are a poor teacher, it doesn't matter how
many publications you have." Faculty teaching was evaluated by
students as well as colleagues. Approximately 63% of the faculty were
tenured.

The education programs were located in a department within the
College of Arts and Sciences. The education féculty, who were the

"least involved of all the faculty”" in the other university faculty

L7
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development prograﬁs,_became very much invblved in the Dean's Grant
activities. The Deén's Grant "caused a significant number of faculty
in education to involve themselves in special education--not only in
special education as a subject matter, but also in the speciél eéuca-
tion of themselves to deal with that subject matter. It [the project]
has given a new focus to their work."

When asked whether the project was seen as the dean's or the

coordinator's, every interviewee responded that it was "an education

deparément project," one of benefithto the whole department.

The generalhfeeling on this'cémpus seemed to ge one of warm¢h,
respect,'and supportive collegiality. Faculty involved themselves
the projeﬁt,to differgpt»degxees, but without reluctance. They saw
the project as benefiting them all, internally with students and éol-
leagues, externally with colleagues in other colleges. As the project

entered a dissemination/cutreach stage, there was "[institutional]

benefit of our becomihg a center of expertise in this particular

subject.f

Whirn, asked about the effectiveness of the proiect in bringing
about change and whether the change would be sustained, one faculty
member responded, "change...if it is to bg enduring, will be slow...
people learning and growing together."

Profile: Site #3

When asked about institutional mission and priorities, every
respondent ranked teaching first. The university was described as

having been basically a teaching institution that was now moving
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tovard more emphasis on research ‘and publication. The promotion
process Was a ﬁultiflevel process beginning with departments. Excel-
lence in two of three areas--téaching, research, and service--was
required for promotion. Some faculty saw the process as a "sham" and
believed that there were "hidden criteria--usually pe;sonality."

The school of education experienced an enrollment decline and was

faced with the need to develop new programs and "new markets," "Tuff

issues" arose in curriculum revision projects--who teaches what to

whom-lwith student credit hours being a major concern.

AY

The previous dean of education had not been supportive of innova-

tion and had, in fact,.discouraged it. There had been very little

outside funding. The current dean was trying to alter this, and was -
encouraging and supporting the faculty to try something new. The main

incentive/reward for developing new programs was "the satisfaction

from seeing good programs...make an impact....But it's not easy, it

: ~ -
complicates your life." There seemed to be little or no extrinsic
reward for innovation or new programs. »

The faculty were described as "not wery open to change." All but

. two were tenured; they saw no need to change and, in fact, resisted

it. They were "afraid of it," and saw change as something someone,

else should do. "It's what public schools should do about education
of handicapped kids, not what we should do in training teachers to
work with handicapped kids." The faculty attitude was "work hard, do

a good job, but don't go overboard."

21 Y
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Profile: Site #4

In responding to the que;tion about institutional mission and
priorigies, alllinterviewees ranked teaching first. But in Jdiscus-
ﬁions gbout the criteria for promotion, publication appeared to be fhe
.major criterion--as one faculty.member said, “publication,vpublica-
tion, publication." There was some feeling-expressed that the process
for promotion in the school of education was "fair andlépen, but when"
it gces to the college level, thére is lots of hassle. [Faculty] in
other parts of the college are unaware Of people iﬁ:the school of -
education and what is required of them." There was also some feeling
that the processes and standards were not consistent bqt\éhifted from
person to person. " = | .

One interesting point to emerg; was that, with the budget cut-

backs, bringing in grants was considered favérably for promotions.

However, the .co-coordinator of ‘the dean's grant project did not con-

- tinue in that role in the third year of the project, ostensibly

beEause of budget cuts in the dean‘s grant, but also to put in time’on
those activities which would be rewarded, namely, publications.
Apparently, work onvthe dean‘é grant projegt; of any other special
project, was recognized and acknowledged only if it could be turned
into publications.

At this site, the dean's gruat project was perceived as moder-

ately effective. Although there were changes which could be pointed

. to, there was also some feeling that the faculty were not as involved

as they should be. There were also "turf" issues as to who'should
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teach mainstreaming content: "Let's face it--the name of the game is
student FTE." One interviewee questioned whether higher education

institutions were the appropriate setting for such a project, obvi-
ously missing the faculty devéiopmént objectives; others expressed
concern that "special education was taking over the schools."

Some faqulty members suggested that in order for change to be
effective thé faculty must bé involved from the beginning and ‘there

must be tangible incentives for participation.

Profile: Site #5
Thé'university was basically a ‘eaching institution but was now
Lbeginning fo expéct more in scholarly activity. Service to the
universitf and service'to the‘communitngere‘considered an impo;tant
part of this institution. It is interésting to note that of the
_eleven sites,'this‘was the only one that ranked research and. publica-
tion fourth and fifth, respectively. ,The“interviéwees were unanimous
in ranking teaching first. In @atters of tenure aﬁd promotion,
teaching counted for "about 60%, with-service, research,.and publica-
" tion constituting the remaining 40%, Participatipn‘ in fthe dean's
.~ grant project could be considered as service to the university, or as
. « .
scholarly activity if research and publicatioh were to result from the
work. |
The university was beginning to feel budget constraints. There
had been no faculty raises for the prévious tw> years, and many

courses were being taught by part-~time faculty. As budget constraints

were felt, the faculty began to develop personal/economic concerns,
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-projected changes were "in process." Wher asked about the likelihood

. Profile: Site #6 .
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o

. and those who had been involved in academic change efforts seemed to

"revert to old patterns."

The dean's grant project was in its final year and many of the
of those changes contfnuing after- the grant, one faculty member said:
"prior to the financial crunch, I would have said the project had

enough momentum to continue to institutionalize the changes. Not

how—-changes are more likely to be 'faculty specific." He summed it

- up by saying: "Given the economic situation of the state, and spe-~

cifically of the university, when you get into survival issues,’

innovation takes a low priority--survival issues take over."

" (Y%
' .

The university had'beég primarily a 'teaching" institution but’
was, now placing greater emphasis on research and pubiication. The
interviewees were. about évgnly divided in ranking research and publi=
cation ahead of teaching as institutional priorities. The tfansi-l B

tional nature of the institution seemed to be reflected in the faculty

-

perception of priorities.

-In bromotioﬁ and.tenure considerations, good teaching was ;ssumed
as a base; decisions then revolved on the research and phblication
questions. There was some feeling that tenure decisions often depend-
ed on institutional climate and economic conditions,‘ not only on
personal and professional qualifications. Faculty"participatipn in

the dean's grant project would count toward tenure and promotion only

if turned into research and publication.
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The faculty had been very active in seeking grants and hadjhad a

number of special projects. The dean's grant, with its‘emphasis on"
faculty development, é{ffered from other special projects which were
serxrvice~oriented and fieldfbaséd. Ai%hough thefe wer: "turf issues"
over who was teaching thé special education content, faculty partici-

: 1 .
pation was quite high and reactions good. Faculty'wereﬁgilling to

"buy in" to someone. else's project.:  One faculty member explained
that, "Faculty will become involved if they see some reward... small

grant, release time, recognition in ' tenure/promotion decisions...

[they] will put their efforts into areas where there is recognition or

backing." The dean suggested that the "dean's giént project should be
the model forever to deal with issues.

Profile: Site #7

In terms of institutional mission, tEaching’was clearly- identi-
fied as the first priority and was ranked first by all interviewees,

followed by research and publication. "This is not a 'pﬁblish or

perish' place. when we charge more ‘than $7,000 for- tuition, we need

to pay attention to. those students," While good teaching.ﬁas clearly
importent, it alone was not éufficient for teﬁure and\promdtion; some
écholarly activity was also“nécessary. .Bu£ "you cannot get promoted
Yithout good teéching." Approximately 66% of thé education faculty
were tenured. - "

kbni?r to the dean's grant, there had been some feeling that the
special éducation department was groying tbo big, too quickly. The

project was seen as helping to melt away some of that resentment.
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The-dean's leadership was a étrohg.theme in this proféct. &he
dean was seen as having been actively involved énd Qery supportive at
evef& level. Severai of the interviewees commented on this. The dean
used "moral suasion; he set the tone. .If this man, who is so Qery
busy, saw it as important enough.tq'give his time to it,.it must be

important for all of us"; "Dean is a real artist at leadership"; "In

his own quiet way, he is a real shaker."

Profile: Site #8 ' ' . -

The university was mqvipg frém a "teaching institution" to one
that placed greater emphasis on research and writing. In response to
guestions about the univérsity's mission, all interviewees ét this

~

site .ranked teaching behind Yesearch and publicatioh. The publish or
perish éthic seemed to be gaining prominence. For school 6f education
faculty, this did not seem to present serious.concern, since 85% of
;he faculty were tenured, and all but one or two were at the associate
or full professor rank. The younger faculty had been "retrenched."
for tenured senior faculty, the prestige\of appointment to the
graduate faculty provided one further i:centive for faculty.éo engage
in inhovation or changu. Résearch and publicatibns or obtaining
grants and working on special projects Qere the major criteria for
granting appointment to the gradunte faculty.

