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Ori the Cover

The history of the College of Education and Allied Professions, University of Toledo, dates back to
1872 when education courses were offered for local teachers. On March 14, 1916, the faculty of the College
of Arts and Sciences recommended to the University Board of Directors that the Education Department be
reorganized as Teachers College. A few years later the name was changed to the College of Education.

From 1920-1950, the infant college developed the continuity and stability sufficient to identify a mission
and to build a constituency necessary for the sustained progress and expansion of the college. Quickly, the
college assurned a major leadership role in the improvement of education in Northwest Ohio and Southwest
Michigan. A large percentage of alumni became local teachers, superintendents, principals. district super-
visors, and specialists in schools; other became college professors.

The 50s to 70s was an era of program growth and enhancement. Some of the major accomplishments of
the faculty during this period were to undertake the first doctoral program at The University of Toledo, gain
full accreditation by the National Council for the Accreditation of Colleges for Teacher Education, and
initiate the honorary societies Kappa Delta Pi and Pi Lambda Theta. By this time, the college offered teacher
education programs in most all teaching fields then recognized by the State of Ohio.

In 1979, to recognize the breadth and importance of all programs offered through the College of Educa-
tion, it was renamed the College of Education and Allied Professions. Subsequently, the college further
broadened its scope and opened new degree and program options outside teacher training whose core
learnings are found in education professions.

In the last several decades the college has flourished. It has reconstructed its teacher preparation
programs and revised most other programs as well as adding a variety of additional program options. The
curricula has been approved and commended by the Ohio State Department of Education and has been
accredited and commended under the revised standards of the National Council for the Accreditation of
Teacher Education.

(continued on inside back cover)
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first mentioned. Pages should be numbered consccutively, beginning with the page after the title page.
Manuscripts should be less than 20 pages long. An abstract of less than 100 words shou!d accompany the manuscript.
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changes in order to produce a concise and clear anticle.
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Kick-off Address

Policy Research in Higher Education:
Data, Decisions, Dilemmas, and Disconnect

Edward R. Hines
Hlinois State University

Absiract

This address dichotomized academic research and policymaking as two separate, distinct, and often
conflicting worlds or cultures. Higher education as a field of study was used as a case example illus-
trating academic research, and state legislative politics illustrated the world of policymaking. Sugges-
tions were made for finding wavs of communicating hetween the two cultures, and specific recommen-

dations were included.

The topic of this address is the discennect between re-
scarch and policy. Each of the four words in the subtitle of
this address has particular relevance for policy researchers.
Decisions made by policymakers are based on data, often
furnished by researchers. Policymakers are oricnted to de-
cision making, and as will be discussed in this Address,
policymakers have a fundamental oricntation to action, to
making decisions. Policymakers often deal with dilemmas
that are decision situations involving a choice among com-
peting alternatives. It is up to policymakers to sort out the
issues and the complexities and hopefully 1o inake the best
decision. Finally, and the topic of this Address. why are the
worlds of educational research, and policymaking, so far
apart, and what, if anything. should be done about it?

The issue of a disconncet between research and policy,
while venfied in my 30 years of experience as a policy re-
searcher in higher education—was put to the empirical test
as I did the library work in preparing this speech. I quickly
saw that the research B policy dichotomy has been an issue
of continued interest in the research community, and while
it exists, less so in the policy arcna.

A National Higher Education Data Base

Asaway of beginning, I thought you might be interested
in my involvement in policy rescarch. I have always becn
interested in the intersect between politics and higher educa-
tion. 1 came to Illinois 20 years ago from New York where |
taught at SUNY-Albany and scrved on the Governor's Com-
mission on the Future of Higher Education. At Illinois State,
I worked with a rescarcher and later became Editor of a re-
port and a national data basc of interstate higher education
finance data. This data base tracks legislative financial sup-
port to all public colleges and universities in the U.S,, and is
used by governars, legislators, and policy rescarchers through-
out the nation. [ have been Editor of the operation for 15
years. In 1995, we went from a hard-cover monthly rescarch
report to a World Wide Web Home Page where the higher
education data from the 50 states are located. The Web Ad-
dress of this data basc is da, da, da.

This data base originated at the University of Michigan
in 1958, Since that time, we have state reports from the 50
legislatures for cach of 40 years. Assuming the average
number of data points, orcells, is 30 per state, thatis a grand
total of 60.000 data points or cells. Thatis a lot of data!

Let me sharc with you some obscrvations about legisla-
tive support of higher cducation, then I want to continuc
with the disconnect between research and policy. My I
observation is that “‘so goes the economy, so goes higher
education.” This observation comes from two decades of
working with these data. I'have found an ampie reservoir of
legislative good will for higher education, despite criticism
about a lack of accountability in higher education, produc-
tivity that 1s problematic, and lack of tangible outcomes in
many instances. In my 15 years working with these data,
there have been only three years when higher education re-
ally suffered from lack of legislative support, The clear rea-
son for this was struggling state cconomics. The most recent
year this occurred was in 1992 when the aggregate state sup-
port of higher education in the nation was less than it had
been the previous year. In 1992, states were reeling from
the effects of a national recession and the continued attempts
by the federal government to shift pelicy initiatives 1o the
states, witness health care and welfare reform. When states
have adequate resources, measured by the amount of rev-
cnuc flow from taxes into the state treasury, then higher edu-
cation is in the position to benefit.

The second most important variable for higher educa-
tion is not revenuc capacity, but, rather, a variable termed
“lawmaker willingness.” This mcans the extent to which
legistators and the governor are willing to spend money for
higher education. In order to answer this question for higher
cducation, you neced an understanding of the structure of statc
government budgets, Bricfly, 2/3 of all state budgets arc
devoted to the following arcas of expenditure, in order of
priority going from largest to smallest. First, there are pub-
lic schools that casily are the largest item in state budgets.
The sccond largest item used to be higher cducation, but
since 1994 it is health care. followed by higher education.
In last place arc corrections and aid to families with depen-
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dent children (welfare). Together, these five arcas capture
approximalely 2/3 of all state budgets.

In the nineties, however, some interesting things have
been happening (o state budgets. Court decisions, legislative
mandates, and other sources of pressure have resulted in four
of the five major areas of statc government spending being
mandated, and, since the mast recent wave of public school
reform. this now includes K-12 schools. Of the five major
arcas of spending, only higher cducation is discretionary.
There are no court decisions or legislative mandates requir-
ing legislatures to support higher education at any level of
cxpeaditure. Whether or not legislatures support higher edu-
cation depends completely on their discretion.

People in higher education generally do not realize these
aspeuts of legislative reality. So, therefore, when a univer-
sity president or college dean goes to a legislative budget
hearing and cssentially says “You legislators must realize
that we necd this money, we've always gotten it before from
you, and we need it even more this year.” This argument is
not at all effective. What would be more effective is ahigher
education representative who gocs into the legislature and
says “Legislators, we need a million dollars to bring our
science laboratories up to standard and if we can do this, we
can graduate 15% more scicnce students who arc in demand
fur jobs at corporations x, y. and z.”* In other words, higher
cducation needs to make its case in legislatures based on
mutual benefit. not merely its own self-interest.

This linc of argument lcads to my 3d and final point re-
garding trends in state higher education support. Higher edu-
cution has entered a pericd when its future will depend on its
ability to spend resources wisely, to reallocate resources to
areas of strength and demand, and away from areas of weak-
ness and lack of demand. Terms such as strength and weak-
ness are from strategic planning. They don’t have to be
judgmental. On the contrary, they can be mcasured. They
include student demand, measured by manpower forecasts,
need, and student enrollment. Another major variable is cost,
and costs can be calculated using personnel salaries, fringe
benefits, administrative overhead, and indirect costs such as
building maintenance, lighting, heating, and air conditioning.
Two other variables found to be important in strategic plan-
ning arc centrality and quality. Program centrality means the
relationship between the program and the mission of the in-
stitution, so a high-cost science or professional program in an
ingtitution having no mission to support that kind of program
is questionable. Quality, despite its inherently “soft™ nature,
can be measured by such attributes as contribution to the com-
munity, money generated by research contracts and grants,
and awards won by faculty and students.

The point of this is the need for higher education, now,
to show its worth, to prove its meritand valuc to its support-
ers which include state legislators and governors.

The Research B Policy Disconnect

There are scores of examples, in everyday legislative life,
illustrating the gap betwcen researchers and policymakers.

While it was evident that this disconnect caused problems for
specific individuals, I was not surc about the generalizability
of the problem. Was it a recognized issue in the higher edu-
cation research community? In the political arena? What
were the consequences of this disconnect, for academic re-
searchers and for policymakers?

A former Presidential Address delivered at the Ameri-
can Educational Research Association shed light on the is-
suc, along with three Presidential Addresses of the
Association for the Study of Higher Education. The 1988
AERA Presidential Address by Richard Shavelson was en-
titled “Contributions of Educational Research to Policy and
Practice: Constructing, Challenging, Changing Cognition.”
Onc year later, Clif Conrad’'s ASHE Presidential Address
was cntitled “Meditations on the Ideology of Inquiry in
Higher Education: Exposition, Critique, and Conjecture.”
Six years more reccut, in 1995, Michael Nettles’ ASHE
Address was entitled “The Emerging National Policy Agenda
on Higher Education Assessment: A Wake-Up Call.” And,
in 1696 Pat Terenzini spoke on “Rediscovering Roots: Pub-
lic Policy and Higher Education Rescarch.”

What do these four presidential addresses, and other
literature, tell us about the disconnect, or gap, between the
worlds of educational rescarch and policy? As important,
whal, if anything should we do about it?

The AERA Address by Shavelson focused on what he
termed the “mind frames” of educational researchers,
policymakers, and practitioners and on the apparent fact that
cducational resecarch had not fulfilled its role in school im-
provement (Shavelson, 1988, p. 4). Shavelson explained
that somectimes cxpectations for research are unrealistic.
Furthermore, such expectations can be unreasonable when
there is a belief that policymakers will use rescarch results
to ensure that benefiis, such as “good educational outcomes,”
will accrue to everyone equally and uniformly. Such expec-
tations promise too much. Shavelson offered that more im-
portant bencfits of educational rescarch were in challenging
and changing how policymakers and practitioners think about
problems and potential solutions.

In his 1989 ASHE Presidential Address, Conrad criti-
cized the ficld of higher education for viewing itself more
as a discipline than a broad, applied field of study. As such,
inquiry in higher education had become oriented to schol-
arly pecrs, morc than to practitioners and policymakers. A
stakeholder-centered model of inquiry, according to Conrad,
would reexaminc its research agendas and modes of dissemi-
nating knowledge. Developing generalized knowledge,
rather than narrow, specialized knowledge should be encour-
aged, and a broader range of research methodologies should -
be encouraged that go beyond “a traditional positivist para-
digm” (Conrad, 1989, p. 209). Acquiring or producing in-
formation through extensive descriptive studics tends to be
an excercise only in fact gathering.

Conrad recommended that the following types of in-
quiry be utilized more by higher education:

o
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*  Proslem-centered inquiry utilizing interdisciplinary
reszarch, such as public policy studics.

* Integrative inquiry using such tools as sccondary
analysis and meta-analysis

e Interpretive inquiry which atiempts to gencralize
using tools such as qualitative analysis

s Future-centered inquiry where normative scholar-
ship using, for example, philosophical approaches,
speculates and idealizes about future scenarios
(Conrad, 1989, pp. 206-8).

Two other ASHE Presidential Addresses dealt with the
world of policy making. Nettles encouraged higher education
lcaders to become involved in the public policy process re-
garding developing new academic standards and assessment
of cducational progress (1995). Terenzini's ASHE Address
was particularly useful because he chastised higher education
for becoming preoccupicd with “a singular conception of re-
search,” thinking of itself as a social science discipline rather
than a multidisciplinary, applied ficld (Terenzini, 1996, p. 7).
He claimed that there had developed a “gulf™ between higher
education research and the policy communities. Higher cdu-
cation researchers increasingly communicate only with them-
selves; we are publishing material designed more for
promotion and tenure, rather than helping policymakers solve
real-world problems of practice. Terenzini advocated that the
higher education research community should encourage
policy-relevant research, open two-way lines of communica-
tion between researchers and policymakers, and write for jour-
nals of practice and policy, not mercly journals emphasizing
theory and research complexity.

Aneven more aggressive posture regarding higher edu-
cation research was taken by Layzell, who called it “stale,
irrelevant, and of littlc use to policy makers” (Layzell, 1990,
p. B1). He claimed that this research focuses excessively on
methodology, and the language of research is too technical,
esoteric, and filled with jargon. As a result, higher educa-
tion research tends not to be utilized by policymakers, even
in decisiun making on issucs where they need information
and advice. Rather than go to researchers, policymakers
turn to neighboring states or peer states for advice on what
works and what dees not.

In an frequently-cited article pertaining to research about
higher education, George Keller termed it “unintelligible
triviality” (Keller, 1985, p. 7). While he admitted that higher
education does not suffer from too little information, the
problem is that narrowly-conceived statistics are plentiful,
but scholarship and thoughtful commentary are practically
non-existent. More recently, Keller asked if higher educa-
tion research nceded revision, and he suggested that there
were two prevailing problems with this research (Keller,
1998). First, Keller said that higher education research was
dominated by positivist, quantitative approaches. Second,
higher education research has neglected policy and planning
and, thus, has become less useful to the decision makers who,
ironically, have the need for policy research.

Research and Policy:
Are the Differences Fundamental?

Next we examine the question of whether there are fun-
damental differences between higher education research and
policymakers’ nceds.

We lurn to an article by a Michigan state legislator who
had been a professor at Michigan State University. He ze-
roed in on language differences between academicians and
politicians. He cited an example of a small college asking for
legislative support for cconomic development funds: a request
for $150.000 to “‘hire two new faculty members and one scc-
retary to work with the local business community.” A major
university, on the other hand, requested $1.5 million to *‘im-
prove the interface between basic rescarch and private scctor
high technology initiatives through enhanced technology trans-
fer” (Sederburg, 1989, p. 32). Tongue in cheek, Sederburg
hypothesized that the language gap beiween academia and
the legislature increascs with the size of the university and the
number of deans involved in making budget requests. Higher
education faculty, noted Scderburg, value raticnal argument
and the power of ideas. Legislators deal with three dimen-
sions of reality: program substance, comparisons with com-
peting institutions, and politics.

Nex, it is noted that some schaolars, such as Leslic and
Beckhany, suggest that more than arescarch-practice gap, there
is really a “dualism between rescarch and practice” (Leslic
and Beckham, 1986, p. 126). Furiher, they said that we need
to discover the range of useful knowledge involved in the
practical problems of decision making and policy. By uncov-
cring this knowledge, we will identify more preciscly the na-
ture of the problems of practice. In so doing, we can examine
the cxtent to which present research methodologies and study
designs are a “match” for sclving real problems.

In astudy of the criteria used by policymakers' in mak-
ing decisions, the Harvard researcher, Carol Weiss, identi-
fied the decision criteria of research quality, action
oricntation, conformity to user expectations, challenge to
the status quo, and practical relevancy (Weiss and Bucuvalas,
1977). Rescarch quality was the most important criterion,
and consisted of a cluster of items, such as technical quality,
statistical sophistication, objectivity, quantitative data, in-
ternal consistency, data support for the recommendations,
the comprchensiveness of cxplanatory variables,
gencralizability, validity, and addition to knowledge. She
also devised what were called truth tests and utility tesis.
When applying a truth test, policymakers ask *“Is the research
trustworthy? Can I rely on it? Will it hold up under at-
tack?” The utility test, on the other hand, looks at whether
or not the study provides explicit and practical directions on
issues that policymakers can take action on, or what could
be called an “action orientation.”

We come to the question of the difference between re-
searchers’ and policymakers’ worlds, Shavelson analyzed
it as “mind frames” that arc shaped by work cultures. e
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cautioned that”our mind frame does not casily translate into
the policymaker’s.” Researchers’ mind frames are cautious,
carcful, somewhat narrow, risk aversive, comfortable in
working alone, and rescarch results are cumulative or multi-
plicative. Policymakers, on the other hand, are goal driven,
more risk taking, and action oriented.

Wirt and Mitchell, writing about the political uses of
social rescarch, argued that policy has origins in matters of
interest, not truth. Policymakers are called to action, more
than to knowledge and understanding. Further, perhaps the
greatest single difference between social scientists and
policymakers is “their contrasting perspectives of time” (Wirt
and Mitchell, 1982, p. 5). Social scicntists have compara-
tively long timelines, they are skeptical, and avoid rushing
to judgment. Policymakers deal with diverse, intense, and
difficult pressures, but above everything clse they must take
decisive action.

More than simply a difference in perspective, ianguage,
or use of time, other scholars have labeled academia and
politics as truly opposite cultures (Leslic and Routh, 1991).
As Table 1 shows, the differences between the culres of
academic research and policymaking are striking. Using a
broad range of descriptors, one finds literally opposite ori-
cntations of the two worlds.

Recognizing the siriking differences between academia
and policymaking, one would have to conclude that the dif-

ferences arce fundamental. Therefore, what are the consc-

quences of these differences for each world?
The Consequences of Living in Different Worlds

The initial issue for consideration, regarding the conse-
quences of academic rescarch and policymakers living in
different worlds, is the extent to which each needs the other.
If the two cultures have no neced for cach other, and if there
are no consequences of operating in distinetly different, or
even incompatible worlds, then th differences have little
consequence.

Clearly. academic rescarch needs policymakers if only
for financial support. At both federal and state levels, the
funding of scicntific research, academic programs, and re-
scarch centers and institutes is dependent on the willingness
of lawmakers to provide public money. Even in private in-
stitutions, public money funds a significant amount of re-
search. [t is difficult to imagine academic rescarch being
able to survive without legislators® approval of appropria-
tions bills that allocate funds to institutions, programs, and
rescarch centers.

Do policymakers need academic rescarchers? Less so
than the other way around, but onc way to identify the ex-
tent to which policymakers necd academic research is to
determine the value that policymakers place on the informa-
tion they receive from researchers. In this area, academic
research comes up short. One study examined the relative
influencc of different groups on policymakers. Of 18 groups
included for consideration, cducational researchers ranked

3rd from the bottom (Marshail, Mitchell, and Wirt, 1986),
but not quite as low as textbook publishers. Most other
groups ranked higher as sources of information, and these
included lay groups and noneducator interest groups. When
policymakers nced information, they turn to other states, 1o
collcague legislators or legislative staff, and even to experi-
enced lobbyists.

Given that policymakers can use the products of educational
research, although they seem to turn to sources other than aca-
demic researchers, and given that researchers need policymakers
for financial support, where might be the common ground for
establishing some kind of working relationship?

Searching for Common Ground

Perhaps the best place to begin to seek common ground
is with the issucs, themscelves. Scholars have cxplained that
academic research tends to be crafted on carefully controlled
topics of limited scope, and that the methodology of research
is given emphasis. Academic rescarchers might begin by seck-
ing adifferent balance between topic and method. The topics
might be reconceptualized into issues of broader import, cven
if secondary analyses and meta-analysis techniques are used
in order to clevate topics to a higher [evel of breadth of scope.
At the same time, research methodologics might receive a hit
less attention. Therefore, the means would be de-emphasized
while the ends would receive greater attention,

Next, virtually all of those who have commented on the
gulf between the worlds of academic rescarch and policy
have identificd language as a problem. Rescarchers com-
municate in complex, technical language that makes exces-
sive use of statistics. Policymakers, and more broadly the
lay public, have difficulty understanding such language.
Rescarchers might try to write for essentially a lay audience.
Language should be made more simple by deleting highty
technical terms and statistics not readily understood by a
non-technical audicnce.

Academicians might utilize the device of a précis or
cxecutive summary that could be used for lay and policy
audicences. Supportive “technical reports” could be included
as detailed background.

Ieslic and Routh cautioned that the differences between
these two cultures likely will not be eliminated or even over-
come, except by taking small stcps that limit and structure
the exchanges between the two sides. Examples would in-
clude creating a unit, such as a policy research unit in a uni-
versity or statc department, that could work with both
academics and policymakers and help bridge the gap be-
tween the two. Another example would be to sponsor an
individual from onc culture who could be assigned a tempo-
rary position in the other world, then return and help with
communications to bridge the gap between the cultures, One
fricnd of mine, a university research professor, was assigned
a two-year visiting scholar position in a state education de-
partment in the state capital. During her assignment, she
worked on policy papers for the state department, and after
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returning to the university she helped establish communica-
tions links between the state department and the legislature,
The “other" environment might be scanned by identifying
information sources used by those in the other environment
and becoming familiar with their content. Still other sugges-
tions are Lo keep relationships less formal and to encourage
collaboration between rescarchers and palicy staff.