The dean's grant-project took a deliberate, low-key approach in

order not to incur competitiveness or the natural jealousies that

develop when one group or project seems to have more funds than the

others./ The institution was described as being open to change, but

| / T 231}4
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faculty would resist the change "if it affects what I do." Change was
something others experienced.- Thus, the appfoach of the dean's grant
project was seen not as "we need to change," but as "how can we make
fhis work within the structure we have." .

The projeét coordinator was a -senior, wé;;-respected member of
the faculty who “éallgd ;q all my nofes to get7peop1e to respond, to

participate." The  reported faculty reaction\\to’ the dean's grant

project, based on an inter&al evaluation, was very positive'but was

batxcally.a reaction to the cqordinator and his status.

Profile: Site #9

When asked about institutional mission and pridrities, every

-

respondent ranked teaching third, below research and publication.

- ° r

.

While gobd teaching--based on student' as well as peer evaluations--was
a

necessary in ogder to achieve tenure or p}omotion, it alone was not
sufficient; research and publication were also necesgaryq‘especially,
for promotion. "Good teaching is taken for granted--¥esearch is
necessary to create a scholarly climate," )

Even though 80% of the éaculty were tenured, the shift in prior-
ity from teaching to research seemed to .be causing considerable
anxiety, particula£ly among the "old line" teachiﬁg.faculty. Some
felt ghat the rules were changing mid—stream;-they were hired to be
teachers and field supervisors and now were to be judged on a differ-
ent set of criteria. o

The dean's grant project was used to effect overall organiza-

tional change, as well as to infuse mainstreaming content into
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courses. .The dean saw #the projeqt as én "experiment in gene;ic
teacher preparation." Participation in or work on the dean's grant
project counted. toward institutionalh priorities only if translated
into research and writing.

One interesting discrepancy at this site was that faculty refex-
red to "data-based research," meanih§ experimentai résearch, while the
dean sought to"encourage a broadef approach to fesearch and us;d the
term "systematic inquiry."

Profile:; Site #10

The university was in "transition" from a tgaching to a research-

based inst;tutibn. The school of education facuity felt that teaching
was important, but when it came to decisi22§ on tenure, promotion, and
raises, research and publication were the major considergtions.n'The
only incgntive' for faculty to participate in special projects was
their own personal interest.and satiéfactiqn. ‘&here were no institu-
tional extrinsic rewards for such activity. |

The dean's graﬁt coipcided.with all the other changes thatvwere

B ¢

occurring. Some faculty saw it as part 6f externally mandated change
and resisted it on that basis. Tﬁis faculty was more inclined to make -
"research based" program cﬁanges ;athgr than "rights based.” ,

The degn's grant project took a specificélly defined approach=-to
offér a required three-credit course on the education of the handicap-
ped in mainstreamed settings. It was probably because of the specific

objective of this project that the dean's grant survived the massive

institutional changes. that were occurring. Although there were many

v

eib
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changes at this site, in "no way can it be argued that the dean's
grant project was an instrument of this organizational change...it was
a ripple inside a very large wave." It happened to be going in the
. A / .
X,

. same direction, so it wasn't washed out.

Profile: éite #11

The university lLad been a teaching institution but was in transi-
tion, and more emphasis was being placed on scholarly productivity for

tenure and promotion. "If teaching is fair and there is 'scholarly

productivity, chances of being promoted are better than if tgacﬁing is
excellent and there are no publications."” wOrkipg on the dean's grant

project might fit in with the "service" criterion, unless the work was

! ) v
turned into a scholarly publication, which could count toward promo-

. » i " . ‘ |
. J ]

tion.,

‘The school of education faculty was described as being "fairly

1]

open"  to change. Although "not élWays“'easily convinced, they are

generally cooperative." The school has had a number of sﬁecia; proj=
ects over the years which involved av number -of different Ffaculty

members. The dean encouraged the faculty to,develoﬁ new programs end
W .

L]

. write proposals. Writing grant propasals, even if not successful, was ° -

acknowledged in consideration of merit pay. -

A decrease in enrollment anc¢ faculty size over the past few years

resulted in about 85% of the rtw~ulty being tenured. With such a .
heavily tenured faculty and little opportunity to hire new faculty, .
the dean saw faculty development as a major means to achieve change.

. The dean's grant project, in its eight years on this campus, fit very ’
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well in this setting. The. dean saw it as unique in its "emphasis on

. faculty development to impiement policy." '

Perceived Mission and Priorities

To obtain information on perceived institutional mission and

priorities, respondents were asked to rank, in order of importance to

the institutidhs, five functions: teaching, research, publication,

‘service to the university, and service- to theacommunity, JA npmber.of '

the interviewees considered research and pubfﬁcation as inseparable
and combined tgém into. one category, generally called scholarly

productivity. Also, service to the university and service to the

©

community were.generally considered together as "service." A synthe-

4

sis of the ranked responses is presented in Table.4.18.
Vo : .
Table 4.18 . ' o
. Perceived Institutional Mission and Priorities - -

e
&

University Commﬁnigy

Project | Teaching Research Publication Service Sexvice
#1 "5 1 2 .3 4
42 1 zsf_]> ‘4\ﬁf' 2 ‘5
43 1 2% 3 /// 5 4
‘#4 ::7 1 o2 3 4 5
#5 1 ‘4 g 2 3
46 3 1 2 4 5
#7 1 2 3 4 5
48 3 2 1 4 5
#9 3 1 2 4 5
10 3 1 2 4 5
#11 1 2 3 4 5
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Of the eleven sites, teaching was ranked first at six, third at

fbur, anqvfifth at onen: At the four sites where teaching was ranked
_third, research and publication.were ranked first and second.

At 2ight of the sites, the'interyiewees"were,unaﬁimous in their
.ranking of the teaching function. Teaching was ranked first at five
of those sites, third at two, andjfifth at one. At the two sites that
ranked teaching third, réspondenté were consiétent in ranking research

v

‘and publication first and second.

while teaching was ranked first at six sites, at only one was

excellence in teaching considered.sufficient for achieQing tenure or
bromotion. Others:reported that while good teachiqg was important, it
was essential-co have a record of scholariy productivity. As one dean
put it: FGood teaching is tgken for granted; research is needed to
creétg a scholarly climate."

Perceived Effectiveness of Dean's Grant Projects

AS a means of obtaining some gauge of the prcjects' effectiveness

on the local level, each respondent was asked the following question:

Based on what you [the project] set out to accomplish, how.would you

rate the overall effectiveness of the dean's grant- project on a scale

of 1 to 7, with 1 being the most effective?
The multiple respohses were averaged'and the mean used as the
rating for the site. Table 4.19 presents the rating for each of the

eleven sites as reported by the participants. Ratings were clustered

<

-between 2.C (most effective) and 4.0 (least effective). There was a

\

surprini ¢ high degree of consistency in the responses. At eight of
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the.sites,'the range between the highest rating and the lowest did not
exceed 1.0. At the other three sites, the range was 2.0, 2.5, and

3.5.

Table 4.19 " -

Perceived Effectiveness

Project X Rating

#1 4.00
#2 2.25
C#3 3.35
‘ ' #4 .  3.80
#5 2,37
#6 2.60.
#7 . 2,00 . . |
#8 2,50 o _ A
#9 2,90
#10 2.50

#11 3.00

Table 4.20 shows a ranking of the ratings, beginning with the

highest. It is interesting to note that the two "youngest" projects,

#1 and #3, both in their second year; rank near the bottom on per-

ceived effectiveness. In terms of size, one is in the small category,

the other in the middle-sized group. One is publicly supported, the

other indépendent. Both institutions reported major reorganizagﬂoh
L

and budget problems.
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Table 4.20

Ranked Effectiveness Ratings

Project Rating
#7 2.00
#2 2.25
#5 2.37
#8 2.50

#10 2.50
#6 2.60
#9 2.90
#11 3.00
#3 3.35
#4 3.80
#1 4,00

It can be inferred that the two most influential factors at these
. two sites were the organizational context and years the project had
hbeen in operation. Both projects were in operation for only one and a

half years at the time of the study; both sites were undergoing major

organizational problems. Faculty were preoccupied with survival

)
»

issues and were less able or less willing to focus on academic

innovation. A more mature project,\gfe with more;of an experience

base, might have been able to surmoun® the organizational problens
more easily.

Summary and Discussion

The;sémple reflected a wide variety of institutions in terms of
size, setting, and type of institution. The institutions ranged in

size from less than 3,000 students to more than 23,000, and from small

college to major university. The institutions were geographically
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spread across the country and were located in urban, suburban, and
rural settings. They varied by type as to public ot‘independent, some
with religious founding. Despite the variations, some similarities-
became apparent.