Surmmary

In summary, what about the future? What reccommenda-
tions might be made in regard to the two worlds of academic
rescarch and policymaking? First, | believe that it is produe-
tive simply to recognize that academic rescarchers and
policymakers live and work in essentially two different, not
wtally compatible, worlds.

Sccond, does there need to be any rapproachement he-
tween the two worlds?  Academic rescarchers need
policymakers financial support, and the outcomes of academic
rescarch stand 1o benefit the policy world, The problems are
that the languages of the two worlds, the operating assump-
tions, and communications vehicles and styles are quite dif-
ferent. Academic rescarchers, it seems to me, might begin o
think about ways to adjust their communications modes so
policymakers, as a targeted audience, will perhaps be more
receptive to the researchers’ messages and communication
modes, Policymakers will come into line if their own self-
interests are served by research resulis.

‘Third, and finally, as former AERA President Richard
Shavelsontold us, rescarchers can help the world ol practice
not only by their research results, but also by the ways in
which rescarchers think about problems and speculate about
patental solutions. This is the promise of the world of aca-
denie research, not only the hope that research results will
actually solve the problems of the real world, butalso i fram-
ing questions, reflecting on problems, and pointing toward
solutions, And this promise more than justifics the time that
you and I might spend reflecting on this issue and the effort
that we put into bridging the gap and reducing the discon-
nect between academic research and policy.
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Keynote Address

Western Governors University
University of the Future

Rober(t €. Adbrecht
Western Governors University

Abstract

Western Governors University was initiated by Western governors i response to pereeived needs in the
marketplace and as a supplement to the traditional institutions. WG offers competeney-based creden-
tials at a distance. Students are vequired to sit for assessments that measwre their skilly and competen-
cies. The curricwduwm for cach degree is defined by competencies ratlier than conarses. The progreens are
particularly suited to non-traditional students who are unable 1o attend residential institutions.

The background to the initiation and development of

Western Governors University involves changes in post-sec-
ondary education thatare oceurting in the Pinited States and

clsewhere, The rapid population growth results in bhalf of

the world’s population being under 20 years of age. As a
conscquence, a farge campus must open every week 1o ac-

commodate the growing demand. As a primary provider of

higher education, that demaid becomes part of the enrviron-
ment [or higher education in the 1.8,

Yet the cost of higher education in the United States
continues ta escalate: the costhas inereased by one-third in
the past fifteen y cars. Hence astructure which was intended
1o serve large portions of the public continues to cost more
than some sepments van afford. The rapid growth in popu
Latten will be less served rather than more because of these
costs. The maodel for ligher education simply is not scalable
to the demands placed on it by the population increases.

The need lor educatton increases. and the number of

providers grows to mecet that need. The “education indus-
try,” as some call it, has become {inancially ~ttractive, and
publishers, software companies. and other commercial pro-
viders have entered the conpetition with schools and col-
feges. Perpetual learning, workplace needs, just-in-time
learning and certificates rather than degrees have become
parts of the fearning demands. This inereased demand for
education and training has also lead institutions to increase
their distance learning activities. Mostinstitutions have dis-
tance learning offerings: kowever, all but a quarter of them
offer fewer than 25 courses. according o o recent govern-
ment survey. With the new demand for distance learning,
754 of all institutions intend to expand those offerings.
These developments oceur ata time when the economy
and the society are shifting from the industrial age to the
knowledge age. For education, the industrial age is marked
by residential campuses running on the familiar academic
calendar, offering degrees {rom college and universities in
which the curriculum is controlled by {ull-time faculty mem-
bers. In the knowledge age, learmng takes place at the work-
place, in the home or on tu. campus. The content will be
packaged in certificates as well as degrecs; the providers will

include publishers and other corporate providers, as well as
colleges and universities, and the consumer will determine
many of the characteristics of the time, place, and form of
the cducational process,

Western Governors University was inttiated o meet the
demands proceeding from these changes. Fifteen govemors of
the Western Governors Association met in 1995 and 1996 to
plin auniversity that would have the following characteristics:

Market-orented Distributed faculty

Independent High quality

Client-centered Cost effective
Degree-granting Competency-based
Avcredied Quickly inttiated

Such an institution had seldom been mitiated m the
United States. Incorporated in 1997, WGU actually opened
its (virtualy doors m September, 1998, The University con-
tinues torecerve support from the gavernors; eighteen states
now support WGU. The governors cach provided $ 100,000
as one-time grants, and they serve as members of Western
Governors University. Each further agreed to establish at
least one local center in cach State, to work to overcome
barriers to distance fearning and to support fund raising for
this private institution. Strong international interest has also
emerged. Memoranda ol understanding have been signed
with agencies in a number of countries, including Canada,
Mexico, Japan, China, Armenia, and the United Kingdom.

The institution which was established by the governors
has been realized along the lines of the vision with which it
began, The degrees are competency-based; the content is
that taught in the provider institutions. As a degree granting
institution, WGU must have acereditation. That process be-
gan with the establishment of IRAC ( the Inter-regional Ac-
crediting Commssion), an organization created by four of
the regional accrediting agencies—North Central, Northwest,
the Western Association of Senior Colleges and the Weslern
Association of Junior Colleges. WGU was granted “cligibil-
ity” status in the spring of 1998 and sccks “candidacy.” The
accrediting process is essentially that used for traditional in-
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stitutions, The members of JRAC are chosen from the com-
nsissions of their regional acerediting agencies; the process
includes an istitutional self-stady and a site visit by a tecam
chosen by the acereditors. WGU, however non-traditional it
miy be in some respeets, will award degrees equivalent to
those offered by traditional institutions.

WGU eredentials- —certheates and degrees are based
an competencies rather than eredits, Rather than complet-
g a set number of credit hours which define the curricu-
Jum or the degree, the student inust demonstrate through
third party assessient (i.c., not the assessment of the fac-
ulty member who provides the content) the competencies
which make up the curriculum. How is the curriculum es-
tablished? Once a discipline is chosen for the development
ol a credential, o faculty commiitee. made up of fuculty
members on contract from other institutions, is appointed to
define the standards for the degree. Depending upon the
nature of the certification, these standards are drawn {rom
industry or academic sources. Once these are defined or
identified, the commitee, called a Program Council, writes
the competencies that students must demonstrate to meet
the standards.

WGU students can tuke assessments to demonstrate their
pussession of those competencies whenever they are ready.
They nay have acquired the competencies through past course
work or through self study: or they may take courses--resi-
dential or distributed—to prepare for the assessment. Onee
the student has demonstrated competencies in ail of the do-
mains (a domain is a coflection of’ competencies in an area
such as mathematics) required, a credential is awarded 1o the
student, The completion of domains is analogous to the
completion of courses; progress towards a degree is measured
by “passing” the assessments-—similar to “passing” courses.

In the academic structure of the University, the faculty
functions are unbundled: that is, the faculty who provide
content threugh their home institutions are generally not the
faculty who build the curriculum. The assessmients which
measure student competencies are created by companies such
as ACT or the Educational Testing Service.. The advisor/
mentors who are the critical guides to all degree-seeking
students are faculty qualified people, and they do not teach
courses for WGU (the University is not a content provider)
and are notinvelved in the assessment process.

The initial depree offerings of the University include
an Associate of Arts and an Associate of Applied Science in
Eleetronic Manufacturing Technology. The former degree
is a typical AA transfer degree based on similar degrees in
two and four year institutions. The structure of the WGU
degree requires the student to demonstrate competencies in
three areas:

Pre-requisite skills—communication, mathemat-
ics, research and basic work-related skills

Cross disciplinary skills—critical thinking, prob-
lem solving, information gathering and evaluation;

all applied in the context of natural sciences, social
sciences and the humanities

Distribution component—natural scicnees, physi-
cal seiences, humanities, history

Twelve other eredentials are now bemg developed in
the areas of information technolopy, allied health, business
and education. These wili be available to students during
the coming months.

Students intergsted in the WGU eredentials can access
the University through its Sniart Catatog on the welb at
www@wgu.edu, After browsing the web stte and tearning
more about the University, its structure and its offerings, stu-
dents may decide to apply for admission. At that time they
are assigned an advisor/mentor who works with them to de-
fine their academic and career goals, to assess their experi-
ence as itapplics to those goals, to evaluate their readiness o
lake the assessments in their chosen curriculum , and to iden
lily sources of content (such as courses) they may need to
ictease thein readiness to take assessments., Ifdistance fearn-
ing offerings seem appropriate, the advisor/mentor will guide
the atudent through the offerings of provider institutions that
are listed in the Smart Catalog. The advisor/mentor will also
aid the student in understanding the concepts of competen-
cies and competency-based eredentials,

Western Governors University does offer eredentials
equivalent (o that of other instituttons. However, the stu-
dentmarket it serves tend to ditler from those of the tradi-
tional institution. The competency-hased degrees and the
assessnient process are espectally suited to non-traditional
students who have been in the work force. Many of those
people find that their educational experience is [imiting their
ability to achieve academic and career objectives.

Western Governors University, then, is a competency-
based, degree pranting institution of higher cducation, A dis-
tnee learning university especially designed to serve
mid-career students. it will soon otfer a spectrum of certifi-
cates and degrees in fields such as information techaology,
education. altied health und business. While working in part-
nership with traditional institutions und other providers, WGU
secks to reach students who often canno. take advantage of
the offerings of many colleges and universities. The cieden-
tials 1t offers are particularly addressed to those students.

The knowledge age presents new patterns of fearning
and credentialing and offers many new learning opportuni-
ties. While the typical undergraduate student may sull at-
tend the residential institutions, many more learners will seek
educalion from home, from the workplace, from learning
centers. Furthermore, they will look for certificates and other
credentials that can be earned through technology. Western
Governors University will respond to these and other so-
called non-traditional educational degrees.
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Luncheon Address

Academic Careers in the Twenty First Century:
New Options for Faculty

Judith M. Gappa
Purdue University

Abstract

The faculiy career iy changing in response 1o external and internal pressures. Public calls for produc-
rvity and accountability, student demands jor access and high quality education, faculey workloads,
tenure criteria and processes, und the desirve for balance in personal and professional lives are olf
contributing to change. Today less than 50% of all fuculty members occupy tenure-track positions;
26% of full-time faculry occupy nontenurable positions. This paper examines these and other pressuies
for institional change, describes current faculty demographics, and explores possible institutional
responses including modifications ta traditional renure systems and facuity career aiternatives outside

tenure.

Here I am, invited to taltk about changes in the faculy
carcer. Isure am an expert on change right now because [
am 1n the midst of changing carcers myself! After twenly-
five years as an administrator with occasionat rescarch and
tcaching assignments, I am now a full-time professor in an
academic department for the first time. 1 should be listen-
ing to you teh me how the system works rathey than speak-
ing 1o you about how (o change it! As | learn first hand
about what faculty do: figure out how to structure their time
o accomplish everything. scarch for parking. beg, borrow
and occasionally steal clerical support, and compete for care-
fully guarded and sacred budget ailocations, I am very per-
sonally aware of how difficult career change can be,

But. change is a reality we all face. So with heightened
personal empathy and understanding garnercd over the fast
several months, T will spend my time today tatking about
why and how I see the faculty carcer changing. Ido thus
primarily from the perspective of my own rescarch includ-
ing my recent affiliation with the American Association for
Higher Education's New Pathways Project which has ex-
plored many facets of faculty carcers and and employment
arrangements and published 14 different working papers.

Today T want to talk about three key points:

+  There are too many public and institutional rea-
sons to continue the same tenure systern promul-
gated by the AAUP in 1940,

+  The demographics of the faculty are already chang-
ing. The question is whether we are going to man-
age this change or just let it happen.

e The task before us all—administrators and faculty
within institutions—is to explore modifications to
tenure and alternatives outside tenure that could bet-
ter meet the needs of faculty members and their
colleges and universitics.

Before we hegin, lets make sure we share the same
definttion of tenure. As promulgated by the American As-

sociation of University Professors in their 1940 “Statement
of Principles on Academic Freedom and Tenure™ (1990,
tenure was for the purpose of guarantecing academic free-
dom and a reasonable amount of economic security. The
tenure system, as defined by the AAUP, was applicd to ev-
eryone, and it worked {ine while the higher cducation estab-
lishmen! was small and relatively homogeneous, And. as
higher cducation gained in public esteem and prospered fi-
nancially during the 1950°s, 60's and 70's (the era in which
today's senior faculty entered the carcer), the academic pro-
{ession was attractive to capable and ambitious {aculty mem-
bers (Bowen and Schuster, 1986). A huge demand for faculty
gave a freshly recruited cohort of professors the leverage to
ncgotiate their salaries. workloads and rewards. Since the
carly 1970°s. however, the appeal of the academic profes-
sion has diminished along with the economic flexibility to
offer faculty attractive salaries and working conditions. At
the same time, the higher education enlerprise has grown
enormously and diversified.  While the “one size fits all”
tenure system, as defined in the 1940 AAUP Statement, 15
still viewed by some as the modei for all institutions, itis no
longer accepted by the public or meets the needs of indi-
vidual colleges and universitics,

The question now is how to retain the key features of
tenure, academic freedom and some measure of job secu-
rity, when higher education itself has changed so dramati-
cally since 1940.

The Current Context

Within institutions tenure policies are undergoing
changes brought about by legitimate and pervasive external
and internal concerns.

External Concerns

The public widely views tenure as a shelter for under-
productive and overcompensated academics, and tenure's
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role in protecting academic freedom with concomitant cco-
nomic security is poorly understood (Gappa and Leslic,
1997). State legislators and others are insisting on greater
accountability and measurement of faculty productivity
through workload studies and requirements or post-tenure
reviews because of a perceived tack of fit between faculty
prioritics and institutional wussions (Heydinger and Simsek,
1992). The guaranize of life-long employment resulting from
the climination of the mandatory retirement age is viewed
as an anomaly.

Demand for access. Demand for access s escalating
while esources are declining. The public is saying we are
the customers and we want our children taught by profes-
sors. We want high quality undergraduate education and
applied research and service aimed at meeting society's needs
(Gappa and Lestie, 1997).

Competition. Today. the entertainment industry is a
primary supplier of education for our students. A steady
dict of engaging, fast-paced information via television and
the world wide web has given students and their parents
implicit criteria for judging the presentation of material
(Heydinger un_d Siumsek. 1992). Students now want leain-
ing that is custontized—high quality, justin time, life-long.
Traditional approaches to teaching and lecarning are being
challenged successfully by corporate entities and for profit
educational institutions such as the University of Phoenix.

Changing work force. Employees no longer expect life-
long employment with one organization or trust major deci-
<ions affecting thew carcers to a “parent’” organization.
instead, working under a new covenant, employers give in-
drviduals opporiunitics to enhance their employability in

exchange for increased productivity and some degree of

commitment to company purpose for as long as the cmployee
works there (Waterman, Waterman and Collard, 1994). This
new covenant is in sharp contrast to academic tenure.
addition, employces today are generally members of family
units with more than one worker. They scek work-life bal-
ance in their careers to meet their dual responsibilites.

Internal Context

Internal concerns about tenure are equally pervasive and
legitimate.

Institutional flexibility. A guarantee of life-long em-
playment can scriously crode institutional flexibility while
arcwards structure that sceks to emulate the rescarch para-
digni no matter what the institutions’ mission or customers’
desires raiscs scrious questions about whether faculty are
citizens of their disciplines or citizens of their institutions.
Boyer's works. Scholarship Reconsidered (Boyer, 1990) and
Scholarship Assessed (Glassick, Huber and Macroff, 1997)
are serving as important change agents to vealign faculty
priorities and allow more paths for faculty achievement and
rewards.

The nature of facudiy work. Contrary to popular belief,
faculty work hard. A survey of professors ata large techni-

cal university found that the median workweek is 60 hours
and 10% of faculty spend 75 hours a week at their jobs
(Bailyn, 1993). As fuculty we love our jobs because of the
autonomy and independence. Bul we pay a price for them.
Qur work is fragmented into multiple demands for our time
and high expectations for performance. Students expect con-
sistent excellent faculty performance in the classroom, and
faculty cannot casily find replacements when they are sick
or have emergencies. As good academic citizens, faculty
are expected to serve on committees and meet other depart-
mental, campus and professional service obligations. Simul-
tancously, they must produce rescarch and scholarly work.
Yet the mental requirements for rescarch (concentration,
uniuterrupted periods of time, and meeting productivity
schedules for grants or publications) conffict with the ex-
pectations faculty face for being avaitable to students and
performing various scervice functions (Gappa and
MacDermid 1997; Bailyn, 1993).

The bottom line is that there 1s not enough time to do
everything that needs (o be done. Bailyn calls the work psy-
chologically difficult

The lack of ahility to limit work, the tendency to

compare oneself primarily to the exeeptional gi-

ants in one’s field. and the high incidence of over-

Joad, make it particularly difficult for academics to

find a satisfactory integration of work with private

life... It is the unbounded nature of the academic
carcer that 15 the heart of the problem.  Time 1s
critical for professors because there is not enough

of it to do all the things their job requires: teach-

ing, rescarch and institutional and professional ser-

vice, Itis therefore impaossible for faculty o protect

other aspects of their lives (1993 pp. S1-52).

The carcer path 1o tenure. For probationary faculty,
the clock 1s always ticking towards an arbitrary seven-year
deadline. Tenure track faculty lack control over their time,
and the pressure to mect tenure criteria requires them (o
pursuc rescarch and scholarship that can result in sulficient
publications within the allotied time frame.

Experiences during the probationary period are infiu-
cneed by the culture of the institution and department. Col-
leges and universities are decentralized enuities. Depending
on the institution, the culture can be institutionally bhascd,
department based, or both! Some departments foster colle-
giality and pride themselves on mentoring, {airness, con-
tinuous feedback. and creating trust.  Others are the
reverse——the feedback is inconsistent, messages about cri-
teria are unclear or changing, and the climate is competi-
tuve, political or schismatic. Changes in committee
composition or department heads can lee o changes in
departinental environments and disconunuity in fcedback and
expectations midway through probation.

Work-life balance. Increasingly men and women fac-
ulty are secking a more realistic balance between work and
life (Gappaand MacDermid, 1997). This is particularly dif-

13

10 Aid-Western Educational Reseaicher

Volume 12, Number | Winter 1999




ficuit for faculty on tenure track—and these faculty, both
mnen and women tend to be from more diverse backgrounds
and have different expectations. In a decentralized institu-
tion, the leve! of use of work-family programs is, in part,
dependent on the perccived career penaltics. The lack of
widespread acceptance and use of work-life programs by
carly career faculty and the lack of understanding of work-
family conflicts by departments can have devastating effects.

Use of part-time, nontenurable appointnients. The ten-
urc system cxists, in part, hecause part-timers provide a
cheap, plentiful source of labor that does the work tenured
faculty do not want to do. But the rising use of part-time
faculty to deliver a larger and larger portion of undergradu-
ate education only sharpens the questions the public is ask-
ing and raises questions about whether the academic work
force may have become too fragmented. Do differences in
status now split faculty away from one another and {rom the
idea of a community of scholars (Gappa and Leslic, 1997)?

Preserving academic freedom. Academic freedom is
critical to higher education. Itis the backbonce of the tenure
system. But, it is difficult to defend tenure for the purpose
of preserving acadermic freedom when only about 34¢ of
all faci y (on ahead count basis) are tenured. Some institu-
tions extend academic freedom to members of the professo-
riate as they define that group (Gappa. 1996). and some
scholars have proposed ways of preserving academic free-
dom sbart of awarding tenure (Byrne., 1997).