The SCDE were undergoing problems of enrollment decline and

~concomitant budget and staff reductions. All but two of the sites in

the study reported enrollment decline and budgetary. problems as
current issues. Three 6f the public institutions reported that their
e{istence had<“been threatened by legislative action. Each seemed to -
have survived, but with reduced size. Two other éites,.independent
institutions, reported economic problems severe enough to -threaten
their survival: one had come through the challenge, the other was in
the_midst.,

One common response to the economic and enrollment problems
seemed to be some fofm of réoiganization; either at the institutional
or SCDE level. Administrative, programmatic, " or organizational

changes were being implemented to reflect reduced size or to achieve

-more efficient operations at seven of the eleven sites. Some sites

were in the midst of reorganization, while others had new organiza-
tional patterns in place.

This changing environment was having a disquieting effect on the
faculty, even though most were tenured. where reorganization was
occurring, faculty seemed to be preoccupied with the reorganization.'
The faculty seemed unclear.about the benefits of reorganization and

more than a little concerned as to the effect it would have on then.
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The increasir, emphasis on research and publication was also
causing some anxiety ‘and concern among faculty who saw this as a
changing set of institutional standards and priorities. Some of the

older faculty felt that they had been hired on the basis of one set of

criteria-~teaching and field supervision--and were being evaluated on

a different set of criteria--research' and publication. Being tenured

reduced the anxiety somewhat but did not completely allay it.
With the enrollment and economiC'p_roblems being faced by the

SCDE, there was also a growing importaﬁce placed on obtaining grants;

at some 'sites, "obtaining a grant" or "bringing in money" was being

equated with "research" in tenu;e or promotion considerations. Af
most sites,.however, work on special projects such:as dean's grant
projects counted toward tenure and promotion decisions only if it
resulted in publicaﬁions. “

feacher pfeparationfinstitutions are in tfansition. The consist-
ency of the responses among faculty when asked about institutional
priorities seems to indicate that the messages about what is valued
are clear. Where the ‘discrepancy 6ccurs is between what the institu-
tional needs are--devéloping new markets and new progyams, modifying
new programs to meet new needé and public mandates-=-and what‘ is

rewarded.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

This final chapter includes five sections: (1) ;ummary of the
purpose and methodology of the study; (2) distinguishing characteris-
tics of the Dean's Grant Program (DGP);.(Q) conclusions on the impact
of the DGP; (4) impliéationé for change  in higher edu:ation; and

(5) concluding statement.

Summarx

The purpose of this study wés to de;ermine how académic innova-
tion and change occur in higherreducationf"The DGP, initiated by the
U.S. Department of Education to assist colleges and uniﬁersities to
révise their teacher preparation programs to support implementation of

PL 94-142, The Education  for All Handicapped Children Act, provided

. the model for the study.

Case-study methodologf was used to devglop a comprehensive,
indepth exploration of theiDGP'in multiple sites. Mini-case studies,
or‘thick.descriptions, of projects in eleven sites which reflected a
wide range of size, type, and locati&n werel developed to form a
composite case of fhe DGP A5 an approach to change. Data wére obtain-
ed from multiple sources, including document review, intervigws,
consultations, and onsite study. Interviews were-held with 67 persbns

(60 onsite participants, plus 7 key leaders in the program).

184
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The data collection and. analysis focused on the processes for
implementing and managing the projects, aﬁd the effect of organiza-
tional characteristics and processes on the change efforts. Evidence
wés also sought to*determine the extent of ;haﬁge effected in’two'
proyram areas central to most projecté--facﬁlty development and .
curricﬁlum revision. 1In addition, data were.sought to identif? the
distinguishing characteristics of .the DGP and 'the E&ficacy of this

approach for effecting academic change in higher education.

Distinguishing Characteristics of the Dean's. Grant Program

During the 1960s and 1970s, federal support for school improve-
ment programs grew dramatically. Many of fhosevprograms were’directed
toward providing services to field-based clienﬁéle,.and the éolleges
and universities kept the "special projects" on the ﬁériphery of
insti£utional programs. These "temporary ofganizétions" were run by
"temporaryhifaculty employed’ on "soft money" lines. Thus, when Fhe
funding ended, the temporary faculty left and little impact of.the n
prograﬁ remained. |

One focus of this study was to determine how the DGP was similar

‘to or different from other federally supported programs. Onsite study

of eleven projects and interviews with seven key leaders of the DGP -
indicate the following distinguishing characteristics:

Purpose and Goals

The DGP, in anticipation of passage of PL 94-142, The Fducation

of All Handicapped Children's Act, was designed to support implementaF
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tion of & major public. policy. The program .was initiated on the‘
premises that regular educators needed to knbw more about ﬁandicapped
children, and that the dicﬁotomy between regular education and special
education needed to be bridged. The competitive_grants‘program was

designed around,a broad conceptual goal: to encourage colleges and

universities to reshape teacher preparation programs'to include the

learning needs of handicapped children as an integral part.

Design and Focus

The program was designed with a minimum of requirements and
regulatioﬁs‘and'was sufficiently ambiguous to encourage a wide range
of activities. on thé local level. The program aimed to support

institutional development,,ptbviding_the.mechanism for infusing the

.system with knowledge and skills for reconceptualizing the teacher

preparation programs. The program encouraged and suéported faculty’
developmenf as a major strategy for achieving théfdesiyed curribulum'
changes. .While the grants were relatively sma11, the institutions
were permitted cbnsiderable flexibility in using the fundé éo encour-
age faculty involvement.

Locél.Initiative

The DGP, recognizihg”thatvenduring change cannot be imposed from
withouf but must come from within, provided maximum opportunity for
local institutions c¢o define needs, objectives, strategies, and
desired outc¢omes. Instifgtions could propose programs ranging from
broad organizational change to narrow curricular revisions, depending

on local interests and needs. Grants were awarded to the dean as
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A}

someone with the organizational position and authority to cross

departmental barriers and to effect change.
[ ] . .

Technical Assistance v o S

A national technica. assistance»program (National Svpport Systems
Project [NSSP] at the University of.Minnesota)_wasvset up at the éame
time that the DGPuwas.inﬁtiated. The‘ﬁSSP offered technicél assisél
ahce, ‘éonsultationl and resource materiélé £o '1oca1 ‘péojects, and
provided the opportunity for deans and teacher education'facglty to

tome together around common issues through a system of national and.

regional networks.

Program staff in OSEP'provided leadership in supporting a develn.
opmental effort rathér‘than a program based on number of personnel
trained. Also, . ‘within OQEP}. one staff member served as. pfoject
officer for DGP, thus becoming an internal advocate for the program.
Summaéx

The most distinguishing characteristic of the DGé_was its focus
on institutional development. The program encouraged institutions,to
strengthen their proérams and their .facu;ties ‘in order to ‘support
implementation of a major public policy. This differed from most
other fedqrélly supported programs which were generally field‘based,
service-oriented, and operated on the peripnhery of'the institution.
The f;cus on faculty and curriculum development, which was central.to
the work of the institution, afforded fhe potential for motxe enduring

change than projects focused on external clients.

R27
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"Conclusions

Based on the study of implementation of deans' grant projects at
eleven sites and’ interviews ‘with key leaders, the follouing ccnclu-
sions are.drawn abouc the program: (1) impact on faculty development;

: (2-)-~"mpact on deans; | (3)‘ impact on ‘_curr:i.cuclum revision; (;1)- institu-'
4.tion lizing the change; and (5) some factors affe.cting 'implementation.

pf dean's grant projects.

Impact an Faculty Development : T
‘Faculty 'devclopment and curriculum revisiou were two program
aueac central to .most dean's gr;nt projects. Typlcally, faculty
develo ment act1V1t1es were de51gned to prepare regular educatlon3
‘ ' facult to engage in revising thcir curricula to include.content on

>

educatioh of the handicapped. 1In studying implementation of the DGP

.as an illustfacion_ of academic chénge in _higher‘education., data were
scught to determine the extent of change a'chieved in the two central
areas--faculty development and curriculum revision.

Faculty development_ componénts had two major thrusts: (a) in- .
creasing awarcnesc, knot/ledge, and positive attitudes about PL 94-142
and education of the handic_:apjpc-‘-d; and (b) preparing faculty uith the
knowledge and skills for revmlng or modifying ‘the curriculum to

1ncorporate content: on educatlon of the handlcapped in regula* educa-

tion settmgs. The size of the groups of faculty involved in facu],ty

- development acthties ranged from 16 to 50, with the exception of one

'site whlch had targeted more than 80 faculty over the eight years of

.(, the project.
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Faculty development progressed along a continuum from increased

' awareness, to improved attitudes, to increased knowledge and skill for

curriculum revision. Broad éegments of the faculty,vor poésibly even
total facultieé, were involved in- the awareness and attitude iebels,
while the more iaténsive knowledge and skill levels - were primarily
focpsed on faculty whS taught the prese;vice elementary and secondary
education professional sequence, for example, foundations and methods
courses.