Faculty Demographics

Now we will took at some faculty demographics 1o 11-
lustrate the extent of changes in the faculty carcer. These
data arc head count, not full-time facully cquivalents, and
they are inclusive of all institutional types. They are taken
from the 1993 National Study of Postsecondary Faculty
whiclr includes data by institutional type and discipline for
thosc of you who want to exatninc these demographics in
more detail (Zimbler, 1994, NEA, 1995: Finkelstein et al.,
1995: Leslie, 1995: Kirshstein et al., 1996).

s 42% of all faculty are part-time.
4

e 749 of all full-time faculty are tenured or on ten-
ure track.

0

649 of full-tme faculty hired in the last five years
are tenurable.

*  26% of full-timers are nontenurable, either because
their institutions do not grant tenure or becausc their
appointments specifically state they are
nontenurable.

Theretfore, fewer than 50% of all faculty are tenurable.

¢ 60% of men faculty, compared with 28% ol women
{aculty, have tenure.

*  Medical schools use the most full-time nontenurable
faculty. By 1981, 75% of U. S. medical schools
had nontenurable faculty tracks.

Since part-timers have doubled in numbers in the past
two decades and constitute such a large share of the total
faculty (429 (Leslie, 1998), we'll ake a quick look at their
characteristics:

*  Only 4% ate tenured or tenure track.

*  44% are in public two-year colleges, 6% are in lib-
cral arts colleges, 22% arc in comprehensive regional insti-
wtions, 1% are in doctoral universities, and 1% are in
rescarch universities, However, if the work of teaching as-
sistants is added (o that of part-timers in research universi-
ties, it would probably show that proportionatcly as many
undergraduates are taught by nontenurable faculty atresearch
institutions as at other institutions (Leslic, 1995, 1998).

*  77% arc employed elsewhere; two-thirds in full-
time positions. The part-timers whose primary jobs
arc outside academe are 2ot interested in full-time
tenurable positions. We labeled them specialists,
cxperts and professionals in The Invisible Faculry
(Gappa and Leslie, 1993).

¢  Only i3% arc aspiring academics. teaching at sev-
eral campuses simultancously.

*  54% have worked at their institution for 4 or more
years; 21% for more than 10 years.

These data challenge commonly held myths aboul part-
tmers. Part-time faculty constitute a valuable resource to
institutions; they are generatly well-qualified for the teach-
ing assignments they hold; and they are not a transient, tem-
porary workforce. Part-timers themselves do not cause
quality problems. Quality issucs stem from their overuse in
some departinents and from policies and practices govern-
ing their employment. These are institutional problems that
can be fixed!

Modifications to Tenure

Now let’s look at how the current tenure system might
be modified to make faculty carcers more flexible and at-
tractive for individuals and institutions. As we probe this
sensitive terrain, itis important to remember that changes in
the academic carcer will be institution specific, and require
faculty involvement and agreement!

Changes in the Probationary Period

As I have mentioned, the probationary period is char-
acterized by high pressure, lack of control over time, am-
biguous and changing criteria, mysterious processes, subtle
pressures to conform to preferences and prejudices of se-
nior faculty, and work-life conflicts. These sources of dis-
content on the part of early career faculty surfaced over and
over again in structured interviews with new faculty and
graduate students across states and sectors of higher educa-
tion. Various rescarchers (Rice, 1996; Tierney and
Bensimon, 1996; Trower, 1996) all reached the conclusion
that new tenure track faculty are largely an unhappy lot.
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The pre-tenure review process needs to be revamped
(Rice, Chait and Gappa, 1997). Mcasures that could increase
flexibility and reduce inconsistencies and randomness jun-
ior faculty ascribe to the tenure process are: making the length
of the probationary period more fiexible (seven years no
langer meets the needs of some probationary faculty), bet-
ter documentation of teaching and public scrvice, clarity and
consistency in tenure criteria and processes, “tenure-by-ob-
jectives” performance contracts, regular and timely feed-
back, continuity in commitice membership and systematic
mentoring.

Changes in the Time Base and Duration of Tenure

Part-time tenure. Why should tenure be linked to full-
time status? Flexibility in the time base of a tenurable posi-
tion would open up the traditional faculty career to many
individuals seeking to balance work-life conflicts or want-
ing to pursue other careers and interests concurrently with a
tenured appointinent.

instant tenure. Some institutions, such as Harvard Uni-
versily, grant tenure at the time of hire and only at the full
professor rank. Within the Harvard Graduate School of
Education there also must be sufficient funding to support
the position, prior authorization for a tenured slot by the
senior faculty, and a national scarch (Gappa, 1996). This
policy ensures the tenuring of only scnior people in arcas of
clearly established need.

Limir the tenure guaraniee 10 a fixed period of time.
With the elimination of mandatory rctirement some are ques-
“tioning whether or not tenure should be a life-long guaran-
tee and are suggesting that a fixed term with other incentives
may be more attractive to faculty.

Promoting Continuing Productivity

Outspoken critics cite tenure as the source of most pro-
ductivity problems since there is no flexibility to remove
unproductive people. What might promote increased pro-
ductivity?

Redefining what constitutes base salary. Guaranteeing
last year’s salary does not promote continued productivity
and affects institutional flexibility. Heydinger and Simsek
(1992) rccommend setting the base salary at a threshold level,
for example that of a newly hired assistant professor. The
remainder of the salary would be earned each year by achiev-
ing specific accomplishments based upon agreed upon ob-
Jjectives, and bonuses could be given for very high fevels of
attainment.

Post-tenure review. Well-conceived post-tenure revicws
afford opportunities to enhance faculty development. pro-
mote different career emphases, match faculty career goals
and institutional priorities, and clarify performance expec-
tations. On the downside, they consume a great deal of time
and can convey a punitive image while still not guarantee-
ing improved performance (Licata and Morreale, 1997).

Assisting faculty with the transition to retirement. There
are few incentives (o encourage faculty to consider total or
phased retirement or other carcer options without coherent,
coordinated incentive programs and retirement options (Rice,
Chait and Gappa, 1997). Incentive programs and options
can guide faculty toward new roles and careers and smooth
what can be very difficult personal transitions.

Alternatives Qutside Tenure

More than 50% of faculty members are not in tenurable
positions. Twenty-six percent of full-time faculty are out-
side the tenure system. Whether or not a particular appoint-
ment is tenurable is becoming less important to many of these
faculty who are disenchanted with the rigidities of tenure
and pleased with the flexibility provided by a variety of ca-
reer paths.

Full-time nontenurable appointments. In professional
schools of medicine, health sciences, busincss, law and edu-
cation (and increasingly in other disciplines) the use of full-
time nontenurable appointments is expanding (Gappa, 1996).
These positions are characterized by: well-defined career
tracks, appointment and review systems similar to tenure-
track, satisfactory or comparable compensation packages,
support and status within departments, membership in the
professoriate and inclusion within the scope of academic
freedom policies, and sufficient job security.

Professional and disciplinary caltures attach legitimacy
to these alternative career tracks because clinical and re-
scarch skills are so highly valued. Full-time nontenurable
faculty are treated considerably better than part-timers for

_the most part. Faculty occupying nontenurable positions as

clinicians, professors of practice, distinguishcd lecturers or
research professors are, by and large, satisfied with their
status (though there are important differences between jun-
jor and senior faculty).

Renewable Multi-Year Appointments. Part- and full-
time faculty in nontenurable positions seek some job secu-
rity. However. these faculty often describe tenure versus
nontenure-track status as a lifestyle choice, a trade-off be-
tween the short term risk of being denied tenure and the
longer term risk of nonrenewal of multi-year appointments
(Gappa 1996). Most full-time nontenurable faculty have al-
ternatives outside academe; most part-timers' primary jobs
arc outside academe. Many of these faculty see five-year
appointments as sufficient job security.

Possible Conversion to Tenure Track Status. The Uni-
versity of Nebraska Medical Center appoints all new fac-
ulty to a Health Professions Appointment (HPA). These arc
contract appointments for up to five years, renewable in-
definitely. Faculty may apply for tenure at any time, but
they do not need to do soto remain emplioyed (Trower, 1996).
If they are denied tenure they resume their HPA appotnt-
ment and can reapply later. A survey of the fagulty showed
that they perceive the new HPA system as having a positive
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effect on recruitment and as preserving traditional academic
values while adopting to the needs of a more diverse faculty
(Wigton and Waldman, 1993).

Fatr employment for part-timers. Different and mutu-
ally exclusive employment systems in the academic profes-
sion can lead to conflict rather than collegiality. The more
practical alternative is to integrate part-timers into an aca-
demic work force characterized by a shared community of
intcrest in building high-quality programs (Gappa and Leslic,
1997). The concept of one faculty should replace the cur-
rent bifurcated system. To achieve this, institulions must
create and support a sct of employment conditions that will
attract rather than exploit a diverse and highly capable part-
time work foree.

Three key cinployment conditions arc csscnifal to
achieve an attractive work cnvironment for part-timers
(Gappa and Leslie, 1993). First, institutions should decide
what kinds of faculty are needed to do what kinds of work
and select members of the faculty—regardless of full- or
part-time status—because they have the qualifications, cx-
perience and motivation to provide the education the insti-
tution seeks for its siudents. This approach to faculty stafling
would avoid unplanned, out-of-control usc of part-timers.

Sccond, part-timers should be considered regular mem-
bers of the faculty. Institutional employment policies and
practices for part-timers must cnsure that they are treated
fairly and consistently, given the tools they need to do thew
jobs, and offered opportunities for career advancement and
rewards for excellent performance. Practices such as last
minutc hiring, scmester-by-semester appointinents, and
breaking continuity of employment to avoid claims of de
facto tenur: are unnecessary and divisive. A range of em-
ployment choices—{rom tenure or some other measure of
job security for some to truly casual and intermittent em-
ployment for others—waould bencfit individuals and the in-
stitutions that seek to retain them.

Third, part-timers must be oricnted and integrated into
their departments and institutions as fully participating mem-
bers of the faculty. They should be included in faculty de-
velopment programs and opportunitics and consulted on
decisions that affect them. Recognition and rewards for all
faculty should be based on performance as individuals not
on status (Gappa and Leslic 1997).

Conclusion

fn conclusion, fet's go back 1o the three key points I
made at the opening.

¢ There is going to continu * to be tenure.

There are simply too many internal and external pres-
sures—political. cconomic, professional and personal—
to continue with business as usual. We need to focus on
reforming the current system to make it better rather
than on debating whether or not to abolish tenure,

16

¢ The demographics of the faculty are already chang-
ing.

*  The task before ali of us, facilty and administra-
tors within institutions, is to find ways to modify
the tenure system and open up faculty career op-

tions outside tenuare to better meet the needs of fac-
ulty and their colleges and universities.

References

American Association of Universily Professors (1990).
AAUP Policy Documents and Reports. Washington, DC:
AAUP.

Bailyn, L. (1993). Breaking the Mold: Women, Men, and
Time in the New Corporate World. New York:
Macmillan, The Free Press.

Bowen, H. R., and Schuster, J. H. (1986). American Pro-
fessors: A National Resource Imperiled. London: Ox-
ford University Press.

Boyer, E. L. (1990). Scholarship Reconsidered: Priorities
of the Professoriate. Princton, New Jersey: Carncgie
Foundation for the Advancement of Teaching.

Byrne, J. P. (1997). Academic Freedom without Tenure?
New Pathways Working Paper Series # 5. Washington,
DC: American Association for Higher Education.

Finkelstein, M. J.. Seal, R. K.. and Schuster, J. H. (1995).
The American Faculty in Transition: A First Look at the
New Academic Generation.  Washington, DC: Paper
prepared for the National Center for Education Statistics
NSOPF 93.

Gappa, J. M. (1996}, Off the Tenure Track: Six Modecls for
Full-Time, Nontenurable Appointments. New Pathways
Working Paper Scries #10). Washington, DC: American
Association for Higher Education.

Gappa, J. M., and Leslie, D. W. (1993). The Invisible Fac-
ulty: Improving the Staws of Part-Timers in Higher Edu-
cation. San Francisco: Jossey-Bass.

Gappa, J. M., and Leslic, D. W, (1997). Two Faculties or
One? The Conundrum of Part-Timers in a Bifurcated
Work Force. New Pathways Working Paper Series #6,

Washington. DC: American Association for Higher Edu-
cation.

Gappa, J. M., and MacDermid, S. M. (1997). Work , Fam-
ity. and the Faculty Carecr. New Pathways Working Pa-
per Series # 8. Washington, DC: American Association
for Higher Education,

Glassick, C. E., Huber, M. T., and Macroff, G. 1. (1997).
Scholarship Assessed: Evaluation of the Professoriate.
San Francisco: Jossey-Bass.

Heydinger, R. B., and Simsck, H. (1992). An Agenda for
Reshaping Faculty Productivity. Denver: State Higher

Education Exccutive Officers and the Education Com-
mission of the States.

Voluine 12, Number 1 Winter 1999

Mid-Western Educational Researcher 13




Kirshstein, R. J., Matheson, N, Jing, Z., and Zimbler, L. J.
(1996). Institutional Policies and Practices Regarding
Faculty in Higher Education. NCES 97-080. Washing-
ton, DC: U. §S. Department of Education.

Leslie, D. W. (1995). Part-Time Facuity in Colleges and
Universities: Who They Are, What They Do, and What
They Think. Washington, DC: Unpublished report for
the National Center for Education Statistics.

Leslie, D. W. (1998). Part-Time, Adjunct, and Temporary
Faculty: The New Majority?. Report of the Sloan Con-
ference on Part-Time and Adjunct Faculty. Williamsburg,
VA. College of William and Mary,

Licata, C. M., and Morreale, J. C. (1997). Post-Tenure Re-
view: Policies, Practices, Precautions. New Pathways
Working Paper # 12. Washington, DC: Amcrican Asso-
ciation for Higher Education.

National Education Association Higher Education Research
Center (1995, September). Tenure. Update i, 1-6.

Ri~c,R.E, Chait,R., and Gappa.J. M. (1997, March). New
Pathways: Faculty Careers and Employment in the 21+
Century. A Preliminary Statement {or Consideration by
Colleagues presented at the American Association for

Higher Education National Conference, Washington, DC.

Tierney, W. G., and Bensimon, E. M. (1996). Promotion
and Tenure: Community and Socialization in Academe.
New York: State University of New York Press.

Trower, C. A. (1996a). An Inventory of Facuity Employ-
ment Policies. Washington, DC: Paper prepared for the
New Pathways Project. American Association for Higher
Education.

Trower, C. A. (1996b). Tenurc Snapshot. New Pathways
Working Paper Series, #2. Washington, DC: American
Association for Higher Educar® zn.

Waterman, R. H., Watenman, J. A., and Collard, B. A. (1994).
Toward a Carcer-Resilient Workforce. Harvard Busi-
ness Review, 72, 87-95.

Wigton, R. 5., and Waldman, R. S. (1993). An [nnovative
Faculty Appointment System at the University of Ne-
braska. Academic Medicine, 68, 190-191.

Zimbler, L. J. (1994). Faculty and Instructional Staft: Who
Are They and What Do They Do? National Center for
Education Statistics Survey Report, NCES 94-346. Wash-
ington, DC: U. S. Department of Education.

Robert C. Albrecht
Western Governors University

Kim K. Metcaif
Indiana Unitersity

MARE PEv/

Judith M. Gappa
Purdue University

17

Edward R. Hines
Tlinois State University

14 Mid-Western Educational Researcher

Volume 12, Number | - Winter 1999




Mid-Western Educational Research Association

1999 Annual Meeting Call for Proposals
PROPOSAL DEADLINE: APRIL 16, 1999

E. Jane Williams, Program Chair  §
hitp://tierlab.ilstu.edu/MWERA  §

October 13 - 16, 1999
Holiday Inn Mart Plaza, Chicago, IL

The 1999 Annual Meeting of the Mid-Westem Educational Research Association (MWERA) will return to Chicago with an
exciting program of invited speakers, focused workshops, peer-reviewed papers presented in a variety of session formats,
and activities for participants and their families. The 1999 program will feature speakers of interest to anyone invoived in
education, with talks and follow-up small-group discussions that are sure to engage and energize. Workshops will be
scheduled throughout the four-day meeting, allowing attendees to participate in a wide range of focused, longer-term
sessions on a variety of interesting topics. Peer-reviewed papers continue to form the backbone of the 1999 conference,
with authors/presenters encouraged to consider a variety of presentation formats: traditional Paper Presentation (3-5 papers
per session with a Session Chair and a Session Discussant), Roundtable Discussion/Poster (for heightened presenter-
attendee interaction), Symposiurn (focusing on specific topics from a variety of perspectives), Workshop (longer-term
focused work on a topic of interest), or Alternative Format (with a range of different time lengths and interactive
activities). This year's meeting retumns to Chicago’s Heliday inn Mart Plaza featuring spacious, comfortable guest rooms,
excellent meeting facilities, an indoor pool and exercise room, and many shops and restaurants within a short, safe walk

of the hotel. Chicago's museums, planetarium and aquarium, theater district, and lively night life are also just minutes from
our central hotel location!

Please accept this invitation to participate in the 1999 Annual Meeting!

The Mid-Western Educational Research Association offers scholars and practitioners, researchers and instructors, and
educators from all levels and perspectives an opportunity to share ideas with others in a supportive environment of
collaboration. The MWERA meeting is where people from all over North America come to hear the latest in educational

thought and progress, and to make new contacts and renew existing acquaintances, in a spirit of professional friendship
and collegiality!




General Information

The 1999 MWERA Annual Meeting will be held Wednesday, October 13 through
Saturday, October 18, at the Holiday Inn Mari Plaza in Chicago, Illinois. The program
will consist primanly of presentations, selected through a peer review process, by
divisional program chairpersons. In addition, there will be invited speakers and
symposia, pane! discussions, special sessions for graduate students and new faculty,
aluncheon and other sociat events open to all attendees.

Proposals may be submitted either on paper, or glectronically over the World Wide
Web. All proposals submitted on paper must be sent only to the Program Chair at the
address qiven below, and must follow the Guidalines for Submitting a Proposal in this
booklet. Quastions about a proposal or the meeting, whether submitted on paper or
electronically, should also be directed to the Program Chair,

Dr. E. Jane Willlams
MWERA-99 Program Chair
1923 Kenny Road, Suite 100
Ohlo State University
Columbus, OH 43210

Office: (614) 292-4520
e-mall: willlams.483@osu.edu

Electronic proposals must be submitted using the form avaitable on the meeting
Web site. Proposals e-mailed to the Program Chair will not be processed. Further, each
proposal shauld only be submitted once in one format, electranic or paper. Specific
instructions for electronic submission can be found at the meeting web site:

http:/itieriab.ilstu.edu/MWERA

Any educational professional may submit a proposal for MWERA-8S, whether o
not that person is cuently a member of MWERA. All Annual Meeting presentars must
be members in good standing of MWERA (non-members must join MWERA upon
nolification of proposal acceptance). To promote broader participation in the program
no one person should appear as a presenter cn more than three proposals.

All proposals, regardless of submissior: format (electronic or paper), must be
received by the Program Chair no later than the deadline of April 1§, 1993. Al proposals
will then be sent to the appropriate Division. Chair, each of whom coordinate a number
of volunteers in a system of blind (without author identification) review. Appropriate
criteria, depending on the format and type of scholary work being presented, have been
developed and are used for the review process. These criteria include: {a) topic
(originality, choice of problem, importance of issues); (b) relevance of topic to the
Division and MWERA membership; (c} contribution to research and education; (d)
framework (theoretical/conceptual/practical, rationale, lilerature review, grounding); ()
analyses and interpretations (significance, implications, relationship of conclusions to
findings, generalizability or usefulness); and {f} overall writlen proposal quality (clarity
of writing, logic, and organization).

Papers presented at MWERA are expected to present original scholarship,
conducted by the author(s), which has not been previously presented at any ather
meeting or published in any journal, Further, it is a violation of MWERA policy fo promote
commercially available products or services (except as Exhitits) which go beyond the
limits of appropriate scholarly/scientific communication. Individuals who wish to display
educationally related products or services are encouraged 1o contact Dr. Sharon
McNesly, Assistant Program Chair for Exhibits, P. O. Box 34421, Chicago, lliinois
60634, (913) 794-2788.

All persons presenting at the 1999 Annual Meeting are expected to register for the
full meeting. All sessions listed in the program will ba rnen to any registered meeting
participant; however, enrollmant may be limited, and a .mal additional fes required, for
some Workshop sessions. Tickats for the Friday luncheon and speaker are available to
all pre-registrants, Ticket availaniiily i not guaranteed for late and on-site registrants.
Registratiocn materials for the 1999 Annual i\eeting will be published in the Mio-Westem
Educationsl Researcher, on the Wab site, iind can be obtained by contacting the
Program Chair.