Based on mini-case studies of the elevan prqjects, reported
outcomes of changas achievad in faculty development ihdicated:

1. Teacher education faculties had an 1ncreased awareness
and knowledge of PL 94-142.

2. To a lesser extent, faculty had developed more positive
" attitudes toward PL 94-142 and education of the handi-
capped. _

3. A smaller group of faculty, those directly involved in
the project, had increased knowledge and skill in
revising curriculum to incorporate content on' the
handicapped in regular education preparation programs.

4. The most effective strategies for improving faculty

'~ awareness, attitudes, and knowledge were those activi-
ties which provided faculty with direct contact with

.. handicapped persons, aither by using handicapped persons .
(or parents of handicapped children) as consultants, or
by visiting handicapped or mainstreamed settings.

5. The most effective strat gies for engaging faculty in
- curriculum revision were released time and providing
technical assistance through one-on-one consultation.

Lo .

6. Another effective strategy, although not used extensively,
was the mini-grant, small grants from dean's grant
project funds awarded to faculty for curriculum revision
projects or to initiate related research.
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One unspecified outcome of the DGP that became apparent during

the study was the impact on deans, project coordinators, ahﬂ other

educational leaders. Deans, department chalrs, progect coordlnators

and, in some instances, university admlnlstrators became learners
along with the faculty. 1In describing the impact on the dean, one
coordinator said that
before the préjeet began, he wouldn't have recognized a
handicapped kid if ‘he fell over him, but now he has become
an "expert," consulting with other colleges in the area.
Another coordinator said: - - -
If 1 could measure on a verbal, behavior, and knowledge
‘scale where the dean moved from the beginning of the
project, it would be worth the money....We always had his
support, but he didn't really understand lt....Now he has
‘becone a real advocate. :
« The benefits were twofold: First, when the dean and - other
leadership put themselves in a "learner" role, it set the tone to give
credibility to the project and legitimacy 'to faculty development

activities. Second, and perhaps more importantly, the dean and other

leadership became committed advocates for improving the education of

handicapped children. Often, the deans or coordinators assumed a

1eadership role with other institvtions in the area, increasing the

range of impact of the DGP.

Impact on Curriculum Revision

The primary aim of the DGP was to effect change in regular

teacher preparaticn curricula to incorporate content on education of

o
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One unspecified outcome of the DGP that became apparent during

. | |
the study. was the- impact on deans, project coordlnapors, and other

_educational leaders. Deans, department chairs, project coordinators

and, in some instances, university administrators became learners

along with the faculty. In describing the impact on the dean, one

by

coordina'tor said that

before the project began, he wouldn't have recognized a
handicapped kid if he fell oveér him, but now he has become ~
an "expert," consulting with other colleges in the area.

Another coordinator said:

If I could measure on a verbal, behavior, and knowledge
scale where the dean moved from the beginning of the
project, it w Gld be worth the money....We always had his
support, buty he didn't really understand it....Now he has

< become a real advocate.

The benefits were twofold: First, when the dean and other

-

leadership put themselves in a "learner" role, it set the tone to give
credibility to the project and legitimacy to faculty development

activitiés. Second,” and perhaps more importantiy, the dean and other

T

leadership became committed advocates for improving the education of
. .
handicapped children. Often, the deans or coordinators assumed a

leadership role with other institutions in the area, increasing the
\

range of impact .of -the DGP.

Impdct on Curriculum Revision

The primary aim of the DGP was to effect change in regular

teacher preparation curricula to incorporate content on education, of

RJ1
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| .
' { N :
+ handicapped children and youth in régular education settings. All
*'| Pprojects had curriculum revision as some part of their activities.
: : . [FFPRY ) .

The major curriculum revision efforts focused on the undergradu=-

i
ate, preservice elementary and secondary education programs. To a

lesser extent, other undergraduate programs’ such as vocational educa-

tion, physical - education, and home economics, and graduate level

=N

.programs such as supervision and administration, and counseling were .

targeted for revision. Most of the curriculum revision was focused on
the professional education sequence of 18 to 36 credits, including

foundations and methods courses and practicum experiences. - Special

education programs were only peripherally involved in curricuium,

revision to include an expanded-view of special education and handi-

cappgd childfen in the least restrictive environment,

The moét-prevhlent approach used for cﬂrriculwa revision was
“iﬂfu§ion,“ altering existing courses to-«incbrporate content on
education of the handicapped. The approaches used to achiev;"gég
curriculum revision varigd_wideiy, including one-on-~one teacher-c?n-
sultant, interdepartmental faculty study feams, mini-grants to support
cufriculum revision efforts, and rgleased time. The provision of
released. time and direct one-on-one consultation assistance for
faculty engaged in curriculum revision were the most effective means
of achieving the de+ired changes.

On the basis of - ‘sites studied, conclusions reached about the

extent of curriculum change achieved indicated:
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1. The professional education sequences of undergraduate
preservice elementary and secondary education programs
were being modified to incorporate content on education
of the handicapped in regular education settings.

2. There has been very little.change in the practizum or
" field experience settings for regular teacher education
students. _ o
3. The major approach to curriculum revision was infusion,
ox alteration of existing couxses.

4. There has been some change in the courses or competen-

~ cies required for graduation, but overall there has been

very little in the way of structural change in regular
teacher preparation programs.

Institutionalizing the Changes

One of the concerns of an& change program is the institutionali-
" zation of the chhnge to ensure its continuation beyond the tegm of the
- project. The infusion approach to curriculum revision used mast ofuen
in the DGP offered the potential advaniage of integrating content on
the learning needshof handicapped and nonhandicapped children as one
continﬁum, and bf%dging the gap between regular and special education. -
The potential disadvantage is that fhose changes would become faculty-
specific, and implemented‘only by the faculty actually involved ie)the
course revision.

In order to assure, that the curricular changes effected‘by dean's
grant pr;ject activities continue for future generations of teacher
education studénté, a two-pronged approach is suggested: (1) faﬁulty
development leading to curriculum modification to integrate content on

the learning needs of handicapped in regular education courses,'with

changes in classroom theory reinforced by field-based experiences; and
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(2): structural or policy changes which .ensure that those changes

become a normal part .of the teacher preparation program. ' The struc~
tural or policy changes could be achieved through .changes in required
courses or, if the program is competency-based, changes in the requir-

ed competencies.,

Some Factors Affecting Implementation of Dean's Grant Projects

" The following conclusions are drawn ‘about factors.ﬁhichéffected
the implementation and change process, Cogclﬁsions are presented in°
two categofies: (1) leadership and managemeﬁt, which includgs infor-
matioﬁ on initiation and implementation of - the projecg, as well as.
information §njthe management of the.projgﬁk once funding was receiv-
ed; and (2) culture and.cdntext, which includes information on the
effect of institutional features and charaétgristics.

.Leadership. The roles of the dean and project leadership were
crucial for effective implementation of dean's grant.projecfs. The
dean's active and supportive involvehént in the project set the tone,
gave the projebt legitimacy and status within the institution,. and
helped to bridge departmental and administrative barriers.

In addition to the dean's leadership, the project coordinator's

role was extremely important. In most cases, day-to-day management

~of the project rested with the coordinator. It was essential to have

an innovative, self~initiating coordinator who had the:-respect of the
faculty. Role and status of the coordinator seemed not as important
as style and personality. A senior faculty member with an aggressive,

abrasive manner would meet the same resistance from colqugues as
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would a junior faculty member with similar characteristics. The

~skillful, sensitive coordinator who facilitated faculty involvement

and supported their feelings of ownership was most 1likely to be
successful.

It was important that the reasons for applying for a granf were

. clearly understood and agreed upon by..all involved. If, for example,

the dean wanted to bring about major feorganization, and the special
education faculty simply wanted to add a required course in special
education for regular educa{ors, confusion and conflict would result.

It was .mportant that the faculty, particularly those in regular
educatién, felt an ownership of the project. At a time when most SCDE
were experiencing enroliment'decline and staff reductions, the»special
education departments werg expanding; This caused sdmg anxiety and
in&reased’competitiveness-among departments. If the dean's grant was
seen as "another special education project thrust upon us,"” there was
likely to be resistance. "

This competitiveness between departments exacerbated turf issues
of who teaches what t6 whom and highlighted the nezd to bridge depart~
mental barriers. Special education faculty became prétective of their
content and thought the way to achieve the necessary curriculum change
was to add a required course on educating handicapped children in
mainstreamed settings, to be taught in the special education depart-
ment. Regular educators might think education of handicapped kids

belonged in speciai education, but were reluctant to give up any

student credit hours.
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Culture: and context. The culture and context into which the

project was implemented was a major factor in the process. Most sites
had experienced enrollment decline and budget reductions, some to the
point of facing survival issues. When faculty became preogcupied with
issues of well-being orvsurvival, they were 1less likely to become

4

involved in academic change programs. If the threat of survival wéé
severe enough, resistance to change became even étronger.