Presenters whose papers have been accepted to a session with a Session Chair
and/or Session Discussant are responsible for submitting a completed version of their
conference paper fo the Session Chair and Discussant no later than September 1, 1999,
Papers not available to the Session Chair and Session Discussant may be dropped from
the progrem. Presenters must afso provide complete copies of their papers (or detailed
handouts) to attendees at their sessions. Overhead projectors and screens will be
provided by MWERA in most presentation rooms. Presenters needing additional AV
equipment are responsible for arranging such with the hotel at the presenter's cwn
additional expense.

MWERA reserves the right to reproduce and distribute summaries and abstracts
of all accepted proposals, including making such works available in a printed Program

Abstract, through the meeting's World Wide Web site, and In press releases promoting
the Annua! Meeting and tha organization. As a condition of acceptance ell suthors of
papers accspled fo the 1999 Annual Meeting explicitly grant MWERA the right to
reproduce their work's summary andlor abstract in these ways. Such limited distribution
does not preclude any subsequent publication of the work by the author(s).

Authors of accepted proposals assume the ethiral and professional responsibility
fo appear at the Annual Meeting and to participate in their presentation or assigned
session. When circumstances preclude the author(s) from doing so, it is the

responsibility of the author to amange a suitable substitute and to notify the Program
Chair in advancs.

Divisions

A - Administration and Leadership
This division is concemed with research, theory, devalopment, and the improvement of
practice in the organization and administration of education. The Sr. Chair of Division A
is James K. Walter from Texas A&M University - Corpus Christi, and the Jr. Chair is
George J. Petersen from Southwest. Missouri State University.

B - Curriculum Studies
This division is concerned with cumicufum and instructional practice, theory, and research.
The Sr. Chair of Division B is Nancy G. Saunders from indiana Westeyan University, and
the Jr. Chair is Brad Oiiver from Ball State University.

C - Leamning and Instruction
This division is concemed with theory and research on human abilities, leaming styles,
individual differences, probilem solving, and other cognitive factors. The Sr, Chair of
Division C is James W. Reineke from Winona State University, and the Jr. Chair is Cynthia
Campbell fram Northem lliinois Untversity.

D - Measurement ana Research Methodology
This division is cancemed with measurement, statistical methods, and research design
applied to educational research. The Sr. Chalr of Division D is Gene Kramer from the
American Dental Association—Chicago, and the Jr. Chair is Janet K. Sheehan-Holt from
Northem llinois University,

£ - Counseling and Deveiopment
This division is concemed with the understanding of human development, special
education, and the application and improvernent of counseling thecries, techniques, and
training strategies. The Sr. Chair of Division E is Linda Bakken irom Wichita State
University.

F - History and Phifosophy
This division is concemed with the findings and methodologies of historical research in
education. The Sr. Chair of Division F is Louise Fleming from Ashland University, and the
Jr. Chair is Doug Feldman from Ashland University.

G - Social Context of Education
This division is concemed with theory, practice, and research on sogial, meral, affective,
and motivational characteristics and development, especiaily mulfi cultural perspectives.
The Sr. Chair of Division G is Mary Ann Wham from the University of Wisconsin -
Whitewater, and the Jr. Chair is Celina V. Echols from Southeaster: Louisiana University.

H - School Evaluation and Program Development
This division is concemed with research and evaluation to improve scheol practice,
including program planning and implementation. The Sr. Chair of Division H is John W.

Fraas from Ashland University, and the Jr. Chair is [sadore Newman from the University
of Akron.

1+ Education In the Professions
This division is concemed with educational practice, research, and cvaluation in the
professions (e.g., mediine, nursing, public health, business, law, and engineering). The
Sr. Chair of Division 1 is Richard M. Smith from Rehabilitation Feundation, Inc, and the Jr.
Chair is Joyce Miller from Mt. Vemon Nazarene (OH).

J - Postsecondary Education
This division is concemed with a broad range of issues related to two-year, four-year, and
graduate education. The Sr. Chair of Division J is Tom Cody from Westem Illinois
University, and the Jr. Chair is Rodney J. Greer from Westem Hilinois University.

K - Teaching and Teachsr Education
This divisian Is concemed with theory, practice, and research related to teaching at all
levels and In-service and pre-service teacher educafion, including field experience
supervision and mentoring. The Sr. Chair of Division K is Maria Elena Galvez-Martin from

The Okio State University-Lima, and the Jr. Chair is James Salzman from Ursaline
College.

Important Dates
Proposal Submission Deadline
Naotification of Acceptance
Papers to Session Chairs/Discussants
Meeting Registration and Hotel Reservations
MWERA 1399 Annual Meeting

April 16, 1999

July 15, 1999
September 1, 1893
September 15, 1999
October 13 - 16, 1999
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Guldelines for Suhmitting a Proposal

Sesslon Format Descriptions

Paper Presentation

Paper sessions are intended to allow presenters the opportunity to make shor,
relatively formal presentations in which they overview their papers to an audience. Threa to
five individual papers dealing with related topics are grouped Into a single seasion running
from 1.5 to 2 haurs. The presentar(s) of each paper is{are) aliowed approximately 15 minutes
to present the highlights of the paper. A single Session Discussant bs ailowed approximately
15 minutes, following all papers, for comments and critical raview. A Session Chair moderates
the entire session. Presenters are expected to provide complete copies of their papers to all
interested audience members.
Roundtable Discussion/Poster

Roundtable Discussion/Poster sessions are intended to provide opportunities for
interested individuals to participate in a dialogue with other interested individuals and the
presenter(s) of the paper. Presenters are provided a small table around which interested
individuals can meet to discuss the paper. Presenters may elect to provide smatl, table-top
poster-type displays, ancillary handouts, or other table-top A/V materials to augment their
discussions. Interested individuals are free to rove into and out of these discussions/posters
as they wish. Presenters are expected to make available compilete coples of the paper on
which the roundtable discussion/poster was focused.
Symposium

A symposium is interided to provide an opportunity for examination of specific problerns
or topics from a variety of perspectives. Symposium organizers ere expected to identify the
topic or issue, klentify and ensure the participation of individual speakers who wiil participate
inthe session, prepare any necessary materials for the sympasium, and Chair the sesston,
1tis suggested, though not required, that the speakers or symposium organizer will provide
interested individuals with ane (or more) papers relevant to, reflective of, or drawn from the
sympasium.
Workshop

Workshups are intended to provide an extended period of time during which the
workshop leader helps participants develop or improve their ability to petforrm some process
(e.g. how to prvide clinical supervision, using the latest features of the Intemet, or conduct
& ativanced statistical analysis). Omanizers may request from 1.5 o 3 hours, and are
respansible for providing all necessary materials for participants. Many workshops are
scheduled for Wednesday afternoon, aithough others may be scheduled throughout the
conference. Organizers may, if they wish, receive an honorarium based upon the number of
paid participants in their workshop and the fee schedule.
Altemative Session

The form, topics, and format of alternative sessions are limited only by the Imagination
and creativity of the organizer. These options are intanded fo afford the most effective method
or approach to disseminating scholarly work of a variety of types. Proposals for atemative
sessions will be evaluated on their appropriateness to the topic and audience, their suitability
to meet the limitations of time, space, and expense for MWERA, and the basic quality or value
of the topic. The organization of aiternative sessions is responsible for all major participants
or speakers, developing and providing any necessary materiats, and conducting or mediating
the seesion. Because a variety of approaches may be proposed within this category,
altemative session proposals should inciude a brief rationale for the altemative being
proposed.

Materials to be Submitted

The following materials list applies to proposals submitted on paper. Separate
guidelines exist for electronically submitted proposals (see the Web site for details).
Proposal Cover Sheet

Six (6) copies typewritten with all items completed. Session descriptors must be chosen
from the list of descriptors provided (see table to the right).

Summary

Six (6) copies of a two to (hree page summary for yse in judging the merits of the
proposal. Summaries can be single-spaced, but must be fyped on 8.5° x 11" paper in no
smaller than 10-point type using 1° margins. All copies of the summary should include the tite
of the proposed session in the upper left-hand comer of the first page. On three of the
summaries only include the nu. 1e of the presenter, with his or her complete mailing address,
telephone and FAX, and e-mail, in the upper right hand comer of the first page. Proposals,
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Presidential Addres:

Free Market Policies and Public Education:
At What (Opportunity) Cost?

Kim K. Metcalf
Indiana University

School choice has been called the *most prevalent re-
form idea of the 19905 (Wilte, 1992, p. 206). Even Boyer
(1992), a critic ol schoel choice states, 'Choice has, without
question, emerged as the single mostrousing idea in the cur-
rent school reform effort” (p. 20). The notion of allowing
parents and families the right to choose the school their chil-
dicn will attend is popular among both politicians and the
public {VanDunk, 1998) and momentum to develop choice
programs continues to grow (Fuller, 1996). The number of
charter schools, magnet schools, and alternative schools is
increasing at an unprecedented rate, cach offering parents
additional educational choiccs (Tucker and Lauber, 1995).
School choice programs can take many forms, cach of which
raises issues regarding the role and scope of public educa-
tion. Voucher programs, proposais to provide families with
public funds to be used at the public or private school of
their choice, are undoubtedly the most emotionally debate
alternative,

The following sections of this paper discuss questions
raiscd by the voucher issue. Among these are questions re-
lated to the impetus for the current choice movement, the
nature or structure of existing school voucher programs, and
the findings of rescarch on the effects of the voucher pro-
grams. 1t must be acknowledged at the outsct that definitive
answers about the fundamental goodness of publicly-funded
voucher programs are not available and they may never be.
The present purpose is merely to promote a better under-
standing of the issuc.

What are “voucher” programs?

The school choice movement, the notion of providing
children and families with options for the school and cduca-
tional program in which they participate without regard for
the neighborhood in which they live, includes a broad range
of approaches (Glenn, 1998). Vouchers represent anly one of
many forms of choice that may be made available to parents
regarding the cducation their children will experience. Greater
choice is made possible by providing families with money (in
the form of a voucher) that can be used for tuition in any par-
ticipating school, usually including both public and private
schocls. Asaresult, voucher programs differ from most other
choice programs in at least three important ways. First, and
usually most contentiously, the programs allow parents to use
the voucher to select from among both public and private
schools. Second, all currently operating voucher programs
include schools with religious affiliations. The state-funded

voucher program in Milwaukee was the single exception un-
til recent court rulings allowed the program to expand to in-
clude both secular and religious private schools. Third, unlike
other choice approaches, 14 of the existing 16 voucher pro-
grams in the U.S. operate on private rather than public fund-
ing (Beales, 1994). It may be in this regard that they present
their greatest threat to public education.

What are arguments for voucher programs?

The case for greater parental choice and voice in their
children’s education is made by thosc of all political stripes
and persuasions, from far-right to far-left, liberal and con-
servative, cthnic minority and ethnic majority, from the
wealthy and from the poor, from the religious and secular,
Not surprisingly in light of this diversity, the underlying ra-
tionale for the importance of choice and the likely benefits
such programs will affect cross a broad range of perspee-
tives. Thus, it is difficult to state precisely a single case that
represents the position of choice advocates, particularly ad-
vocates of vouchers. For some, the importance of vouchers
lies in providing poor families, particularly those living in
the inner cities the opportunity for educational choice that
more affiuent families have always possessed (¢.g..
McGroarty, 1994; Ravitch and Viteritti, 1996). By this ar-
gument, families with even moderate income routinely
choose their children’s school by the school district or neigh-
borhosd in which they live. For families with somewhat
greater income, additional choices are available through
personally funded private school enrollment. Poor families
have little or no choice in where they reside, often being
forced to live in neighborhoods near the most dangerous
and lcast effective schools. Voucher programs would di-
minish the inequality of available choices by providing more
options for poor families.

Other advocates belicve that allowing parents choices
in the schools their children attend would promote greater
competition among schools and, thus, would improve the
quality of schools and encourage innovative approaches to
education (Chubb and Moe, 1990; Friedman, 1962). The
current public monopoly on education reduces or eliminates
incentives for school improvement or experimentation be-
cause there is no “market share” 10 be gained or lost. Inef-
fective schools, no matter how effectiveness may be defined,
suffer no ill consequences and highly effective schools re-
ceive no tangible benefits. Such a system not only fails to
support success but, combined with highly regulatory bu-
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reaucracies, promotes maintenance of the status quo. Change
and innovation are implicitly discouraged through unnecces-
sary “red tape” and the difficultics agsociated with abtain-
ing official sanction or approval.

According (o advocates, voucher programs would al-
low, even force, all schools to be as effective as private
schools have been (Gintis, 1995; Glazer, 1993). Private
school students routinely achieve at higher levels than pub-
lic schnal students. students behave rore appropriately in
private schools, and parents are more satisfied with the qual-
ity of their children’s education in private schools (e.g.,
Coleman, Hoffer and Kilgore, 1981; Martincz, Godwin,
Kemerer and Perna, 1995). These valuable outcomes of
private schooling result, at least in part, from the competi-
tive market-driven context within which private schools must
survive, Unlike public schools, private schools must meet
the needs of a sufficient number of students and families to
remain financially viable. As aresult, private schools focus
more on students’ needs, on the interests and input of par-
cnts, and on ensuring that clearly defined goals {or student
learning and hehavior are reached. Voucher programs would
force every school, whether public or private, to become
more accountable in order to remain viabie. Parents would
choose to send their children to schools which best met their
needs, and less desirable schools would be forced to change
or close (McGroarty, 1994).

How strong is the voucher movement
and what is its impetus?

While many of these arguments seem extreme and per-
haps a bit naive, they reflect the perceptions of a huge propor-
tion of parents in the U.S. (Carlos, 1993). Over 95% of adults
in the U.S. believe that parents should be allowed greater
choice regarding their children’s cducation. When asked
whether they would support the redircetion of some current
education funding to provide vouchers with which parents
could enroll their children in the public or private school of
their choice, 50% of public school parents said yes (Matthews
and Hansen, 1995). Further, approximately half of current
public school parents would send their children to a private
school if they were awarded a publicly-funded voucher (Lowell
and Gallup, 1998). Among minority families and those liv-
ing in the inner city, over 80% of parents believe that state-
funded vouchers are a desirable and impaortant approach to
improving education. Itis clear that school choice in its many
forms, and particularly voucher programs supporting enrofl-
ment in both public and private schools, is likely to continuc
grow (Jones and Ambrosie, 1995).

Underlying this movement arc at least three factors that
reflect the unique contemporary context of education in the
United States. The most obvious of these is widespread and
continuing concern over the quality of public schools.
Clearly, and in spite of a small number of researchers who
present evidence to the contrary (e.g., Berliner and Biddle,
1995; Bracey, 1995), many Americans are convinced that

the public schools are not effective, that they must be
changed, and that radical measures are probably justificd
(Lowell and Gullup, 1998). A sccond factor (hat seems to
undergird pressure for greater educational choice is a gen-
cral socictal movement toward egalitarianism and decentrali-
zation (sec Morgan, 1997), Public respect for authority,
belicf in government, attitudes about the valuc of regula-
uon, and acceptance of a uniquely “*American” culture have
croded, probably not without cause.  Within the realm of
cducation, this trend can be seen in decentralization of schaool
governance, site-hased management, school and teacher
autonomy, school improvement committees, and increased
parentai-input in the functioning of their local schools. A
third and probably related factor that seems to support the
movement toward school choice is growing disagreement
over the goals of mandatory public education, Public edu-
cation in the U.S. was developed largely to anculturate the
citizenry, particularly newly arrived immigrants, and Lo pro-
mote a common core of values, attitudes, and knowledze.
Over time and as the shear amount of information available
has grown and ideas about culture and society have changed,
there is increasing divergence on what should he the pri-
mary purposc of our schools,

What is the current extent
of voucher programs in the U.S.?

To date, only two publicly-funded voucher programs
arc operational: in Cleveland, Ohio and in Milwaukee. Wis-
consin. However, privately-funded voucher programs cur-
rently operate in 14 cities across the country, and new
programs, both publicly and privately-funded are in varying
stages of development in at lcast 33 other citics. Nonc of
these programs serves more than a small percentage of cli-
gible students within their region, and most have been aper-
ating for only a few years. In spite of this, the nature of
these programs and the threat they pose to the longstanding
nature and status of public education have raised the visibil-
ity of the issue and intensified the already emotional debate
over not just the future of voucher programs, but of public
education in this country (Tucker and Lauber, 1993).

What do we know about voucher programs?

There are few definitive answers about the effects of
voucher programs as too little evidence is available. Each
of the currently available studies of publicly-funded voucher
programs is reviewed below. The goal of this endeavor is
not to critigue the research, but rather to make the reader
aware of what has been done and whalt remains to be donc
as the voucher debate contlinues.

Research on Publicly-Funded Voucher Programs
Privately-funded voucher programs cutnumber publicly-

funded programs and are much more limited in size and
scope. In addition, very little research is available on these
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programs and all of it 1 as been conducted by sponsors of
the programs. For these reasons, the current review is lim-
ited to studices of the two publicly-funded voucher programs:
The Milwaukee Parental Choice Program and the Cleve-
land Scholarship and Tutoring Grant Program.

The Milwaukee Parental Choice Program

The Milwaukee Parental School Cheice Program, was
created in 1989 and initiated in 1991, provided up to $2,500
in private school tuition for children in fanulies whose in-
come did not exceed 1.75 times the national poverty level,
with {unds used o provide vouchers deducted from state
general equalization aid to Milwaukee Public Schools
(MPS). Originally, qualifying schools were to be non-scc-
tarian but in August, 998 the Wisconsin Supreme Court
ruled that the program can be structured to include religiously
affiliated schools without violating the state’s constitution.

To date, three studies have beent conducted of the Mil-
wiaukee voucher program. The original and most extensive
was that of Witte, Thorn, Pritchard anc- Claibourn {1994)
who were selected by the Wisconsin Department of Public
Instruction Lo conduct a multi-year evaluation of all aspects
of the program. Shortly after relcase of Witte's fourth-year
report, Greene, Peterson, and Du (1996) and Rousc (1997)
released studies of the prograit in which the original data
were reanalyzed.

Witte, Thorn, Pritcchard and Claibourn (1994). The
most comprehensive evaluation of the Milwaukee voucher
program was conducted over a multi-year period by John
Witte of the University of Wisconsin, Beginning in 1991,
Witte and his associates collected data on the students,
schools, and families who participated in the choice pro-
gram. The fundamental cffectiveness of the program was
judged by comparing data from participating students and
families with those from non-participating Milwaukee Pub-
lic School {MPS) students and familics.! The primary data
sources were student school records (including achicvement
test scores, cligibility for free or reduced price lunch, etc.),
rccords maintained by the voucher program office (e.g., stu-
dent altrition, etc.), and surveys of parents and students con-
ducted by the research team

The voucher program in Milwaukee successfully met
its goal of providing private school educational opportuni-
tics for the children of cconomically disadvantaged, inner-
city familics. Further, students attracted to the program were
not, as many had feared, among the higher achicving public
school students, but were instead atnong the lowest achiev-
ing. However, and interestingly, the families of the voucher
children were better educated and more interested in their
child’s education, both before and after entering the pro-
gram, than familics of Milwaukee Public School students,
though their involvement with the school was lower before
entering the program. Perhaps most notably, the voucher
program did not affect any consistent change in students’
academic achievement. Voucher students’ adjusted reading

achicvement was greater than that of MPS students in year
one, lower in year two, and roughly the same in years three
and four; adjusted mathematics achicvement was roughly
the same during years onc and two, significantly higher in
year three, and signiticantly lower in year four,

The Witte evaluation remains the most thorough study
of the Milwaukee voucher program to date and, as the first
study of a publicly-funded voucher program, was greeted
with substantial aitention, Voucher opponents hold up the
study as evidence that such programs do not result in the
desirable ouicomes that advocates had suggested, particu-
larly improved student learning. Supporters of vouchers note
that the program cifectively serves poor familics, does not
draw high achicving students from public schools, and im-
proves parent involvement and satisfaction, even if it does
not clearly increase student learning.

Greene, Peterson and Du (1996). Shortly after the origi-
nal data were releascd, researchers at Harvard and Princeton
independently rcanalyzed the Milwaukee data using the
“natural experiment” afforded by the voucher applicants who
were not selected in the random voucher assignment pro-
cess. Greene, Peterson, and Du (1996) argued that not only
did Witte et al. (1994) fail 1o analyze the data available for
randomly assigned students, but that they also failed to ap-
ply nccessaiy blocking and hicrarchical techniques. Thus,
in a scrics of analyses, Greene et al. compare 1TBS scores
of voucher students with their randomly assigned public
school peers over each of the first four years of the pregram.
Each hierarchical analysis is blocked on three variables:
cthnicity, ycar of entry (into the voucher program), and grade
level. The results of the subsequent analysces indicated that
when achicevement scores are adjusted for gender, voucher
students outperform their public school peers in mathemat-
ics during year four (estimated standardized effect of 11,59
using 2-tailed tests of significance) or years three and four
(estimated standardized effect of 4.98 using 1-tailed tests of
significance);? however, no significant diffcrences were
found in mathewatics for years onc or two, or in reading for
any year. When achicvement scores are adjusted for gen-
der, family income, and mother's education, tlere are no
significant differences in mathematics or reading for any year.
However, when achicvement scores are adjusted for gender
and prior test scores, voucher students significantly outper-
form their public school peers in both reading and math-
cmatics during year three, but not in years one, two, or four.
Thus, Greene, Peterson, and Du were led to conclude that,
“Students who remain in the choice experiment for three to
four years learn more than those not selected” (pp. 5-6).

Rouse (1997). Independent of Greene et al, (1997),
Rousc (1997) rcanalyzed the Milwaukee data comparing
voucher students with randomly non-selected public school
students and a separate random sample of Milwaukee pub-
lic school students. Rousc estimates the effects of program
participation controlling for individual fixed-effects and re-
ports that participation in the voucher program increased
mathematics scores by 1.5 - 2.3 percentile points per year, a

Volume 12, Number | - Winter 1999

Mid-Western Educational ResearcKer "?Z 21




statistically significant and positive program cffect. How-
ever, she finds no significant program effect on students’
reading scores. Rouse notes several caveats to her analyses
and cautions that “these are average effects that do net nec-
essarily mean afl of the choice schools are “better’ than the
Milwaukee public schools™ (p. 33).

Across the three studices, it scems clear the  he Mil-
waukee Parental Choice Program is effective in enhancing
choice for low-income, predominately African Amernican and
Hispanic familics. Children of families who pursue the
vouchers may be somewhat more “at-risk™ than the typical
MPS student in that they are: more likely 1o live ina single
parent home, poorer, are achieving at lower levels, and have
parents who are less involved in their education, Conversely,
these children are somewhat less “at-risk” in that: tkeir moth-
ers are slightly better educated and they have fewer siblings,
What is muclh less clear is whether participation in the
voucher program leads to greater student achievement.

The Cleveland Scholarship and Tworing Grant
Program

The most recent publicly-funded voucher program was
implemented in Cleveland, Ohio in 1996 and provides pri-
vate school tuition scholarships (i.c., vouchery) to poor fami-
lies wathin the Cleveland public school district, Vouchers are
awarded to families primarily on the basis of income, bui wiik
an attempt to ensure that the relative ethnic enrollments of
Cleveland public schools are maintained within the program,
First consid=ration is given to families whose incomne is at or
below the federal poverty level, then to families with income
of between 100% and 200% of the federal poverty index, and
then, if any scholarships or tutoring grants remain, familics
with greater income are cligible. Witliin each income range,
scholarships arc awarded through a random lottery process,
structured to ensure that 75% of the scholarship recipients
are African American. In its first year (1996-97), the pro-
gram enrolled 1,801 children in 41 private schools, three of
which these schools were non-religious.

As in Milwaukee, the focus of the program was on pro-
viding educational choice and assistance to low-income, in-
ner-city families, including the option of using state funds
to pay for privatc education. However, the Cleveland pro-
gram differed from the choice program in Milwaukece in three
significant ways. First, the Cleveland program focused on
children in grades kindergarten through three during the first
year with a grade added cach subsequent year through grade
cight. Second, the Cleveland program provided state assis-
tance to families who wished to continue to cnroll their chil-
dren in public school, but who wanted additional educational
assistance from statc-approved tutors, Third, and perhaps
most importantly, the Cleveland program allowed parents
to choose private schools with religious affiliations.

The legislation which established the scholarship and
tutoring grant program requircd the Ohic Departinent of
Education to conduct an independent evaluation of the pro-

gram during the first three years of its operation. Through a
competitive bidding process, the Indiana Center for Evalua-
tion at Indiana University was selceted to complete this work.
In addition to the state-sponsored evaluation, Greene ct al.
(1997) have campleted studices of two non-religious schools
(HOPZ: schools) which were established by an active sup-
porter of vouchers and have conducted a reanalysis of the
tirst-year results of Metcalf, Boone, Stage, Chilton, Muller,
and Tait (1997). These reports provide the limited source
of empirical information on the Cleveland voucher program,

Metcalf, Boone, Stage, Chilton, Muller, and Tuit (1997).
Beginning in April, 1997, the independent rescarch tcam at
Indiana University implemented the first of a 't vear
cxamination of scveral elements of the Cleveland voucher
program. During the first year, primary focus was given o
evaluating the effects of the voucher program on students’
academic achievement and to establishing a dataset and pro-
cedures that would allow longitudinal evaluation of the
program’s effeets for at least thiee years. Because all stu-
dents who had applied for a voucher had been offered one,
the ideal comparison group (consisting of students whose
families had applicd for a voucher, but who had not been
sclected in the'random lottery) was not available. As a re-
sult, it was critical that the impact of the program take into
account other relevant variables which might impact stu-
dents’ academic performance. Previous literature had sug-
gested that swdents whe participated in choice programs
were likely to be among the most successful public school
students, the evaluation team felt it particularly important to
obtain a measure of students’ academic performance prior
to entry into the voucher program

In May, 1997, the Terra Nova Survey, Form 13 (CTB/
McGraw-Hill, 1996) was administered by independent proc-
tors who had been trained and were supervised by the evalu-
ation tcam. It should be noted that the iwo HOPE schools
refused to allow their students to be tested, however they
agreed to provide studerits’ scores on a different achievement
test administered as a part of the Greene et al. (1997) study.

The findings of Metcalf etal. (1997) seemed to support
those of Witte (1994) in that the voucher program did not
promote increased student achicverment, at least in the first
year. Achicvement of participating students was not signifi-
cantly different from that of non-participating public school
students after other relevant variables were accounted for.
Similarly, Cleveland voucher students were more likely to
vome from single parent households, usually headed by a
mother. However, Metcalf and his colleagues report some-
what different results related to the characteristics of the
participating students. Voucher students in Milwaukec were
of lower income and somewhat more likely to be n- a-mi-
nority than their public school peers, but students in Cleve-
land were of very similar income and ethnicity to students
in the public schools. Further, whereas voucher students in
Milwaukee were among the lowest achieving students prior
to their entry into the program, voucher students in Cleve-
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land were achieving at slightly higher levels than their pub-
lic school peers before they entered their voucher schools.

The first-year results from the Cleveland program were
noted by Metcalf et al. (1997) as tentative, based only on
the first of a multi-year cvaluation and subject to the limita-
tions of the evaluation. While the study addressed the con-
cerns of Rouse and others related to control of the
achicvement testing process, it did not control for at least
two important variables. First, no measure of parental edu-
cation level was obtained, a factor related to students’ aca-
demic achieverment. Second, the study did not make use of
arandomly assigned comparison group of students, thus lcav-
ing open the possibility that the voucher and non-voucher
students were different in important ways. The release of
the first-year report provoked a flurry of attention from both
advocates and opponents of vouchers and, like the evalua-
tion efforts in Milwaukee, prompted reanalysis by Greene
(1997) and his collcagues.

Greene, Howell, and Peterson (1997) and Peterson,
Greene, and Howell (1998). Greenc, Howell, and Peterson
(1997) provide two additional evaluations of the Cleveland
voucher program during its first year. In their first study,
Greene ct al. (1997) collected data on the effects of partici-
pation in the voucher program on parents’ satisfaction with
their children’s schools and the effects of the voucher pro-
gram on students’ academic achievement. This was done
by conducting telephone surveys and by examining fall to
spring changes in the academic achievement of 263 voucher
students attending the two private HOPE schools,

Parental interviews were conducted during the summer
of 1997 with response rates (number of parents agreeing to
be interviewed) of 74.1% for recipients and 48.6% for non-
recipients.  Green et al. (1997) report that recipicenis indi-
cated that the primary reason for their interest in the voucher
program was improved academic quality (85%), followed
by safety (79%). school location (not reported), and reli-
gion (37%), and that they were much more satisfied with
virtually every aspect of their children’s schools than were
non-recipients. Minority recipients were slightly less satis-
fied with their private school than were non-minority recipi-
ents (3% differencc indicated, but not reported), whercas
there were no differences between minority and non-minor-
ity non-recipients.

In the second portion of their study, Greene et al, (1997)
cxamine fall to spring changes in academic achievement test
scores of children attending the two HOPE schools. These
schools werc newly established specifically to accommo-
date voucher children for whom sufficient space might not
be available in other private schools and are of particular
interest. These schools announced from the outset that they
would accept "' students who applied for admisston includ-
ing “'many of the poorcst and most educationally disadvan-
taged students” (p.10), a fact that is borne out by examination
of sccond grade test scores. Further, the HOPE schools cn-
roll nearly 15% of all voucher students.

Fron: their inception, the HOPE schools integrated a
program of scif-evaluation which was to include adminis-
tration of the California Achievement Test, Form E (CTB/
McGraw-Hill, 1985) in the fall and spring of each year.
Classraom teachers proctored cach administration of the
Complete Battery over a week-long period. The investiga-
tors found that the students improved significantly from fall
to spring testing in math and reading.  Upon collection of
fall, 1997 data, the investigators found the gains made by
students during the previous year continued, though they
diminished somewhat,

Greene ct al. (1997) note that ““definitive conclusions
about the effccts of the scholarship program on academic
achievement depend upon the collection of additional data”
(p.10). However, they suggest that the generally positive
and statistically significant gains made by these students are
particularly impressive when contrasted with “the 1 to 2 point
decline that is typical of inner-city students” (p. 10). Across
the parental attitude and student achievement data, the in-
vestigators find substantial evidence in favor of the voucher
program and little evidence to support those who argue
against it. ‘They {urther conclude that the results indicate
the need for choice programs to be structured to provide
special funding arrangements when necessary and to ensure
that students with special nceds are not overlooked.

The sccond study conducted by Peterson, Greene, and
Howell (1998) was a reanalysis of third-gradc achievement
data collected and then made public by Metcalf et al. (1997).
Peterson ct al. were critical of several aspects of the initial
study, noting particularly the decision of the original research-
crs not to include in their analyses the unique test data for
students in the two HOPE schools (sec above) and suggesting
that the seccond-grade test scores used as covariates in the origi-
nal study were “dubious” (p. 2). Thus, Peterson and his col-
leagues transformed students’ scores to a common metric (they
usc¢ the term “percentile points” when referring to these scores,
but they appear to be NCE scores), producing a larger sample,
and then rcanalyze the achievement data. They found that
after covarying on gender, cthnicity, family income, and fam-
ily structure, but without including thc measure of prior
achievement, voucher students’ third-grade achievement is
significantly higher than that of their public school peers in
language and science (p <.01), but not significantly different
in reading, mathematics, or science. The investigators niote
that the differences in reading and social studics, which favor
voucher students, are significant when a onc-tailed test with p
< .10 is applied. When prior achievement is included in the
covariates, the differences in language and science, both fa-
voring voucher students, are significant at p < .10 ir 2 one-
tailed test.

Summarizing their report, Peterson et al. (1998) indicate
differences in mcthodology between their study and Metcalf
etal. (1997), but that “Both studies find positive choice school
effects in some subject domains among third-grade students”
(p.5).
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The resuits of evaluation of the Cleveland voucher pro-
gram arc tentative and early; much more lime and data are
needed before conclusions can be drawn with confidence.
Perhaps because the program is so new and data drawn from
it limited, the findings of three studies conducted to date
appear to provide somewhat conflicting results. In general,
parents whose children participate in the voucher program
seem 1o be pleased with the opportunity they are provided
and feel satisfied with the private schools their children at-
tend. They based their decision to pursue a tuition voucher
primarily on their interest in improving the quality of their
children’s education and concern over the safety of their
children’s public school. The cffects of the voucher pro-
gram on children’s academic achievement are unclear, Stu-
dents who participate in the program were achieving at higher
levels than their public school classmates before entering
the program, When these initial differences are taken into
account, the voucher program appears to affect no signifi-
cantly greater improvement in students’ academic achicve-
ment than they would have experienced had they continued
to attend public school after one year.

Summary

Surprisingly little research has been conducted on pub-
licly-funded voucher programs. And, in many ways, the find-
ings have been subjected to interpretations basced as much
on ideology as on scholarly detachment. Unfortunately, there
remains considerable misunderstanding of the results of re-
scarch on vouchers and confusion is exacerbated by highly
public commentary from those on both sides of the issue.
Nonectheless, examination of research related to school
choice and particularly of publicly-funded vouchers reveals
some consistent, though undoubtedly tentative patterns. A
multitude of factors will impact the direction, extent, and
nature of school choice in coming ycars. Still, some “pre-
dictions” are possible.

Familics will continue to press for a wider variety of
choices for their children’s education and policy makers,
both conservative and liberal, are likely to respond. Public
schools have and must continue to develop programs to at-
tract and retain families who now expect at least some range
of choices. As forced busing for desegregation continues to
decline while non-public alternatives become more preva-
lent, metropolitan school districts are presented with both a
challenge and an opportunity. Students and funds which
have previously been moved from these districts to subur-
ban schools now provide an increased market for public
school education. Further, whereas previous attempts at
desegregation rclied on imposed school assignment, most
efforts {e.g., the federal Magnet Schools Assistance Program)
now focus on developing programs which attemnpt to im-
prove racial balance by attracting targeted minority or non-
minority students. [t seems, then, that at least one impact of
the choice movement has been and will continue to be an

increase in the number and variety of options public schools
will provide.

If a substantial number of families are provided with
and take advantage of alternatives to public education, the
cffect on public schnoling as it has been conducted will be
negative as resources for public schools would diminish if
funds arc redirected. It could be argued that if public schools
fail to provide a scrvice that is desired by cnough people
(i.e., customers) to remain viable, they should be forced to
redesign themselves or clese. However, even though U.S.
public schools must deal with greater competition than ever
before, there is no evidence to suggest that non-public com-
petition will ever be allowed to reach a point at which the
public school system itself is endangered. Public education
employs millions of people, many of whom helong to a well-
organized professional union with substantial political clout,
it generates substantial income for businesses that supply
services and products to the schools, and it touches literally
cvery citizen. To date, no choice programs, public or pri-
vale, have the potential to destroy the well eatrenched mono-
lith that is public education in this country.

Fundamentally, greater family control over education,
within obvious parameters, should be encouraged. Many
in the education establishment would argue that the param-
cters within which choice should be allowed should be rela-
tively restrictive to minimize differences in the outcomes
and bencfits students derive. However, I would arguc that
the widest possible range of choice should be made avail-
able and that, though it will not be popular, the educational
market should be allowed to operate.

Educational choice will continue to be the most centen-
tious issue in U.S. education for the foresceable fulure. As
cducators, particularly university-based educators, we have
a unique opportunity to use the educational choice move-
ment to promote innovalive, creative approaches to schools
and teaching. Tn order to draw students and maintain cnroll-
ments, schools will be seeking assistance in developing and
improving programs to make thcm more attractive to greater
numbers of families. If we take advantage of this opportu-
nity, we have to poteatial to make schools morce inviting and
supportive places for children.
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' Two related facts are noteworthy. First, the compari-
son sample of non-voucher public school students is open
to question due to selection bias. Although Witte and his
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gram variables (e.g.. prior achicvement, gender, income,
ctc.). it must be assumed that participating students and fami-
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tests administered by the schools, no control of the condi-
tions of testing were available to Witte et al.
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Conference Highlights

The 1998 Annual Meeting of the Mid-Western Educational Research Association

Jeffrey B. Hecht, Program Chair
1linois State University

From October 14* through the 17* of this year mem-
bers of the Mid-Western Educational Research Association
(MWERA) gathered at the Holiday Inn Mart Plaza in Chi-
cago, lllinois for MWERA-98, our annual conference. Over
325 people registered for this four day meeting, atticnding
and presenting at a variety of sessions including papers, sym-
posia, roundtable discussion/posters, invited speakers, mect-
ings and socials. MWERA-98 represented the culmination
of over a year of hard work by a number of people. First,
though, lets review the conference.

MWERA-98 began on Wednesday afternoon (the 14™)
with a number of people atiending pre-conference work-
shops. This ycar several additional workshops were also held
Thursday through Saturday, gi -ing attendees the opportu-
nily to participate in more than one interesting event. Initial
feedback from this scheduling was positive, and suggests
that members might want a greater variety of in-depth expe-
riences held throughout future conferences (something that
will be Tooked into for the 1999 annual meeting).

Ed Hines, University Distinguished Professor from I!-
linois State University, kicked-off the meeting with a
Wednesday evening address titled “Policy Research in
Higher Education: Data, Decision, & Dilemmas”, Ed’s talk
presented information on the changing nature of policy de-
velopment and funding over the past several decades for
state-supported institutions of higher education. His insights

MWERA Registration

into what might come in the next few years cvoked interest-
ing discussion among session attendecs, and gave cveryone
food for thought for the next few days.

Thursday morning began bright and carly at 8:00 am
with the first paper presentation sessions. Then, at 9:30 am,
Bob Albrecht, the Chief Academic Officer from Western
Governors University, presented an address titled “Western
Gov: rnors University: New Challenges, New Technologies,
New University”. This presentation described the nature and
mission of WGU, its support being reccived from numerous
states and companies, and its relationship with traditional
institutions of higher education. Talking with many scssion
attendces after the talk revealed that folks did not know a ot
about WGU, with many thinking it was another University
of Phoenix (known for its distance education initatives).
The actual mission of WGU, addressing competency evalu-
ation and assessment together with cooperative agreements
with other institutions, raised folks understanding in and in-
terest about this new model of higher cducation delivery.

The day continued with additional paper sessions. sym-
posia, and workshops. This year division mectings were held
throughout the day on both Thursday and Friday, with the
result being a reported increase in mecting attendance and
divisioninterest across all divisions! Thursday afternoon saw
everyone in the Sauganash Ballroom East for 50 minutes of
roundtables/posters. Participants were able to move from

MWERA Round Table Scssion
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table to table, meeting and discussing with presenters from
a variety of different topics. The number of table-top post-
ers were a big hit, providing another way for presenters to
convey their work. Also new this year were a number of
table dedicated to “Hot Topics” discussions. Rather than pre-
senting a formal research paper, these presenters engaged
participants in a lively discussion coneerning many of the
hottest issues facing educators today. Special thanks to Tom
Parish, then MWERA President-Elect, for suggesting and
organizing these innovative presentations. Thursday con-
cluded with the traditional Cracker Barre! social!

In addition to continued presentations, Friday brought
attendees a catered luncheon with an invited address by
Judith Gappa, Professor of Educational Administration from
Purdue University. Following an excellent meal, Judy pre-
sented information about the changing nature of the higher
education professoriate. Her talk highlighted issues that are
affecting many of the MWERA membership: increasing
numbers of non-tenure appointments, changing work loads
and expectations, and pressures for modifications to the tra-
ditionaily held values of académic freedom and tenure. The
follow-up session provided attendees the opportunity to ex-
amine these issues in greater depth. Another roundiable dis-
cussian/paster session highlighted Friday afternoon’s
activities, along with additional papcr sessions and division
meetings. That evening MWERA President, Kim Metcalf,
hosted the President’s Reception, where everyone talked and
relaxed to good food, drink, and music.