The overall climate was élso a major ihfluence on the change
process. At the sites where intense competitiveness and strong |

political undercurrents were obvious, there was strong resistance to

the project. The resistance could be passive or overt, but it éompli-

. cated the effort to change. At the sites where the climate not. only

supported‘but encouraged the kinds of activities conducted by the
dean's grant project (i.e., faculty development, instructional im-
provement, and interdepartmental collaboration), changes were more
likely to be achieved. |
Most of the sites described themselyes as being in transition
from basically a teaching institution to one-plaqing more emphasis on

research and publication. The institutional incentive and reward

' systems provided minimal, if any, support for faculty to participate

'in academic innovation. The message seemed to be that participation

would be acknowledged or rewarded only'if translated into research and
publication.
Another factor affecting the implementation of change programs is

the congruence between what if valued by the institution and what is
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rewarded. For example, if the institution encourages faculty to.

become involved  in instructional improvement programs but awards
tenure and promotion on the basis of research and publication, faculty
receive conflicting messages.” They may become :involved in the change
effort, but will withdraw if the rewards are given for other activi~-

ties, and if the cost of participation is greater than the reward. It

‘is interesting to note .that faculty frequently see this as a faculty-

administration conflict. But it must be remembered that most of the

committees making the decisions about tenure and promotion included

significant proportions of faculty.

Implications for Change in Higher Education

This study was based on.the premise that American higher educa-
tion must be able to adapt to changing environmental trends and the
interests and needs of a changing student population, and that educa-

tional leaders are faced with the challenge of planning and managing

- the change process.

In earlier chapters it.was argued that institutions of higher
education, as complex organizations with a workforce dominated by
autonomous- professionals, are resistant to change (Baldridge et ai.,
1978; Baldridge & Burnham, 1975; Lindquist, 1974, 1978; NIE,.1980a,B;
Schein,'1972; Ylvisaker, 1980). It was further argued thét Américan
higher education is facing a'time of challenge and change, with some
of the most powerful forces for change provided by the extérnal

environment (Baldridge & Deal, 1983; Cyert, 1983; Hodgkinson, 1983;
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Keller, 1983). Thus, as higher education enters an era that requires

"better planning, strategic decision making, and.more directed change"

(Keller, 1983, P. 27), educational leaders are challenged to manage a
process of renewal and change 1n'their.institutions (Cyert,.1980).
This study of,thg implementation of the DGP was undertaken to
learn more about the process of managing'change, Study of the ihple-
mentation Qf projects at eleven sites, and cross-site analyses led to
conclusions'about implementatiﬁn of the DqP, the changes achieved, and
the factors affecting the change procéss. On. the basis of the find-

ings and conclusions of the study, augmented by the literature, a

number of implications for éhapge in higher education were identified.

EXternal Environment

It is clear that the external environment provides some of the
most powerful forces for change in higher education. Changing demog~
raphiés, changing needs oflthe workforce, the expanding use of tech-
nology in education and work, and public policies and regulations are
all affectiag the way colleges and universities conduct their busi-
ness.

In this study, it was passaée of a federal law that guaranteed.
educational'Arights to handicapped children -that was the initial
impetus for the changes enacted by the DGP. The federal law required
classroom teachers to have an expanded range of competa=ncies, and this
in turn put new demands on the institutions prepafing those teachers.
The law was augmented by passage of state legislation,. changes in

teacher certification, judicial rulings, and public advocacy groups.
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Of the eleven sites studied, eight were alsc meeting newly <=nacted
state requirements for teacher certification and/or program accredita-
tion standards, which required regular‘educators to have competency4
for education of ‘handicapped children”in re§;1ar edncation settings.

What came to bear here was the convergence of a varlety of
forces: federal law, state regulations, judicial rulings, and publlc
advocacy. This presented‘some very powerful forces and support for
teacher preparation pfograms to adapt. - |

One impliCation that emerges is that colleges and universities
are in a crucial interactive relationship with their environments. As
environmental needs change, colleges and nniversities also are'faced
with the need to"change, and the chances of these efforts to succeed
are enhanced when they move in the same directicn as the larger
external trends. To paraphrase one of the deans in the study, the DGP
may have been a small ripple in a very 1arge tide but it was going in
the same direction, so the changes planned by the DGP were supported
by the othen,” larger trends. While tne DGP antlclpated the trends and
took risks in departing fromusome established patterns of OSEP-funded
programs, it did not nucklthe tide. The grants were relatively small,
end the interactive support of the larger forces and dean's grant
projects increased the effectiveness of those monies.
, This is not to suggest that colleges and universities should
engage only in change that goes'.with the tide. On the contrary,
taking a leadership or proactive approach may be the route to effect=

ing real change. Often this means challenging established norms and
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patterns, anticipating trends,'or even "bucking the tide." while this
appfoach'may be fraught with more hézards and requiie more careful
planning and skillfui-management, it may'lead to those changés.most
impcrtant for institutional survival and well-being, and also may

contribute toward setting the tone and direction for broéder social

-

change;

Change as a Process

The 1literature on change, supported by the findings of this

'study, indicate that change is not an .event or an achieved status, but

an ongoing process. It is a long and slow process involving a heavy

investment of time, effort, and energy (Héll, 1978). - It involves

" human beings learning and growing with one another, individually and

in groups (Arends & Arends, 1978; Schein, 1972). It alS§ involves
interaction with its setting-~-culture, -values, traditions, beliefs,
and rewards fBéldridge & Deal, 1983; Deal & Kénnedy, 1982; Peters &
Waterman, 1982). Change, a complex and interactive process, is not”a

linear, sequential procéss that occurs top-down, or even bottom=-up,

but rather occurs simultaneously at different levels and in many

directions (Arends & Arends; 1978; Earle, 1980; Peters, 1983).

Educational leaders planning change programs must be realistic

about the extent of change that can ovcur in a given period of time.

Many of the frustratirns and apparent failures of'change programs can
be related to unrealistic goals and expectations. Educational leaders
must recognize that durable change is a complex and interactive

process which does not occur quickly, and which requires a long-term
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design for strengthening processes of communication and strengthening

or’ increasing individual and institutional capacity to sustain the

change.
The slowness of the process presents different kinds of frustra-
tion for many educational leaders. Keller (1983) refers to
: Kaufman's dilemma--which holds that it is only by a steady
accumulation of changes over longer periods that truly
extensive transformation [takes] place. Yet when the
environment changes rapidly, slow organizational change

leads to demise and disaster. (p. 97)

Leadership and Management

Planned or directed changes will not just happen, but require
skillful and sensitive leadership. Be;m%n' and McLaughlih (1975)
pointed out that whilé a receptive institutional setting was essen-
tial, it alone was not suffici;nt to ensure successful implementation
of change--an implementatior stggtegy was necessary. Keller (1983)
pointed out the need for”colleges and universities'to plan for the
forces bf change that would affect them and to construct an active,
ongoing change-oriented managemenf style.;

Both from this study anh the literature, the following factors

essential to effective implementation have been identified:

l. Goals which are clearly articulated and agreed upon by
all involved parties.

2. Congruence of the project with the institutional mission
and purpose.

3. The active support and involvement of institutional
leaders in positions of authority.

4 Active involvement of those affected, creating feelings
of ownership. -
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5. The need for an qdvocate who is committed to the idea
- who will continue to strengthen the cause.

6. The need for malnten nce of the 1nnovat10n an order to -
prevent sllppagen :

7. An 1ncent1ve a d reward system that acknowledges and
supports the Sygnge effort.

In current writings, Baldridge and Deél (1983). refute earlier
work ‘on change management, 1nc1ud1ng thelr ‘own, and suggest that there.

is no special theory of organlzdtlonal change:
- Good organzzatlonal change theory is simply good organi-
zational theory; good organizational change management
practices are simply good management, (p. 4),

v

What-thls would seem to indicate are definitions of organizational and
management theory that include attention to change as arn essential and
integral éart. ‘If 50, thé findings of this study would.agree.

A On the basis of the eleven sites studied and the literature, one
implication is that it is essential for educational leaders to under-
stand change. . At the sites studieé,'when thejdeéns or project coordi-
nators showed éomevunderstanding of the change process and utilized
tﬁis understanding in managing the project, their chahcgs of success
were enhanced.