The final day of the conference, Saturday, saw addi-
tional paper presentations and workshops. The highlight,
however, was the Presidential Address given by MWERA

Past-President Sharon McNcely and President Kim Metcalf

President, Kim Metcalf, Associate Professor from Indiana
University. Kim's talk addressed his work on the use of pri-
vate tuition vouchers, a movement gaining in popularity
across the United States. Early results from his evaluation
of the Cleveland Scholarship Program has produced inter-
esting data on the usefulness of vouchers, and sparked a lively
interest and follow-up questions from the packed room of
attendecs! The conference officially ended at Noon follow-
ing the last sessions.

Overall, the conference was a great success. Attendance
was up, and both presenters and attendees reported gener-
ally good experiences throughout the mecting (full feedback
details are being compiled by Member-at-Large Mary Ann
Wham). I want to again thank all of the Division Sentor and
Junior Chairs who worked so hard coordinating the submis-
sions, review, and session organization for their respective
divisions. Sharon McNeely, Thomas Parish, and Jean Pierce
deserve special praise for their extra cfforts on various parts
of the program, insuring that everything came together just
the way it was supposcd to. Deb Bainer, Richard Smith, and
Gene Kramer, the co-editors of the Mid-Western Educational
Researcher, deserve special thanks for all their assistance
and extra efforts in promoting the meeting, and making sure
that the inserts and journal looked fantastic! Finally, student
volunteers from both lilinois State University and North-
castern Illinois University staffed the registration table, and
made surc that the sessions rooms were all well staffed
throughout the confereace. Preparing for MWERA-98 took
an enormous amount of personal time and effort; however.
it was time and cffort that paid of{ handsomely. T am look-
ing forward to next year’s canference already!

Graduate Student Drawing

Thanks to Tom Andre, lowa State University, for the candid shots.
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Electronic or Paper?
Comparing Submissions to MWERA~98

Jeffrey B. Hecht, Program Chair
Illinois State University

The World Wide Web is being used by many profes-
sional organizations and societies to provide general infor-
mation, details of upcoming meetings and events, and
membership specific resources. A recent addition has been
to provide the means to submit proposals, and view upcom-
ing meeting programs, as a part of the web site. This past
year's efforts by the Mid-Western Educational Research
Association (MWERA) have taken this concept one step
further. In addition to static program information (i.e., basic
program details, hast city information, and invited speaker
profiles), the MWERA-98 conference web site supported
both traditional paper and ou-line submission of presenta-
tion proposals. An on-line database aliowed proposers to
query the review and scheduling status of their submissions.
This same database provided the entire meeting program,
including paper abstracts, in an on-line scarch mechanism
designed for locating both sessions, and individual prescn-
tations, of interest.

Did proposers for the MWERA-98 conference take ad-
vantage of the electronic submission option? Were there dif-
ferences in the kinds of people who submitted electronically
versus on paper? Were certain kinds of presentation types,
or certain divisions, more or less likely to receive proposals
in a certain format? Finally, was the method of submission
related to when the presentation was submitted, the com-
pleteness of the proposal package, or its acceptance or re-
jection? These questions were framed as part of a research
study connected with MWERA-98.

Background

The Mid-Western Educational Research Association
(MWERA) is an organization of scholars and practitioners,
researchers and instructors, and educators from all level and
perspectives. Each years MWERA hosts a four-day confer-
ence where participants share research findings and opin-
ions in a collegial atmosphecre. Like most regional
professional meetings, MWERA'’s annual conference pro-
vides a variety of presentation formats (traditional paper
presentation, roundtable/poster, symposium, workshop, and
alternative format) interspersed with invited speakers, spe-
cial events, and socials.

In the past individuals interested in presenting a paper
at the annual meeting were required to submit their applica-
tion on paper. The packet typically consisted of: six copies
of the official submission proposal form, three copies of a
100 to 150 word abstract, six copies of a two to three page
summary (three with author identification and thrce with-

out), two 3 by 5 index cards with certain information, and
four postage-paid, sclf addressed return envclopes. These
materials were used by the Program Chair, Associate Pro-
gram Chairs, and Division Chairs for the proposal’s blind
peer-review, and the prcparation of the meeting program and
abstracts book.

The MWERA Board of Directors decided to allow pro-
posals to be submitted either on paper, in the traditional way,
or over a World Wide Web site for the 1998 conference. For
a variety of reasons it was decided not to allow e-mail pro-
posal submissions (the most important being the inability,
through e-mail, to insure a uniformity of submission materi-
als). Instead, a web form was created (and tested in both
Netscape Navigator version 4 and Internct Explorer version
4) to be uscd as the primary means of proposal submission.
This form was linked (via ODBC) to a Microsoft Access 97
database, the result being that electronic submissions were
entered directly and immediately by the web server into the
appropriate fields in this database. This process, it was hoped,
would greatly reduce the need for reformatting, retyping,
and the bulk (but not all) of the error checking typically as-
sociated with processing paper submissions. Microsoft's
IDC/HTX technology, using under Internet Information
Server (IIS) version 4.0 on a Windows NT 4.0 server, was
used for this purpose. This technology provided a straight-
forward and cfficient means of entering and retrieving in-
formation between the database and the web browser. Active
Scrver Page (ASP) technology was added later for databasc
searching and program retricval.

The Call for Proposals, circulated on paper and on the
web site, provided information about both methods of sub-
mission, and interesled parties were encouraged to try using
theelectronic submission alternative. Electronic submissions
were enabled 120 days prior Call deadline (April 1, 1998).
This deadlinc was eventuaily cxtended to the end of April,
with the final proposals being received by the Program Chair
in early May.

Method

The on-line database contained all of the information
submitted by each proposer, including: the principal
presenter's name and address, the names and institutional
affiliations of any co-presenters, the title of the proposed
presentation, detailed information about the proposed pre-
sentation, and the proposal abstract and summary text. Pro-
posals submitted clectronically were automatically entered
into this database; those submitted on paper were typed into

Ji
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the database (all items except for the longer summary text)
by the Program Chair's staff. The system automatically re-
corded the date of initial proposal receipt, how the proposal
was submitted (on paper or electronically), and whether or
not the proposal was eventuaily accepted for presentation at
the conference. Additional data fields detailing the paper
and session scheduling, chair and discussant information,
and presenter information was added later to the database,
allowing the single data file to contain the full information
for the entire conference.

Selected fields, minus any personal identifying infor-
mation, were extracted from the database in mid-July im-
mediately following the finalization of the meeting’s
program. These data were transferred to SPSS for Windows
(version 8) for analysis.

Results

A total of 193 proposals were submitted for the
MWERA-98 conference: 108 (55.9%) on paper and 85
(44.1%) electronically. Stightly more than half of proposers
still preferred the traditional paper method of submission,
although a sizable number had opted for the electronic form.

Cross tabulations were run to see if diffcrences existed
between the on-paper proposers and the electronic propnsers
on a number of characteristic proposal elements. The first
of these considered the division to which the proposal was
submitted. Division K received the largest number of pro-
posals both on paper and electronically, while Division F
received the fewest. There was not a statistically significant
different between the rates of submission to the different
division (¥’ = 10.208, df=11, p =.512). The desired format
of presentation (paper, roundtable, symposium, workshop,
or alternative session) was also examined. Traditional pa-
per presentations were the most desired format, forming
72.5% of the total submissions, although there were also no
statistically significant differences related to method of sub-
mission (’ = 4.4717, df = 4, p = .345).

The status of the proposer, whether a member of
MWERA or a student, was next examined. More non-
MWERA members (38.8%) than members (27.8%) submit-
ted proposals electronically, although this difference was not
statistically significant (y? = 2.639, df = 1, p = .104). The
number of student electronic proposers was split, with 52.1%
preferring the paper format and 47.9% using the clectronic
format (y? = .389, df = 1, p = .533).

Statistically significant findings were only discovered in
two of the comparisons that were made, The first cxamined
proposals by state address of the principal presenter.
MWERA-S8 received proposals from principal presenters
residing in 20 different states. Only electronic proposals (14
total) were received from individuals living in Colorado, Geor-
gia, Minnesota, Missouri, New Jersey, Pcnnsylvania, South
Carolina, and Texas, while only on-paper proposals (16 total)
were received from individuals in Kansas, North Dakota, South

Dakota, Tennessee, and Virginia. Proposals were received in
both formats from the remaining seven states, This difference
is statistically significant (¥*=33.512,df=19, p=.021). One
possible explanation for this is the location of the MWERA
annual conference, held for the past several years in Chicago,
Mlinois. The electronic only states tended to be those the tur-
thest geographically from Chicago, while the paper only states
are located somewhat closer. Why this geographic distance
should matter to proposers is puzzling, given the number and
reliability of overnight mail services available.

The second statistically significant finding concerned
the date the proposals were received. The first proposal
(which was submitted on paper) was received 55 days be-
fore the Call deadline. Two distinct pcaks of proposals were
then received at eight days before the deadline (7 propos-
als) and two days before the deadiine (20 proposals). Addi-
tional proposals were received on paper over the five days
following the deadline, with most coming in the next day
(16 proposals) or five days later (17 proposals). Therc was
then a sharp drop-off of paper submissions until the 29" day
after the call (the day before the extended call deadline) when
another group of submissions arrived {7 proposals). This is
in contrast to the electronic submissions, 29% of which (25
proposals} arrived on the deadline date. Only six additional
electronic proposals were received as the largest group on
the 26 day after the original call deadline. This difference
was significant (¥° = 139.723, df = 333, p < .000).

Length of proposal titles, number of words in the ab-
stract, nurnber of co-authors, proposal descriptor(s) selected,
and proposal acceptance rate were also compared between
proposals submitted on paper and those submitted electroni-

cally. No other statistically significant differences were
found.

Discussion

The experiences of the Mid-Western Educational Re-
search Association 1998 Program Planning committee show
that clectronic submission is a viable means to receive pro-
posals for a regional meeting. While it required additional
work to set up and maintain the web site used to collect the
electronic submissions, the results seem well worth the ex-
tra effort. A large number of the MWERA-98 proposers
chose to use the clectronic proposal format, a method that
saved meeting planners considerable time as these submis-
sions’ critical information did not have to then be hand en-
tered into the meeting database. The electronic submissions
were essentially indistinguishable from those submitted on
paper, except for the states from which they came from and
the dates on which they amrived. These two significant dif-
ferences may have some implications for future program
planners as they consider both marketing their regional meet-
ings outside of their traditional geographic boundaries, and

scheduling the staffing of the processing of received pro-
posals.
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An additonal benefit to the program committee was
evident at the production of the Program (a special issuc of
the Mid-Western Educational Researcher) and Presentation
Abstracts book (a compilation of alf abstracts accepted to
the conference). In prior years the information for these two
items had to all be typed into a computer, or cut and pasted
together by hand, by program committee staff. This year due
to the number of electronic submissions, which went directly
into the database, that work was cut almost in half. Further,
since the information was in a database (as opposed 1o a
word processing file) it was very casily sort, sclected, and
merged into the necessary formats for both printed items. It
is estimated that this alonce saved almost four weeks of pro-
duction effort by the program cominittee staff. This also al-
Jowed the final production of these items to be put off several
additional weeks cach while still mecting their respective
deadlines. resulting in fewer changes necessary for the Pro-
gram Addendum handout.

Unsohicited comments concerning the electronic sub-
mission process received from clectronic proposers were
uniformiy positive and encouraging. Most indicated that they
enjoyed being able to “cut-and-paste™ from their word pro-
cessor directly into a web form, not having to type cover
sheets and inde x cards, and being able to use the web site to
check on the status of their proposal. Only one person re-
ported experiencing a difficulty in submitting efectronically,
and that was eventually tracked down to their use of an ex-
tremely old version of a web browser (one that did not sup-

port form processing completely). Comments from paper
proposers were also positive. Many reported having used
the web site to check on the status of their proposals cven
though the original submission was made on paper. During
the months following the close of the Call for Proposals the
site has reccived over 4,600 “hits™ of users searching the
database for locate sessions and papers of interest.

Other state and regional organizations will be consider-
ing providing electronic proposal submissions in the vears
to come. The 1 2sults of this rescarch should reagsure those
meeting planners of the popularity of this alternative to tra-
ditional on-paper submissions. Its relative case of imple-
mentation, time saving features, and power to provide
additional on-line information will make clectronic submis-
sions and databases more popular in the coming y ears. Pro-
gram Chairs and committees, and Association Boards of
Dircctors. should be reassured that proposal quality appears
not to be affected by the type of submission medium, and
that the rates of submissicns by different constituencies to
different divisions are likewise not different. There are nu-
merous reasons why clectronic submission would be inap-
propriate as the sole means of proposal submission: however,
a parallel system of web-based and paper-based proposal
submissions does seem to meet the needs of many MWERA
members while simultancously casing the burden of program
production (for the Program Chair and Committee) and pro-

. viding additional immediate. up-to-date information for po-

tential meeting attendees.

a different aspeet of the topic.

Mid-Western Educational Researcher
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The Mid-Western Educational Researcher is a scholarly journal that publishes research-based articles addressing a full
range of educational issues. The journal also publishes literature reviews, theoretical and methodological discussions that make
an original contribution to the research literature, book reviews, and feature columns. There are four issues of the journal
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The journal is now seeking individuals interested in serving as special editors for Autumn issues for 2000-2002. In order to
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seripts shouid be submitted to the editorial team in hard copy and on disk no later than July 15 of the year of publication for
processing and printing.

The editorial team, in conjunction with the incoming editors, will make final decisions on the appointment of special
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The History of MWERA
and the Role and Scope of Its Historian

Thomas S. Parish
Kansas State University

Background

The Mid-Western Educational Research Association
(MWERA) has an exciting history which commenced in the
1970s through the concerted efforts of those educational
researchers who were instrumental in founding our associa-
tion. About two decades later, MWERA was still up and
rurning, but memories of its early and middle developmen-
tal years were in danger of gradually fading.

To address this situation, the MWERA Board of Direc-
tors commissioned Theresa (Terri) Strand and Charles (Andy)
Anderson, former colleagues at ETS and long time members
of MWERA,, to conduct an historical study of the association.
Early on these individuals identified the need to establish
MWERA's archives. The extensive collection of association
documents gathered and maintained by Charles Anderson, who
served as MWERA's Treasurer/Executive Officer from 1980
tirough 1994 underwent systematic review and restructuring
into the current MWERA archives, and eventually served as
the basis for the completed historical study.

Historian/Archivist’s Role. As MWERA's first histo-
rian/archivist, Dr. Terri Strand served as project director in
organizing and assembling MWERA's archives and prepar-
ing the final report of the Association's historical study.
Ensuing responsibilities include collecting, maintaining, and
analyzing relevant documents; updating the documentation
of the MWERA archives on an ongoing basis; and provid-
ing products and services targeted to the information needs
of the association, including preparation of periodic histori-
cal documents and studies.

Scope of the Archives. Holdings of the MWERA archives
are classified within the following content categories:
1) Archives Guides and Summaries
2)  Official Documents
3) Constitution/Bylaws
4)  Governance, Operations, and Membership
5) Minutes of Governance Mectings
6) Financial Staiements and Budgcts
7)  Annual Conferences
8) Journals and Newsletters
9) Historic and Other Important Documents
10) Association Relationships
11) Election Mailings
12) Multimedia Holdings

The collection of documents in the Archives Guides
and Summaries were prepared to provide a historic record
of the many MW A inembers who have served MWERA
over the years. The documents include chronological list-
ings of all MWERA presidents, secretaries, members-at-
large, treasurers/exccutive officers, editors, council members
and the years they served.

Additionally, detailed information was assembled con-
cerning MWERA's annual conferences, including: dates,
cities, and co-sponsoring organizations, invited speakers and
their topics, and the titles of numerous professional training
workshops and their presenters. Multimedia holding include
a variety of photographs, audio cassettes, and videotapes.

Accomplishments

The major accomplishments of Terri Strand, our current
Historian/Archivist, have been the preparation of the histori-
cal study and the assembly and documentation of the MWERA
Archives. The study, MWERA: Promise and Fulfillment-His-
torical Study of the Association from Its Early Years Through
1994, was initially published in the fall 1997 issue of the Mid-
western Researcher (Volume 10, Number 4).

Related accomplishments include preparation of a de-
tajiled MWERA timeline, which covered the pioneering spirit
of the seventies, challenges of the eighties, and organiza-
tional changes occurring during the nineties.

Gther accomplishments by Terri Strand include analy-
sis of MWERA membership data generated by Charles
Anderson for 1984 through 1994; content analyses of his-
toric documents, including MWERA's articles of incorpo-
ration, constitutional changes, and correspondence; and
supportive services for MWERA's presidents, executive of-
ficers, association journal editors, and the 1994 conference
videotape producer. Planning activities for 1999 and be-
yond are currently underway.

Obviously, Terri has already done some very important
things for MWERA, and her fondest wish is to continue
doing so for the foreseeable future. To do this, however,
she really needs cveryone’s help. So if Terri contacts you
requesting information, or if you believe that you possess
valuable information that may assist her in her historian/
archivist role, the Board of Directors of MWERA implores
you to provide her with such information in a timely fash-
ion. Truly, if we will all do our share, Terri will do hers too,
and MWERA will certainly benefit as a result.
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(continued from inside front cover) )
As one reviews this history of the College of Education and Allied Professions, it becomes evident that three factors
influenced its history. Firstis the focus. What stands out is the consistency of the mission centered on collaboration with
local schools and agencies to prepare teachers for area schools with an urban emphasis. Second, the college has a

continuing succession of strong faculty who have provided leadership and vision. Third is success in faculty research and
service.

From very humble beginnings, the College of Education and Allied Professions has evolved into a college of over
4,500 students spanning 80 programmatic options at four scparate degree levels. It has been recognized for quality of
instruction and cutting edge in programming. The faculty, staff and students of the college are proud of their heritage. By
all objective criteria the college has never been stronger in terms of quality of its programs, quality of its faculty, quality of

its students, support from the university, support from the community, sponsored rescarch, service activities and national
reputation.

As the new millennium is approaching the Cellege of Education and Allied Prefessions is poised to accept the
challenges of 21* Century teacher preparation. By requiring a strong liberal arts foundation, coupled with rigorous teacher

training, the College has taken its place among other distinguished institutions that produce tomorrow’s educational
leaders.
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3) Veices in Education is a column which assembles pithy quotes or opinions from prominent persons ot
representative groups of indivicuals. The column addresses a range of topics with wide appeal to the
education community and readership. Use of telephone or e-mail to assemble quotes or opinions is recom-
mend: for accuracy. Columns are up to 2000 words in fength and assume a casual format.

The editors of the journal make final decisions on the acceptance and publication of feature columns. Questions
regarding the journal or the submission of featurec columns should be directed to the editors.

Deborah L. Bainer (419) 755-4287 bainer.]1 @osu.edu
Gene A, Kramer (312) 440-2684 kramerg@ada.org
_ Richard M. Smith (630)462-4102 jomea@rfi.org

w
(@)

Volume 12, Number 1 - Winter 1999

Mid-Western Educational Researcher




OHIO
STAIE

UNIVERSITY

The Ohio State University
2500 Kenny Road
Columbus, Ohio 43210

'lil‘lll]llll!‘llll‘ll!ll‘ll“”!I”Il!HIIlltlllll“"lllll'l‘

. ‘**#*t*lt****#‘*t‘tl#t**ttMlxriD ADC 430
SUSAN VOELKEL 8
PROCESSING ERIC/CRESS 35

PO BOX 1348
CHARLUSTON WY 25373-1344

37

Nonprofit Org,
U.S. Postage
PAID -
Columbus, Chio
Permit No. 711




PN PO

il

Volume 12, No. 2 Spring 1999 MIWES I ERN “BERMISSION TO REPRODUCE THIS

MAT;ﬁL HAS}{E?{N GRANTED BY
U.8. DEPARTMENT OF EpucCa A : -
Cosengn e e DUCAI IONAl Synathe
IONAL R .

g CERTeH (e, NFORMATION A - ‘

This documen ha
8 bDAen reproduced ea
raceived from (he peregn or organ:zahon

ongineting it o - . TO THE EDUCATIONAL RESOURCES .
Q ’k:;\r%;ig:lro\ge;ur:ﬁ:: besn made lo improve . F INFORMATION CENTER (ERIC), .
L) Pomlso!vwworommonntalodmlh i ‘ '
SR e s 5 |

+ Oitcral Publication of the Mid-Westem Educational Research Association ¢

Indiana Center for Evaluation
Indiana University

N ML LU I

Lo
GO




On the Caver

Evaluation is increasingly expected of agencies within the educational and human service sectors.

However, few of these agencies possess the experience or resources necessary to conduct efficient and
meaningful evaluations of their programs, ’

To address this nced, the Indiana Center for Evaluation was established in the fall of 1996 as a
collaborative venturc between the lndiana University School of Educauon and Junior Achievement of
Central Indiana. Under the direction of Dr. Kim Metcalf, the Center's primary mission is to promote and
support systematic program evaluation, particularly in the educational and nonprofit sectors, Drawing
upon the expertise of faculty and staff from a varicty of disciplines, the Center seeks to assist those
organizations moving toward organized investigation of their programs to enhance quality. As aresult, a

focus of the Center's work is on helping its clients develop, implement, and maintain on-going, structured
program evaluation for continuous improvement.

The Center is an independent agency, devoted to the application of multiple research methods to the

practical cvaluation of services and programs. Its clients have reflected a variety of private, public, and
governmental agencies, primarily in education and social services.

Among the range of the Indiana Center for Evaluation's current projects are a 15-year longitudinal
evaluation of more than 1.5 million participants in Junior Achievement programs in central Indiana; a
raulti-year evaluation of the impact of the controversial Cleveland Vouches Program for the Ohio Depart-
ment of Education; and a broad-scale evaluation of the Anchor Schools program for migrant students in
Florida, Georgia, Tennessee, and South Carolina for the U.S. Department of Education.
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Director and Amy Craig, Office Support Staff; JaDora Sailes, Junior Achievement Post-Doctoral Fellow.
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The Use of Tests of Statistical Significance

Thomas R. Knapp
Ohio State University

Abstract

This article sununarizes the author’s views regarding the appropriate use of significance tests, espe-
cially in the context of regression analysis, which is the most commonly-encountered statistical tech-
nique in education and related disciplines. The article also includes a brief discussion of the use of

power analysis after a study has been carried out.

Although statistical significance tests have come under
repeated attacks for several years, most recently in psychol-
ogy by Jacob Cohen (1994), Frank Schmidt (1996), and oth-
ers, there are times when they should be used and there are
times when they should not- be used. What follows is an
attempt to identify those times as far as educational rescarch
is concerned.'

A brief history of the controversy, 1970-1998

In 1970 there appeared a book edited by sociologists
Denton Morrison and Ramon Henkel, entitled The Signifi-
cance Test Controversy. That book consisted of chapters
writlten by people on both sides of the issue, but most of the
authors were ““con”, i.c., they had little or nothing good to
say about significance tests. Several of those chapters had
originally appeared elsewhere in books or as journal articles,
and some of the comments were downright nasty. In his
chapter, for example, Paul Meehl characterized the re-
searcher who uses significance tests as “a potent but sterile

intellectual rake who leaves in his merry path along train of

ravished maidens but no viable scientific offspring™ (Meehl.
1970. p. 265).

For the next couple «  decades things were relatively
quiet, except for the occasional raising of a few new voices
(e.g., Carver, 1978). Significance tests continued to be used
by researchers who felt they were warranted and continued
to be eschewed by researchers who felt they were not. Then
in the 90s, prompted by articles written by Cohen (1990,
1994) and Schmidt (1992, 1996), the controversy was re-
kindled. It led to the creation of a task force in psychology

to deal with the matter and to the publication in 1997 of

another entire book devoted to the “pros™ and “cons™ of sig-
nificance testing, edited by Lisa Harlow, Stanley Mulaik,
and James Steiger. entitled What If There Were No Signifi-
cance Tests? (See Levin, 1998 and Thompson, 1998 for
reviews of, and reactions to, that book.) Schmidt had advo-

cated the discentinuation of all significance tests in favor of

confidence intervals around obtained effect sizes, and the

discontinuation of all narrative literature reviews in favor of

meta-analyses for pooling results across studies. Atthe time
of the writing of this article—Autumn, 1998-—the APA Task
Force had not issued its final report, but its interim report in
1997 suggested that Schmidt's extreme positions would not
be supported.

The situation in educational rescarch has closely paral-
leled the recent developments in psychology. Starting in
1993 with an entire issue of the Journal of Experimental
Education devoled to the topic of significance testing {again,
“pros™and “cons”, but mostly “cons”—sce esp. Carver, 1993
and Thompson, 1993), there appeared subsequent articles
by Thompson (1996}, Robinson and Levin (1997), and oth-
ers, culminating in a debate on the topic at the April, 1998
annual meeting of the American Educational Research As-
sociation in San Dicgo.

The position taken here

This writer takes a very simple approach to the contro-
versy. Ifthere is a hypothesis to be tested and if a statistical
inference is warranted (for a probability sampie drawn from
a well-defined population). then significance testing should
be used. (The terms “hypothesis testing™ and “significance
testing” are regarded as interchangeable. but see Huberty.
1993 concerning the distinctions that arc sometimes made
between the two.) If there is no hypothesis 1o be tested but
a statistical inference is warranted. then interval estimation
{constructing a confidence interval around a point estimate )
should be employed. If a statistical inference is not war-
ranted (when the obtained data are for a full poputation or
for a non-probability sample). whether or not there is a hy-
pothesis to be tested, descriptive statistics should suffice.

One can often get hypothesis testing “for free” by using
interval estimation (if the hypothesized parameter is not in
the confidence interval, reject it), but there are situations where
that is not the case (sec Dixon and Masscy. 1983, p.93). When
dealing with percentages. differences between percentages,
or ratios of pereentages, for example, the standard errors for
the hypothesis-testing approach and the interval-estimation
appreach may differ considerably (sce Knapp and Tam, 1597).
For odds ratios associated with 2x2 contingency tables the
significance test s straigntforward, whereas the determina-
tion of the corresponding confidence interval is extrermcly
complicated (see Fleiss, 1981, pp. 71-75).

Regression analysis
It is indced curious that the adversaries in the signifi-

cance testing controversy rarely use examples involving re-
gression analysis (Steiger and Fouladi. 1997 is a notable
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exception), which is the statistical technique that is most
cemmonly used in the behavioral sciences.” There are many
textbooks (e.g., Cohen and Cohen, 1983; Darlington, 1990;
Marascuilo and Levin, 1983; Pedhazur, 1997; Stevens, 1996)
and monographs (e.g., Achen, 1982; Berry, 1993; Berry and
Feldran, 1985; Breen, 1996; Fox, 1991, Hardy, 1993;
Iversen, 1991 Jaccard, Turrisi. and Wan, 1990: Jaccard and
Wan, 1996; Langbein and Lichtman, [1978; Lewis-Beck,
1980; Newbold and Bos. 1985; Schroeder. Sjoquist. and
Stephan, 1986)" that treat regression analysis. Hypothesis
testing is given much greater emphasis than interval estima-
tion in those sources. Most never even mention confidence
intervals or devote very little space to their use (despite the
fact that such intervals are routinely provided in the output
of certain computer programs), suggesting that significance
testing is the preferred approach. Of all of these authors,
the only one who provides any sort of extended discussion
of the advantages and disadvantages of contidence intervals
vs. significance tests is Acien (1982). and he doesn’t take a
stand on onc approach in preference to the other. Moslt us-
ers of regression analvsis apparently are content with test-
ing hypotheses concerning correlation cocflicients (simple
and multiple), regression coefficients (standardized or
unstandardized). intercepts. and the like.

Some comments regarding observed power

There has recently been a distarbing tendency (disturb-
ing to this writer and to a few others—see, for example.
Goodman and Berlin, 1994, and Zumbo and Hubley. 1998}
in some texthooks. journal articles. and computer programs
to report the “obscrved power™ for a study (see. {or example.
Munro, 1997 and the output for some of the analysis of vari-
ance programs in SPSS). Power is, or at Icast should be. ana
priori concept. Rescarchers know (or should know), GOING
INTO a study, the probability of getting astatistically signifi-
cant finding (given the alternatively hypothesized effect size,
the specified alpha level. and the sample size). i.c.. the prob-
ability of rejecting a false null hypothesis in favor of a true
alternative hypothesis.  What some people are arguing (o
these days is the calculation of the obtained cffect size (that's
finc) and the determination of the corresponding “observed
power” (that's not), COMING OUT OF a study. The ratio-
nale gocs something like this: I'm willing to take the ob-
taincd sample effect size as a good estimate of the population
cffect size, see what power I had for that effect size for the
sample size F'drew, and determine what sample size T would
need in my nextstudy in order to have the power 1 want. That
sort of recasoning scems terribly convoluted and an inappro-
priate use of power analysis as an aspect of statistical infer-
ence. Those who arc interested in a counter-argument
regarding the concept of “observed power™ are urged to read
the articles by Fatk, Hogan, Muller, and Jennctic (1992} and
by Taylor ard Muller (1995) and come to their own conclu-
sions about the defensibility of that concept. The first of those
articles is a substantive article concerning an experniment in-
volving a fixed sample size (a priori power was not involved

in its determination) of 26 people randomly assigned to two
treatments, for which the rescarch hypothesis is null, i.c., the
theoretical position is that there 1s no treatment effect. (They
found nonc and the study was terminated before the origi-
nally anticipated date.) The sceond article is a methodologi-
cal article that advocaics the calculation of obtained power
for the Falk experiment for varying effect sizes close to null,
and the construction of one-sided confidence intervals around
those powers AND one-sided confidence intervals for the
associated sample sizes.

Steiger and Fouladi

In defending their preference for interval estimation in
multiple regression analysis (they also advocate the report-
ing of obscrved power), Steiger and Fouladi (1997) give the
cxample of a confidence interval for the squared multiple
correlation coefficient. The obtained R* in a sample of 45
observations on six variables (five independent and one de-
pendent) was .40, which was statistically significant at the
001 level; the limits of the 95% confidence intervali for the
population R* were .095 and .562. They claim that the in-
ference provided by the interval estimate is much more in-
formative, atbeit less impressive, than the inference provided
by the significance test. That may be, but the price that was
paid to zetit (computationally complex calculations that arc
notinciuded in standard statisucal packages—but arc avail-
able from Steiger and Fouladiy may not be worth it. This
writer personally prefers the significance test. for a given
null hypothesis. a given alternative hypothesis, a pre-speci-
fied alpha. and a sample size that is appropriate for a given
desired power. Cohen's well-known and readily-available
power book (Cohen, 1988) contains all of the necessary for-
mulas and tables. There are also several readily-available
software packages tor carrying out such analyses.

Conclusion

Ths article has tried to summarize when significance tests
(hypothesis tests) should be used and when they should not.
Traditional regression analysis is one of the contexts in which
tests of statistical significance appear to be most defensible and
for which the corresponding interval estimation procedures are
cither not appropriate or are unnecessarily complicated.

[t could be that many cducational rescarchers are “'closet
Bayesians™. They would like to be able to determine the
probability that the null hypothesis is true. given the data.
but in classical stabistical inlerence that 1s not possible. so
they must scttle for the probability of getting the data (or
something even more extreme ), given that the null hypoth-
esis is true (see Cohen, 1994). That's when they get frus-
trated and are prone (o making all sorts of mistakes in
interpreting significance tests. But the cure for this is not
the abandonment of significance tests: the cure 1s 10 use them
properly and interpret them nroperly OR to come out of the
closet and become a Bayesian (sce Pruzek. 1997 and Berger,
Boukai. and Wang, 1997 regurding those alternatives).
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Footnotes

' It might be argued that cducational rescarch is just
like psychological research. sociological research, or re-
search in any of the other social sciences, but many years
ago Gowin (1972) claimed that it is (or at least should be)
distinctive. Education is primarily interventionist. Our so-
ciety doesn’t have to develop various curricula, pay some
teachers more than others, etc., but it has chosen to do so. It
is therefore appropriate that controlled experiments and large
correlational studies be carried out in order to determine to
what extent such things “work™.

? In their summary of statistical techniques used in re-
ports of studies published recently in the American Educa-
tional Research Journal, the Educational Researcher, and
the Review of Educational Research, Elmore and Woehlke
(1998) indicated that multiple regression analysis was used
in 148 out of 1906 articles (7.8 %), but if you add to that the
99 articles that used bivariate correlation, the 70 articles that
used a t test, the 221 articles that used the analysis of vari-
ance or covariance (all of which can be subsumed under
regression analysis—sec, for example, Cohen, 1968) the total
15 538 out of 1906 (28.2 %).

* These monographs were all categorized under the
“"Regression” grouping in a recent Sage Universily Pap r.
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Abstract

This paper presents the case of an evaluation of a literacy-based public school clussroont intenvention that
had been implemented without initial regard for subsequent evaluation, to examine the value of o

multimethod qualitative and quantitative approach.

We show how this evaluation challenge was ad-

dressed using both techniques, and how they complement each other to create richer understandings.
Given the small number of participants in and the brevity of the intervention, the finding of quantitative
results that support the very positive qualitative results is encouraging. Thus, the multimethod qualitative/
quantitative approach appears to have been a useful and informative one in such an applied setting.

Introduction

There are situations in this imperfect world when it is
nccessary (o evaluate a program or intervention under cir-
cumstances that would seem to make such an cvaluation
impractical. In this paper we explore once such situation
concerning a lileracy-based intervention in urban clemen-
tary schools. It uses a case study approach in an ¢xploration
of the use of multimethod qualitative/quantitative technigues
that might be useful if applied wherc evaluation had not been
foreseen but was later required.

In natural settings such as public schools or mu-
nicipal entities an intervention is often designed and imple-
mented without incorporating explicit evajuative clements.
This is regretfully so although, with some foresight, mecha-
nisms for evaluation could have been planned to have been
an inlcgral part of the intervention. For example, often in
such situations a bascline of the target dependent variables
is neither established nor are initial conditions documented.
Without baseline data, it is difficult post hoc to determine
what changes the intervention has effected. Moreover, in-
dependent and confounding variables are rarely controlled
such that the effects of the intervention can be distinguished
from other influences on the paramecters of interest. Conse-
guently, it can be a challenging and even frustrating process
to credibly evaluate the intervention's effects.

In onc case experienced personally by one of the au-
thors in 1977, nearly three billion dollars had been invested
by the Law Enforcernent Assistance Administration in
projects and interventions in police departments and mu-
nicipalities. When Congress some years later required docu-
mentation of the effects of these programs, a plausible
evaluation could not be done because forethought had not
been given to evaluation during the design of the interven-
tion. For examplc, ¢ priori mcasurements of desired out-

comes (where they had even been made explicit!) rarely had
been taken. Thus, it was difficult or impossible to demon-
strate what outcomes could be legitimately attributed to a
given program or intervention.

Qualitative research techniques permit retrospective
studies with a rigor similar to those studies carried out con-
currently with the intervention (Bogdan and Biklen, 1998).
Conscquently qualitative rescarchers may rot sce the lack
of measurcments of initial conditions or the omission of an
a priori cvaluation plan as a concern. In contrast, quantita-
tive research depends on somie type of inferred gain duc to
an independent variable (Newman and Benz, 1998), in or-
der to perform statistical analyses and find mathematical sig-
nificance. However, sponsors and funding agencies may
more often be interested in clear. unambiguous quantitative
data than understanding process and nuance when consider-
ing their policy decisions (Bogdan and Biklen, 1998). There-
fore, for them the lack of quantitative evaluative components
may bec a major issue.

In this paper we will present the case of an evaluation
of aliteracy-based public school classroom intervention that
had been implemented without initial regard for subsequent
evaluation, as an cxample of the value of both the qualita-
tive and quantitative approaches in an applied sctting. It
will show how this cvaluation challenge was addressed us-
ing both qualitative and quantitative techniques. Finally,
the usc of this mulumethod model will be examined to as-
certain the differential information afforded by its qualita-
tive and quantitative components.

The Challenge
We evaluated an intervention consisting of an educa-

tional writing process known as Classroom Publishing or
Bookmaking (Marzollo, 1991). Classroom Publishing had
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been introduced in two Midwestern urban elementary
schools, one a predominately low income inner-city school
(Urban School) and the other a science magnet inner-city
school (Science Magnet). At Urban School, 278 students
in nine classes from grades one through four were intro-
duced to Classroom Publishing. A more widespread inter-
vention had been in place at Science Magnet, where 582
students in cighteen classes from grades kindergarten through
{ive participated. The length of the intervention prior to the
cvaluation had been brief: one and a half school years.

Classrcom Publishing is intended to improve student’s
writing, reading and language skills. The process is highly
contextual in nature, immersing its participants in a literacy-
rich environment. [t encourages children to develop their
creative and expressive skills as they typically write and il-
lustrate books for an audience beyond their classroom
(Domssy, 1990; Vacca, Vacca, and Gove, 1995). Some pro-
ponents believe that the process of Classrcom Publishing
gencralizes 1o broader thinking strategies and to subjects
beyond language and communication (Zemellman, Daniels,
and Hyde, 1993).

The challenge was to evaluate the efficacy of Class-
room Publishing in the target urban schools without the ben-
efit of an initial provision within the intervention for
cvaluation. Thus. a prieri measures and bascline were not
available. Conscquently, a triangulation approach
(McMillan, 1996 Newman and Benz, 1998) was designed
that employed both qualitative and quantitative strategics.
The combination of methods was constructed to extract the
greatest practical meaning from the data to get the clearest
possible understanding of the value and cffectivencss of the
intervention.

Considerations

In the past the preferred approach used to analyze the
results of an intervention has been primarily quantitative
(Shaker, 1990), in which descriptive and inferential slatis-
tics are applied to data that can be gquantified.

An alternative approach to the analysis of the results of
an intervention is qualitative, in which data are viewed from
a qualitative rather than quantitative perspective. Descrip-
tions of pre- and post-intervention conditions are contrasted,
with inductive veasoning applied to judge what relations
among them scem reasonable. fogical and appropriate. i.c..
credible.

Both quantitative and gualitative appraaches have their
adherents, bodics of knowledge and places in research and
cvaluations. In a sense they reflect alternative perspectives
on the nature of reality (Firestone, 1987). In this specific
evaluation, the lack of appropriate pre-intervention measures
as well as limited control imposed by field conditions re-
stricted the applicability of the quantitative approach. as
preferred as it might be by the intervention's sponsor. The

quantitative approach was used in a limited way due to the
circumstances described; it then became an adjunct to quali-
tative methods. Both perspectives were anticipated to
complement cach other.

Evaluation Issues

Given these considerations, an evaluation for this class-
room intervention was constiucted. According to Newman
and Deitchmnan (1983), the keys to a “good cvaluation™ are
in answering, among others, these questions (selected due
to their particular relevance to this study):

1. What are the purposes of the evaluation?

Can these purposcs be assessed?

W

What potential effect will the evaluation have on the
project?

4. Do the cvaluations reficct the concerns and interests of
all the interested parties associated with the project?

In this case, both the project implementers and the
schools’ teachers and administrators were consulted in an-
swering these questions befere this evaluation was initiated.
All parties agreed that the purpose of the evaluation was to
build a casc. if possible, for continued funding for the inter-
vention. All partics belicved that the basis for this case should
be the improvement in academic accomplishment of the stu-
dent participants, and that improvement could be gauged.
Finally, all agreed that the continued tunding of the project
was in the best interests of the students based on their ance-
dotally-based perceptions of the evaluation’s effects. The
input from administrators and teachers contributed o0 the
guidelines for developing the cvaluation plan in order to
maximize evaluative credibility (Newman and Deitchman,
1983). However, the positive bias of these parties towards
the program was clear.

The resulting evaluation plan was to provide evidence
of the intervention’s effectiveness in support of grant-scek-
ing proposals to provide continued funding for the Class-
1oom Publishing process. Thus. in response to Newman and
Deitchman's (1983) questions above:

This was to be an objectives-based study per the tax-
onomy of Stufflebcam and Webster (1983), whr-e the pur-
pose is to determine whether ebjectives have been achieved.

Since it was determined that quantitative methods alone
would be insufficient (given the lack of intervention-specific
pretest measures) o evaluate the comprehensive cffects of
Classroom Publishing on student thinking and behavior. a
range of qualitative data-gathering procedures were designed.

The evaluation would likely have asignificant effect on
the future of the project as continued funding would be at
leastin part alfected by the findings of this evaluative study.