Faculty Development

Academic professionals are the most important educational
resource of a college or university and their contxnuous
development is of paramount importance to the vitality of
. their institutions. (Gaff, Festa & Gaff, 1978, p. 8)
Traditionally, ollege and university faculty are perceived as
being at.the pinnacle of the American educational system. They are

the experts, the dispensers of knowledge; they are the teachers, not
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the learners. In spite of the growing body of literature. on adult
development and the faculty development movement of the 1970s, many
) faculty members consider further development as a reflection.of their -
| inadequacies or deficits and are reluctant to participate. They see

/

The importance of faculty development as a means of achieving

faculty development as something for their colleagues.

academic .thange was :discuSSed earlier in Chapter I (Berquist &
Phillips, }975; Christenson, 1982; J. Gaff, 1975; Gaff, Festa & Gaff,
1978; Lindquist,.1978; Scheln, 1972), and the complexlty of effectlve»
development programs was noted (Christenson, 1982; Ducharme, 1981;
Hipps, 1982; Woods, 1982). This study.supports the claims of the
'mportance of faculty developmeqt in change efforts, and the complexe_
ity\of effective programs. Based on the findings and supporteq by the
‘literzture, the following implicatione are drawn for feculty develop-
~ ment programs ip higher education:

1. One important factor for effective faculty development
is creating an ‘accepting and supportive climate--one in
which continued development of faculty is viewed as a
normal and expected activity.

2. The purpose and goals of faculty development programs -

' must be clear and consistent with institutional purposes
and mission, To what end faculty are being developed
and for what purpose-must be clearly understood.

3. Effective faculty ‘development programs will include
multiple foci leading to institutional benefits from
improved ‘instruction or new programs, and individual
benefits for the faculty member. Programs which offer
the faculty members professional benefits within the
organization, as well as the personal benefit of in-
creased knowledge, have a greater chance for success.

4. The importance of the incentive and reward system
supporting .faculty development is wunderscored in the
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literature and endorsed by this study. Faculty will put
their time and energies ‘into those activities which will
be acknowledged and rewarded.

In summary, -faculty will change when (1) the institutional
climate supports cgntinued development of faculty as a normal and

expected activity; (2) the faculty huve motivation to change~ and
Q

believe that the change is desirable; (3) they have positive feedback

v -

and psychological safety for taking risks or trying something new; and

(4) they are praised, recognized, and rewarded for effectiveﬁess and

o

improvement.

Culture and Context

The most recent literature on organizations speaks to the impor-

tance of organizational culture in providing institutional stability

(Baldridge & Deal, 1983; Deal & Kennedy, -1982; Peters & Waterman,
1982). Other writers have pointed out the importance of having an

innovation fit in with the organizational. setting (Arends & Arends,

1978; Berman & McLaughlin, 1975; Lindquist, 1974, 1978; Schein, 1972). -

The findings of this study agree with and suppoft the writings .on
the importance of culture and context in influencing change efforts.
While external forcés may be the most powerful in stimulating change,

the internal culture and context provide a powerful effect on the

implementation process.

Implementihg change requires a knowledge of the institutional

. ' ‘ |
culture--its goals, values, traditions, problems, and issues. .Assess-

ing the culture and context, and adapting the change programs to fit

44




change in a variety of institutions, using projects that wshared a

of using case-study research methodology was to obtain a close~-in,
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. .
the needs of that institution, will greatly enhance the potential for*

N\

success,

Concluding Statement

It was the purpose of this study to learn about the process of

achieving academic innovation in higher educationi The basic premise

-

of this study was that change is a comprehensive process encompassing

a wide range of interrelated and interactive organizational factors.

Those - factors included the human aspects of the organization as well

N
s

as the characteristics and often subtle and elusive processes of the

organization which interact with forces in the external environment.

‘It was the judgment of this researcher that the best way to learn
about implementing c¢hange was %o conduct a study of a change project
in multiple sites. The DGP provided a rare opportunity to study

.

cross-site programmatic goal--achieving academic change. The purpose
comprehensive view of the implementation of dean's grant projects, and
to learn not only about the outcomes but about the processes a
factors which influenced the outcomes. Thus, this concluding stafe.-
ment has two foci: (1) comments on the efficécy-of the DGP ag an

approach to change; and (2) comments on change in higher educatidn.

The Dean's Grant Program as an Approach to Change

The DGP was a foresighted effort on- the part of OSEP.to

social change in support of the implementation of a majpr public
’
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'system to register an impact and to become part of the normative '

" not received a dean's grant, thereby increasing the range of DGP

‘said that the teacher education faculty had increased awareness and

-sion. Also, the professional education sequences of teacher prepara~-

policy. Zaltman ev al. (1973) suggest that when an innovation has

been adopted by a sufficient ‘number of relevant units within the -

patterns, social change has occurred. By encouraging and supporting

change in teacher preparation programs to include education of the

. X _
handicapp§d as an integral part, OSEP was encouraging social change.

Thfough 1983, DGP grants were awarded to approximate}y 275 colizgzgx\\
and universities which prepare about 50% of the nation's teachers.
In addition, those-institutions have begun to“reachfout to:provide

technical aséistance and consultation to other institutions which had

impacto ’ . R . ‘ .. . ' ’
l Did the DGP effect changes in teacher preparation? Based on this
study,, it can be said that changes have occurred in curriculum and
s o

fachlty developmenf. The proposed éhanges were not all at thef'

“achieved“ level, with'many still in the "planning” or “in process"

stages. As an overall gstatement from the sites studied, it can be

¥

knowledge about PL 94-142 and education of handicapped children in

regular education settings, and increased skill in curriculum revi-

tion programs were béing revised to incorporate content on the educa-
tion of the handicapped.
Can these changes be attributed directly and solely to the DGP?

Probably not solely to the DGP. There were too many other, much
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larger forges at work--mandates of a federal law, changing state
regulations and requirements, judicial rulings,’barent demands. But
it is importaﬁt to’ note that the DGP anticipated those trends, recog-

nized the magnitude of change that would be necessary, and provided

.the stimuius and support for institutions to make the changes necessi-

tated by these other forces.
Guba and Lincoln (1981) and stake (1978) suggest that case

studies provide a basis for naturalistic generalization, “ghether or
9

not it can be said_that social change has been achieved, it is' clear

that there is movement in the direction of making changes in teacher

Preparation programs to include a focus on the education of the

handicapped as well as the nonhandicapped. The DGP has served as a

" catalyst in this effort at socia; change, using the carrot r@thef than

stick approach.

lThe DGP, based on a broad coﬁceptual goal with a focus on insti-
tutional development, offered an important approach to change.
Lindquist (1978) suggests that the'most effective means of diffusion
of an innovation that involves human interactions, such as cufriculum
revision, is to describe it in basic concepts to assist 1oca112evelop-
ment ofié model to fit the existing values, inferests, structures, and
behaviors\ The DGP appears to have done that, as illqg;;aﬁéd by the
following quotes from two project coordinators:

One of the things I liked abéut the dean's grant is that

you can work with whatever kind of organazatlonal system
your college happens to be in.

ok ok ok ok k k&
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The impact of the project on changing the organization of
the - college has been profound...[it] will crash. down
departmental walls...no one is against PL 94-142...and the
content unites us.
Another important feature of the DGP was awarding the grant to
the dean ‘as an acknowledgement of the importanée of a person in a
& .
leadership and authority position in effecting change. It was also
. ARSI .
important "te- allow the dean flexibility in using a small amount of

money to;}evgrage faculty involvement.

i
t

TheﬂPﬁP'Yas a departure frpm the other OSEP-sponsored'personnel
preparatiéﬁﬂ\programs .which specified oﬁtcomes based on numbers of
persons trained. Rather, the DGP supported the development of a new
idea and was willing to cross ovér the boundary of its own diséipline
-==gpecial education--to reach out to regular edgcation. This was a
subtle but.very valuable tactic EonSidering that implementation of the
Law required school and higher education faculties_to overcome depart-
mental barriers. |

While support“of a developmental effort such as the DGP is most
commendable, sponsoring agencies should be éware of the risks. As'the
DGP progressed, fhe ambiguity of the early program design resulted in
some confusion in the field.. Initially, the intended outcomes were
very dgeneral and somewhat vague~=~to revise teacher preparatioﬁ pro-
grams to prepare regulaf educators to function effectively in settingg
where handicapped children had been mainstreamed. Wwhat this really h
meant or the criteria by which it would be measured were not speci=~

fied. 1In some'ways, this was a very positive feature--it allowed
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maximum flexibility and local initiative in defining the proposed
outcomes. But it also resulted in some confusibn as the DGP devel-
gped.

In .the iearly stages of the program, outcome measures focused

heavily on faculty development and indications of curriculum revision,

But as the program developed to more sophisticated levels, criteria

for outcome measures began to indicéte that data on graduate perform-

‘ance were expected. Some projects were able to provide such data,
\ .

while others felt that new criteria had been introduced. One caveat
for sponsoring agencies might be to try to anticipate these potential
areas of confusion and include these kinds of requirements. in early
program /announcements, even if indicating that this type of data
requirement is long range.

One further point for sponsoring agencies .to consiaer is the
irportance of stable funding for projects. This researcher recoynizes

that OSEP éan award only what Congress appropriates, and the early

1980s were difficult budget years for all education programs.. For

1982-83, the year in,which this study was conducted, DGP grants were-

redgced by 48% from the 1981-82 level (as were all OSEP personnel
preparation programs). This presented a mafor blow--péychological as
well as fiscal--to many of the projects, since there seemed to be some
question of continuing federal. commitment to PL 94~142. Reinstatement
of 30% of the funds after the start of the school year was welcomed,
but the fund. were probably not used as effectively as if two rounds

of budget changes had not occurred.

»

@
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In addition to curriculum revision and faculty development,
- another ;mportanﬁ outcome—-anticipated or not--was the developmeht of
a cadrd of teacher educators, deans,hdepartmental chairs, and faculty
who noy had more knéwledge of and commitment to improving the educa=-
tion of the handicapped, and to seeing éducation of the handicapped as
part of the normal school/class experience. 'In essence, they have
become advocates for the handicapped.

Ovefhll, the DGP repreSents an important, productive, and useful
approach to curriculum reQision. Oné dean suggested that "this is the
way to.go--it should be the model for all change programs."

Change in Higher Education

The most powerful forces for stimulating change in educational
institutions have been, and will most likely continue to be, .provided
by the external environment--public policies, program -accreditation
requirements, and major societal trends. While the external environ-
ment provides the most powerful forces for stimulating change, it is _
the internal environment-~the organizational culture--which will
provide the most powerful influence in effecting the change. The
interaction of the external- and' internal environments create the
settings in which educational leaders must plan and'manage change.
Or, as Baldridge and Deal (1983) say:

Educational organizations do not merely respond to tang-
ible pressures for change and reform. They are sensitive
to and will adjust to local myths and expectations. They
adapt to fit internal needs and agendas~-they even pretend
to conform to outside pressures in order to protect their
stable identity. Organizations and thedir environment

engade in a continual Zance, each adjusting to the rhythm,
tempo, and movement of the other. (p. 9)




- 210

Educational leaders generally f£find themselves in a reactive
role~-developing or modifying programs in response to ‘external events
and influences. While the postsecondary education arena was growing,
many institutions were not seriously affected by being in the reactive
mode; there was still sufficient demand for their traditional serv-

‘ Y .
ices. But education and higher education are in a new era, one in
which they face greater competition and' demands for excellence and
accountability.

In this environment, college and university leaders are faced
with the challenge not only of maintaining their institutions' surviv-
al, but of preserving and strengthening the quality of institutional
programs. Educational Jleaders need to ‘adopt a proactive posture
toward directing change in their institutions. It will be important
to anticipate shifting trends and needs, and to engage in strategic
planning to adapt.

Most colleges and universities have 1lacked adequate
planning, strong internal management, and a transparent
set of academic objectives. Higher education has drifted.
And in a time of new austerity and growing importance of
higher learning and research, drift needs to be replaced
by thrift and purpose. If educational institutions are to
reverse, or at least slow down, the trend toward outside
interventions in their affairs, they must shape their own
destinies in ways that are acceptable to the public and
its elected leaders. (Keller, 198?, P. 25)
Further, if American higher edycation wants to assume, a° 1eadersh1p
role in setting the pace and direction for social change, it will be
necessary to anticipate social needs and trends.

As educational leaders engage in planning and directing change,

they will find institutional culture--the mission, governance, deci=-
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sion-making'processes, values, and‘traditions--a major influence on-
the process. The success of any effort directed toward curriéu;um

revision, instructional improvements, and adaptation of delivery
fofmats for new student populatiqns Qill depend heavily on fhe effec-
tive involvement of ‘the faculty. And the strong tradi;ions of facul-

ty/departinental autonomy and the incentive and reward system are two

. major factors to be considered.

Traditionally, faculty have been hired on the basis of their-
expertise in their own disciplines. Often, their professional identi-

ties and loyalties are with their own professional communities,

‘external to their place of .employment. The faculty member's autonomy

and identity with an academic discipline is pafalleled and reinforced
by traditional departmental autonomy. Yet, innovation frequently
involves coopexation._and collaboration between and among faculty
members and departments. This is cbuntér to the norm of autonomy. -
Further, although competitiveness isdnot discussed in- the literature
as a strong norm, it can be inferrgd from the attention given to
faculty autonoﬁy, the protection of academic freedom, ahd the prevail-
ing criéeria for tenure and promotion. - With the strong emphasis on
the individual activities of research and publicatiop,»faculty members
have little reasoﬁ or incentive to adopt or reinforce innovations of
colleggues (who will get the credit) unless the innovation alsp
happens to fit his/her own ihterests ahd style.

At a time when colleges and universities are facing many chal~

lenges, including the need to develop new student markets and to adapt
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programs for néw student populations, thq old incentive and reward
patterns seem to be becoming moré firmly entrenched. There is need to
engage faculty in developing new programs, new content, and new
deliverxy formats, but the traditioﬁal activities of research and

publication still seem to be what counts. In .the present study, it

was 1nterest1ng to note that as SCDE faced internal as well as extern-

al threats to their existence, survival often /meant ‘adopting the
standards of other parts of the.-university thus, the increased
emphases on reéearch_ana publidation. |

As educatioﬁal leaders engage in directing tﬁgir institutions'

future; onelkey strategy will be to. modify the ‘incentive and reward

system. This is not to suggest that scholarly producﬁiﬁity'should not -

be valued, but father thgt.the incentive and reward system must also
recognize the importance of other faculty activities. In order to
preserve its integrity, quality of instruction, and to allow for
change and growth, a;\n institution needs to support a diversity of
, .

faculty skills and activitiés. There is a need to continue to value
and support schslarship as the critical underpinning, or backbone, of
institutions of higher education, but there must also be support for
faculty who‘are willing to commit their energies and expertise to

developing new ideas and programs, and who are willing to take risks.
Peters and Waterman .- (1982) identify willingness to support innovation
and adaptation as critical to organizational success. Educational

leaders and those faculty involved in the decision-making - processes

must take an expanded view of those functions important to institu-
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‘tional excellence. The literature notes the beginning of a trend in

cnlleges and universities to placé greater emphasis on and reward
faculty who demonstrate a commitment to the institution and a willing-
ness to participate in-activities that will enﬂance the institution's
health anq survival (Christenson, 1982). Finding effective ways té
engage- faculty in a process that will lead to the aevelopment of néw
ideas, concepts, and knowledge, new attitudes and value orientation,
new skillst and new pa;terps of'rples and rélatibnships may well be

one of the most critical challenges facing educational 1@ders as they

attend to the immediate while kéeping.a vision of the future.
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DEPARTMENT OF HEALTHM. EDUCATION. AND WELFARE
OFFICE OF EDUCATION . '
WASHINGTON DG 20202

July 29, 1974

Dean
Schoo1/Col1ege of Education

~

Dear Colleague:

This past year the Bureau of Education for the Handicapped (BEH),
through its Division of Personnel Preparation (DPP), has initiated ~
what we feel to be a very exciting and timely personnel preparation
program. The program pertains to providing specialized preparation
for regular education personnel, e.g., elementary educators, secondary
educators, principals, supervisors, superintendents, career/vocational

© .educators, and other personnel in those instructional competencies -

which are necessary for providing effective educational service to
handicapped children placed in regular classrooms. Although we,
naturally. have a basic interest in handicapped children, there is
growing evidence tha: a muych larger group of children ( estimates

range from 25-40% of all children)will display variations in learn=-
ing or behavioral styles which will require specially designed edu-
cational programs, for at least short periods of schooling., Our
‘feeling 1s that too many teachers report feeling inadequate in

dealing with these variations, and so feel powerless to teach gifted
children, minority group children, highly active children, etc.

The newest impetus for a change 1ies with the increasing practice

of "mainstreaming.” In its simplest form, chis practice refers to

" the placement of handicapped children with regular education teachers,
with supportive services from special educators, for most or a portion
of a typical school day. In order for the pupil to benefit from such
placement, the regular educator must be sensitive to the unique needs
‘of handicapped children, and also be aware of instructional procedures
which are effective with a handicapped learner. - . 3

By necessity, the majority of our efforts to date have been in the
provision of inservice training to regular educators, and the
formulation of statewide study committees to review regular educator
certification requirements and to recommend changes in these which
would enable a regular educator to more effectively manage a learning
environment for a handicapped child. Many individuals from colleges
and universities have served as participants on these committees.

The intent of the study committee is \? stimulate changes in the
undergraduate and graduate-preparation’of regular educators. '
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Page 2 -'Letter'fg Dean Schoo1/College of Education

 While this may be an effective strategy, additional efforts are probably
, needed. That is, some resources should be made available to the Dean
\fbr this important effort. S “
The purpose of this brief communication, therefore, is to enlist your
assistance as a change agent in the preparation of regular educators
by reforming training sequences and curricula to include competencies
for responding to the individual challenges of children, including the
handicapped, who require additional attention. If you are interested .
iniparticipating in this pioneer effort, we would welcome an applica-
tidg for a planning/operational grant. The project director of the
current BEH/DPP training grant has all of the necessary application
forms and materials. We anticipate that applications which are approved
for funding will be in dollar amounts sufficient to employ an adminis-
trative assistant, secretarial support, consultants, and to provide a
travel allowance for the project staff. There are several program-
;e}?teg aspects which the application should contain. These are as
ollows: : : .

1. The Projec; Director must be the Déan.

. 2. The application must contain a plan for the revision or
o . reform of the regular education preparation programs in

‘ terms of responsiveness to the educational-needs of handi-

© ' capped children. Such revisions must extend heyond the

t  .addition of one or two required courses to include sig-

~ nificant practica experiences, and should provide the

\ teacher with skills and experiences necessary to feel

competent to face the individual challenges of children
who vary from "average" behavior. Innovative approaches
to this curriculum revision task are welcc.ed.

“ 3. In order to promote the development of number 2, the
N faculty in the special education program should be
active participants in those functions, e.g., committees,
' which the Dean or faculty governing body may implement.
While the faculty in special education will provide sig-
- ....____MNificant contributions, it will also be crucial that other

faculties in the University or College who conduct programs

for preparing personnel to serve the handicapped, e.g.,

speech and hearing, psychology, psychiatry, etc., be

fnvolved in the planning and implementation of such !
‘programs. ' :

4. The application should contain a description of a three-
year tine 1ine or plan in which the objectives of the
project will be accomplished.
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Page 3 - Letter to Dean School/College of Education

3

5. Expected outcomes of the project should be delineated.
For example, the revision of the preparation curricula y
or programs should be specified as to type of changes, /
‘7§\s potential impact upon the School/College oparations, /
anticipated benefits to those schools in which graduates
- are usually emnloyed, and projected benefits for the
handicapped and other children whom the program's graduates
will serve. -

The BEH/DPP staff members'hope that you will consider particfpation
in this vital effort. A1l of us will Took forward to hearing from
you, and to the opportunity of working with you in the future. VYou
have my best wishes for success. : '
' Sincerely, /

. // /,'
o L
/[ [ ¢
dwin W, Martin
Acting Deputy Commissioner

- Bureau of Education for the Handicapped
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[Sample letter to deans inviting their participation])

. “October 28,1982

Dear: ) - ‘ \

- I am pleased that you have agreed to participate in my study of
academic innovation and the process of change in higher education,
using the Dean's Grant Program as the model. An abstract of the study
is enclosed for your information. This study will serve as my doctor-
al dissertation at Fordham University Graduate School of Education,
and has been awarded a grant from the Student Initiated Research
Program, Special Education Programs, OSERS, U.S. Department of Educa~
tion.

As I indicated on the phone, I will be using case study research
methodology, with intensive onsite interviews as the major means of
' data' collection. When I visit your campus, I would like to schedule
interviews (1-1% hrs) with you, the project coordinator, at least one
faculty member who has been closely affiliated with the project, and
one other faculty member from the “targeted" group. When we talk
further about the date for my site visit, we can also discuss selec-
tion of the faculty participants. I will contact
abbq&ﬁsetting a date for my visit.

¢l
-

I will also be reviewing proposals, progress reports, and other
relevant project and institutional documents and materials. As a
first step, I would . appreciate your sending to me copies of your
) dean's grant proposals, any reports or materials resu “ing from the
project, and any descriptive information on the university. A cata-
logue(s) would be especially helpful. I would appreciate your sending
the materials to my home, 106 Morningside Drive, New York, New York,
10027.

Eleven institutions, selected by stratified random sampliag

. procedures from the national sample, will be included in the study.

If you or any of your colleagues have any questions about this study,

please do not hesitate to call me. My office and home phone numbers

are on my resume, a copy of which is enclosed in order to provide you
with a little more information about my background.
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o lLet me say agair that I am pleased that University
will be part of my study. I appreciate your cooperation and assist-
ance. I look forward to working with ynu and members of your faculty.

v Sincerely,
Angela M. Covert

Dissertation Mentor: . ‘ -
Dr. Thomas A Mulkeen

Fordham University

Craduate School of Education

M
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( !

[Sample interviewee participation form]

Planned Change in Higher Education-
A sStudy of the Process of Implementatien of
Deans' Grants as an Approach to Academic Innovation

Name of Institution:

Interviewee:

Role in Relation to Project:

1
"

Comments:

‘ Date:

o ;2’7ti
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The purpose of this project is to study academic innovation and
the process of change in higher education, using the Dean's Grant
Program as the model. The study will focus on two central program
areas of dean's grants~-faculty development and curriculum revision.

Eleven projects, chosen by stratified random sampling procedures
from the national sample will be included in the study. "

A major means of data collection will be through onsite inter-
views with a variey of persons involved with the project.

Your privacy will be protected and all information, opinions, and
attitudes expressed by you will be treated confidentially. Whatever
information you give to the interviewer will not be attributed to you.
in reports, nor will it be released to any of your colleagues.

Names of participating institutions and personnel will not be
disclosed. In reporting results of the study, site descriptions,
project personnel, and other descriptive information will be masked to
protect confidentiality. '

This study will serve as my doctoral d:sseertation at Fordham
University Graduate School of Education, and has been awarded a
student initiated research grant. from the U.S. Department of Educa-
. tion, Special Education Programs.

I will be pleased to answer any questions about the study.

Please sign below indicating that you have been informed of the
confidentiality of the the study and your willingness to participate.
Thank you.

Name

Institution

Ny

Date

Angela M. Covert
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THE DEAN'S GRANT PROGRAM:

AN APPROACH TO ACADEMIC CHANGE IN HIGHER EDUCATION

Angela Manetti Covert
‘Fordham University, 1984

Mentor: Thomas A. Mulkeen, PhD

The purpose of this study was to inérease understanding of how
academic innovation and -change occur in higher education and the
processes for effectively managing change.  The focus of the study was
schools/colleges/departments of education (SCDE). The Dean's Grant ¢

. . Program (DGP), initiated by the'U.S$7 Department of Education in 1975

to assist SCDE to revise their teacher preparation programs in support
of the implemeptation of PL 94-142, The Education for All Handicapped
Children Act, provided the model for examining the“change process,
The DGP was designed to support institutiénal development while at the
same time permitting considerable flex‘bility and encouraging faculty
involvement. The study focused spe: . ..ally on two program areas
central to most dean's grant projects: faculty development and
curriculum revision.

The basic premises of this study were that change is a comprehen-

sive, interactive process involving individuals as well as organiza=-

tional and environmental factors, and that effective implementation of

ERIC 78
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academic innovation depends on bofh the implementation strategy and
the setting,

Case=-study methodo;ogy was used to develop a comprehensive,
indepth exploration and holistic ‘analysis of a set of complex vari-
ablgs aqd their interactions. A national sample of eleven dean's
grant projects, chosen by stratified random sampling procedureé, was
selected for onsife study. One reason for using case-study methodol-
ogy was-to obtain a close-in, comprehensive view of the projects and
to learn not only about the outcomes, but about the processes and
factors that influenced the outcomes: |

Data were obtained from multiple sources: document review,
consultations, interviews, and onsite interviews with project leader-
ship and .aculty. Data‘were analyzed qualitatively, both within-site
and cross-site, leading to conclusicuns about the iﬁpact of the DGP and
implications for change in higher education.

The case studies demonstrated that change had occurred: faculty
were more aware of and knowledgeable about PL 94-142 and education of
the haﬁdicapped, and teacher preparation curricula were being revised
to incorporate content on the handicapped. The studies further showed
that change is a slow and complex process, and that the uxternal
environment, in interaction with the organizativnal culture, exerts a

powerful influence on change and requires skillful leadership in

managing the change efforts.
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VITA

Angela Manetti Covert
September 25, 1934
Monessen, Pennsylvania

Mcressen High School, Monessen,
Pennsylvania

June 1952

California State College, California,
Pennsylvania

Bachelor of Science, Secondary Education
(Mathematics, Science)

June 1956

Indiana University, Bloomington, Indiana

Master of Arts, Student Personnel Admin-

istration
May 1958
Fordham University, New York, New York

Doctor of Education, Administration,
Policy, and Urban Education

Coordinator, New York City Educational
Policy Fellowship Program