Finally, the qualitative strategies were designed to gather
data from teachers, parents. students and administrators. to
ensure that all four groups of stakcholders were represented.
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Primary Concern: Validity

In constructing an evaluation, Hedrick, Bickman, and Rog
(1993) assert that it is important to plan an analysis carefully
to ensure an cfficicnt study that answers the critical research
questions investigated. Indezd, Newman and Deitchman
(1983) asscrt “One has to leok at the objectives and identify
the most relevant methods of measuring them in terms of prac-
ticality and validity. The validity must be considered not just
in terms of tests but also in terms of credibility to the commu-
nity involved. .. if the objcctives or criteria arc not perceived
1o be rclevant to people with different inwerests, as in the mul-
tiple stakeholder approach, there is no way of achieving cred-
ibility” (p.294). In this cvaluation casc, a predominatcly
qualitative approach was anticipated to be uscful in that it
Jikely accessed the richest content; the qualitative data were
(o te complemented and idcally supported by the available
guantitative data. As McMillan (1996) points out, “If the
resulis of several methods of collecting data agree, the find-
ing is judged to be credible” (p.251).

Further, {rom the quantitative perspective this study was
a clear example of ex post facto research, where “the investi-
gators decide whether one or more preexisting conditions have
caused subsequent differences between subjects who experi-
enced different types of conditions (the phrase ex post facto
means ‘after the fact’)" (McMillan, 1996, p. 185). MeMillan
goes on to cmphasize that the rescarcher should select sub-
jeets to be as similar as possible except lor the independent
variable(s) being studied. Because the participants in the class-
room publishing process had alrcady been determined, the
rescarchers in this study had to find “‘control groups™ as simi-
lar as possible to those participants. However, in compensa-
tion, ex post facto research does provide an opportunity to
study effects in a natural setting (Wiersma, 1995), increasing
the perceived credibility of the results and their acceptance
by practitioners.  After much analysis and reflection, we se-
lected a combination of quantitative and qualitative methodes
to evaluate the effectiveness of Classroom Publishing in these
two urban schools. The constituent groups affected by or
concerned with the intervention were identified: students,
teachers, and parents. A collection of methods to assess quali-
tative data from these groups was designed. Then, the avail-
able quantitative data were identified and data matching and
analysis procedures preparcd. Unfortunately, the available
yuantitative data very were limited, not designed for this study

and subject tosignificant confounding, and not nccessarily of

high validity in this context,
Methodology

Four types of data. three qualitative and one quantita-
tive. were assembled for this evaluation plan. First, a series
of brief. tightly structured group interviews was held for the
teachers who participated in the Classroom Publishing pro-
cess o capture their views and ideas toward the value and

cffectiveness of this process. [n this method, the facilitator
asks a probe question and then supports the discussants’
process. In this particular variation the facilitator records
the group's responses (in this case on 3"x5" cards placed in
view of the group) and then organizes them into related clus-
ters or narratives as appropriate (Kuleck and Knight, 1988).
The naturc of the process used creates consensus. The probes
used in the teachers’ focus groups were:

1. What did you like about Classroom Publishing?
2. What did you not like about Classroom Publishing”
3. What would you change?

Second, a brief, tightly focused questionnaire was ad-
ministered o parents of participating children to gather quali-
tative data about parental views toward the valuc and
cffectiveness of Classroom Publishing. The parent ques-
tionnaire probes used were:

1. Did you sce your child's finished book? What did you
think about it?

2. Do you think Classroom Publishing helped your child
with reading, writing and language”? Why or why not?
Third, participating children were invited to comment

in writing on their Classroom Publishing cxperience. Two

classes did so, onc with letters to the Classroom Publishing
instructor and the other by writing and publishing a book
centaining their feedback.

Fourth, standardized test results were used to determine
what effect participation in Classroom Publishing had on
student writing skills, using standardized data from the State
Fourth Grade Proficiency Test. For one school. classes that
participated in Classroom Publishing could be contrasted
with those that did not. For the other school. because all the
classes in one grade participated, a demographically match-
ing school that did not participate in Classroom Publishing
was identified for comparison purposes.

Evaluation Results
Qualitative Data
Qualitative data: Teachers

Data were collected and recorded using structured group
interviews with teachers whose students participated in Class-
room Publishing. Sixtcen teachers from Science Magnet (of
the cighteen participating in the intervention) and nine teach-
ers from Urban School (of tcn) attended the sessions. The
procedure used was an iterative, interactive real-time synthe-
sis uf the typological analysis and constant comparison pro-
tocols described by LeCompte and Preissle (1984). At the
end of cach session, the process notes and their emergent pat-
terns were reviewed with the teacher group to ensure the ac-
curacy of the data and their consensus with regard to them.

The teachers from both schools were extremely enthu-
siastic about the use of Classroom Publishing. The focus
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Table |

Teacher Qualitative Data

Basic Skills
“Classroom Publishing fosters (the) ability to writc com-
plete sentences.”

* “Classroom Publishing helps prepare for standardized
rcading tests” (mentioned in both groups).

+  “Classroom Publishing reinforces skills, enforces rules,
e.g., grammar” (also mentioned in both groups).
“Classroom Publishing extended their vocabulary.”

*  “Classroom Publishing fostered comprehension skills.”
“Through Classroom Publishing, kids learned to edit.”

Motivation, pride and self esteem

* “Kids couldn’t believe their own progress.”
“Classroom Publishing fostered self-esteem through ac-
complishments.”
“Classroom Publishing demonstrated cverybody can do
something—well” (mentioned in both teacher groups).
“Classroom Publishing so motivated some kids they are
on their third book.” (also mentioned in both groups).

Development of thinking processes and strategies

+ “Classroom Publishing made kids organize thoughts.”
“Classroom Publishing fostered sequencing: beginning.
middle, end.”

+ “Classroom Publishing fostered thinking through to con-
clusion.”
“Classroom Publishing helped to develop understand-
ing of fantasy vs. reality.”
“Classroom Publishing helped develop understanding
of the Main Idea.”

*Classroom Publishing helped kids learn the parts of

books; they now begin a book by checking out the pub-
lisher, illustrator, ete.”

* “Classroom Publishing’s influence exiended even to
math, e.g., calculating the percentage of pages that were
pictures.”

“Classroom Publishing-fostered skills carried through
to creative writing and social studies.”

group responses from both schools were pooled under three
domains: basic skills. motivation, and thinking skills.

Basic Skills

Consistently, one of the stated objectives of Classroom
Publishing was to help students develop their basic skills, The
teacher groups indicated that the process was broadly success-
ful in doing so. Representative responses are found in Table [

Motivation, pride and self esteem

An often-mentioned outcome of Classroom Publishing
in the teacher groups might be termed motivation. pride and
self-esteem. Classroom Publishing was reported to be so
motivating that children elected to spend time on this pro-
cess to the extent of producing two and even three books

during the school year, well beyond what was expected.
Some representative comments are also found in Table 1.

Development of thinking processes and strategies

Perhaps most important from the teachers’ views were
those related to the results Classroom Publishing appeared
to have on the development of thinking processes and strat-
egies. Examples of teacher comments are found in Table 1.

Further, Classroom Publishing's influence appeared to
generalize: typical teacher responses included: “Classroom
Publishing’s influence extended even to math, e.g., calcu-
lating the percentage of pages that were pictures™ as well as
“Classroom Publishing-fostered skills carried through to
creative writing and social studies.”

Swmmary of teacher qualitative data

Teachers indicated that the greatest value of Classroom
Publishing may not be in developing language skills—as
vital as they are—hut in supporting more gencral cognitive
development, e.g., providing a supportive environment to
enhance the development of concepts such as text structure,
as evidenced by the proper use of paragraphing. More gen-
crally, Classroom Publishing appeared to develop children's
overall thinking and problem solving skills while fostering
teamwork and huilding goal orientation. Enhanced self-cs-
teem in children was thus an unsurprising outcome.

In addition, Classroom Publishing was seen by teach-
crs to provide a valuable means for constructive sclf-expres-
sion, allowing children to begin to expand their inner life to
encompass the world and others around them.

Finally, teachers reported that Classroom Publishing is
a process that reached students wherever they may be in
their cognitive and inteHectual development. Those students
with a need to develop organized thinking are stimulated to
develop systematic thought processes. Those children dem-
onstrating higher order thinking found those skills enhanced
and. more importantly. apparently generalized to other sub-
Jectarcas, including math and science.

Quaittative data: Parenty

Patent data were coliected viaa questonnaire sent home
with children from two classes in cach school. At Science
Magnet, 23 of 36 questionnaires were returned (two of the 23
parents noted that they had not seen their child’s hook and
had no comment). At Urban School. 17 of 45 parents re-
sponded. Recognizing that the parent questionnaires woere
likely returncd by parents more involved in their child's school-
ing and thus likely inclined favorably to the Classroom Pub-
lishing process, their comments were uniformly positive.

Among the outcomes often cited by the parents were
improved reading, writing and language skills. Parents found
that Classroom Publishing provided new outlets for self-
expressinon and creativity. The parents (as had the teachers)
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noted that students found Classroom Publishing encouraged
the constructive expression of inner thoughts and feclings;
typical parent responses inciuded: "I think it helps her to
express hersclf and get enjoyment out of reading” and “It
revealed inner thoughts expressed for the first time.”

The parents also reported enjoyment from their
children’s products and expressed pride in them. One par-
ent evidently shared her daughter’s book more widety: *'I
think it was very good. 1like her part about (company name)
and so did my managers.”

Children’s enhanced self estcem as a product of accom-
plishment was also a noteworthy outcome as cited by par-
ents: “...1 think this is a great way to promote sclf cstcem.”
“(child’s name) is very excited about writing his book.” *...he
wants to write more books. He also reads more.”

Pcerhaps two parents surnmed it up best I would like
(child's name) involved in more projects similar to this onc™
and *...it wiil help a lot of other kids like it helped my child.”
Examples of typical parent comments may be found in Table 2.

Table 2
Parent Qualitative Data

Improved Reading, Writing and Language Skills

+ it helps her to read and understand what she is
reading.”

“Writing a book involved a use of spelling words
known and lcarning riecw oncs. Reading vocabulory
was increased with a carry over to their daily tasks.
Speaking skills were practiced whenever the book was
read to friends, teachers, family and once to the schaool
assembly.”

**...she did the work and used her imagination and that
showed me some of the skills fearned from good teach-
ing i other words 1t really went in and stayed in.”

Seif-Expression and Creativity

“My thought was that the book was very creative and
she used a lot of thinking in order to create her book.™
“The story line was a surprise.”
“Her book was well laid out, and took some imagina-
tion for the story. The best I can remember, the spelling
was correcl. But I am not sure whether a lamb and a
coyote will marry and live happily after ever.”

Parental Enjoyment of and Pride in Children’s Products
“The finished hook will be atreasure to be remembered
now and in the years to come.”

« “.lenjoyedreading it and have keptit for akeepsake.”
“Yes | saw his book. I think it1s wonderful ™
“.I'mvery proud of ____"sbook and can’t wait to shew
itolt.”

*I think it was a wonderful short story.”
“1 think 1t was great.”

Qualitative data: Students

Two classes responded 1o a request for feedback about
Classroom Publishing. The group of students from Science
Magnct responded in the form of lctiers to the Classroom
Publishing instructor. The other class, from Urban School,
actually wrote and published a book containing their feed-
back! Examples from both of these sources are found in
Table 3. One student’s comment succinctly summarized the
Classroom Publishing process:

I like Classroom Publishing because it helps me in
reading and writing. Ilike it when we first started
making our storics. We started out with a story
map to help us organize our ideas. Then we ook
our journal home and started writing our stories.
When mine was {inished [ brought back my story
to scliool and had (the instructor) help with my spell-
ing. Then when I was done T wrote it on good pa-
per and went over the words with black marker. |
started illustrating my story. Then I hound it to-
gether and made a book.

[tis clear that the students who responded validated the
comments and opinions of their teachers and parents. The
Table 3
Student Qualitative Data

Letters to the Classroom Publishing Instructor
"1 liked it because we go to draw and make up our own
words. [ am happy because I was the Author and Ius-
trator.”

+ "I had fun making a book and publishing a book. You
also taught me to do I what I couldn’t do. Now I can
make (it) through this grade because I remembered what
you said.”

“This book publishing Program is great! My parents
loved my book. My Mom asked me if she could take it
to work. So if the Program could go on, I would be
very happy to write a book again.™

“I didn’t know how to write a book that good until you
came to our class. I like to make books now.”

“I used to not even write a paragraph so you should
know how good and helpful you were to me.”

* “Tusedtohate writing stories. Now I can use my imagi-
nation. When we had to follow the chart, cach time my
mind would open wider and wider... Know (sic) when |
go to my grandmother’s I write all the time."”

From the Classroom Publishing Book
“Iike that it helps my writing. drawing and creativity.”

* “l'learn alotan (sic) I know a lot about indenting and

paragraphs.”
“My mother was very proud of how I improved on my
paragraphs. [ liked iltustrating and writing the book.™
“I like classroom publishing because it helps me read,
wrote, learn how to draw, spell and work hard.”
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children’s enthusiasm and energy for Classroom Publishing
were undoubtedly responsible for the enthusiasm secn from
the teachers and parents for the process.

Quantitative Data

While the qualitative data were strong in their endorse-
ment of the process, there still remained the question of
whether Classroom Publishing did in fact contribute to ob-
jectively measurable improvements in basic skills, partica-
larly writing. The research staff of the City Schoo! District
was consulted to determine possible alternatives for devel-
oping quantitative data. After {inding that very little quan-
titative data were available, the evaluators and research staff
determined that the only available measure of Classroom
Publishing’s effcct, if any. would be the standardized State
Fourth Grade Proficiency Test as administered by the City
School District.

Fortunately, the State Test included specific sections to
assess writing and reading skills. Only the scale scores from
these scctions were made available to be used as a quantita-
tive measure of student writing, reading and (by inference,
language) skills. Unfortunately, only the fourth grade would
be represented at each school, comprising but 19 of the 278
student participants at Urban School (one classroom out of a
total of 58 fourth graders) and 102 of the 582 at Science Mag-
net. The choice was then not which measures and precedures
to use. but whether to praceed with what was available or
abandon the quantitative side of the model altogether. The
former course was chosen in order to strengthen the evalua-
tion and satisfy the sponsor's needs for compelling data.

The two schools participating in Classroom Publishing,
while both inner city schools, differed significantly from cach
other. “Science Magnet™ is a magnet school; parents must
apply for their children to attend. “Urban School” is a more
typical inner city school, adjacent to a large County Metro-
politan Housing Authority facility. We may rcasonably infer
that the students at Science Magnet bencfited from a higher
level of parental involvement when compared with that of
Urban School. As parental involvement is an irnportant con-
tributor to student success, Science Magnet's relatively higher
level of student success is not surprising. Consequently. for
the purposes of this cvaluation we deemed it advisable to con-
sider the results of the two schools separately.

When comparing the writing performance results from
the Fourth Grade Proficiency Test writing scale from the
two magnet schools, we found that 70% of the Science Mag-
net students (who had experienced Classroom Publishing)
achieved proficiency (defined as a score of 4 or better) com-
pared with 57% of those at Computer Magnet (who had not).

Table 4
Expected Writing Score Chi-Square Test between Schools

from the Fourth Grade Proficiency Test (1996 Science
Magnet c.f. 1996 Computer Magnet)

Classes Non-Proficient  Proficient  Percentage
Students Students Passed

Obscrved Pass-Fail 31 71 70%

Distribution for

Classroom-Publishing Classes

(Science Magnet, 1996)

Expected Pass/Fail 43.80 58.14 57%

Distribution based on
No-Classroom-Publishing
Classes

(Computer Magnet, 1996)

Chi-Square Probability (Yate's Correction) = .08

Table 5

Expected Reacding Score Chi-Square Test herween Schools
from the Fourth Grade Proficiency Test (1996 Science
Magnet ¢.f. 1996 Computer Magnet)

Classes Non-Proficient  Proficient  Percentage
Students Students Passed

Observed Pass-Fail 21 81 806G

Distribution for

Classraom-Publishing Classes

(Science Magnet, 1996)

Expected Pass/Fail 3876 63.24 62%

Distribution based on
No-Classroom-Publishing
Classes

(Computer Magnet, 1996)

Chi-Square Probability (Yale's Correction) = .02

Table 6

Expected Writing Score Chi-Squeare Test within School from
the Fourth Grade Proficiency Test (1996 c.f. 1995 Test
Results, Science Magnet)

) hlishi as imol . Classes Non-Proficient  Proficient  Percentage
Classr()c?mdPu 1Ss1mg W;\l/; implemented d\.l’()Ts the en- Students Students Passed
i rth Grade at Science Magnet. Cons tly, at Sci- -
tire FouAl ira a‘ cie L..-bl gnct. Consequen fy ..n Sci Observed Pass-Fail I . 707
ence Magnet, it was nol possible to compare the performance  pyigibytion for
of students who participated in Classroom Publishing with  Classroom-Publishing Classes
those who did not participate. Consequently, another school,  (Science Magnet, 1996}
Computer Magnet, was suggested by staff of the City School  Expected Pass/Fail 26.52 75 4% 74%
District to be highly comparable to Science Magnet with re-  Distribution based on
gard to demographics and geographic location. Forexample.  No-Classroom-Publishing
the current poverty rate (as measured by participation in the Classes 905
School Lunch Program) at Computer Magnet is 88.41%. while (Science Magnel, 1993)
the corresponding rate for Science Magnet is 90.46% . Chi-Square Probability (Yate's Correction) = .46
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Table 7

Expected Reading Score Chi-Square Test within School from
the Fourth Grade Proficiency Test (1996 c.f. 1995 Test
Results, Science Magnet)

Classes Non-Proficient  Proficient  Percentage
Students Students Passed

Observed Pass-Fail 21 81 80%

Distribution for

Classroom-Publishing Classes

(Science Magnet, 1996)

Expected Pass/Fail 26.52 75.4% 14%

Distribution based on
No-Classroom-Publishing
Classes

(Science Magnel, 1996)

Chi-Squarce Probability (Yate'’s Correction) = .39

Table 8
Lxpected Writing Score Chi-Square Test within School from
the Fourth Grade Proficiency Test (1996 Test Results, Urban
School)

Classes Non-Proficient Proficient  Percentage
Students Students Passcd

Observed Pass-Fail 13 6 32%

Distribution for

Classroom-Publishing Classes

(Lirhban School, 1996)

Expected Pass/Fail 12.67 6.33 134

Distribution based on
No-Classroom-Publishing
Classes

(Urhan School, 1996)

Chi-Squarc Probability (Yate's Correction) = .13

Table 9
Expected Reading Score Chi-Square Test within Scliool from
the Fourth Grade Proficiencey Test (1996 Test Results, Urban
School)

Classes Non-Proficient  Proficient  Percentage
Students Students Passed

Observed Pass-Fail 7 12 63%

Distnibution for

Classroom-Publishing Classes

(Urban School, 1996)

Expected Pass/Fail 6.33 12.67 67%

Distribution based on
No-Classroom-Publishing
Classes

tUrban School. 1996)

Chi-Square Probability { Yate's Correction) = .612

As Table 4 shows, the ¥* prohability of .08 approaches sig-
nificance. The corresponding reading proficiency percent-
ages as shown in Table 5 were 80% at Science Magnet and
624% at Computer Magnet, with a x* probability significant
at the .02 level.

As across check, comparisons were then made between
the observed frequencies of Science Magnet students (all
who had experienced Classroom Publishing) who were found
proficient and non-proficient in writing and reading in the
Classroom Publishing class, and the predicted frequencies
based on the 1995 proficiency testing for Science Magnet
fourth graders. With this comparison, the x? probabilities
were not significant as shown in Tables 6 and 7. This com-
parison was chosen to keep the school constant as compared
with the Science Magnet and Computer Magnet pairing:
liowever the two groups were comprised of students {from
different years, confounding what effect the Classroom Pub-
lishing intervention rnight have had.

Comparisons were also made between the observed fre-
quencies of Urban School students class found proficient
and non-proficient in writing and reading in the Classroom
Publishing class, and the predicted frequencies based on the
three non-participating classes. Here the y? probabilities were
not significant, as shown in Tables 8 and 9. This compari-
son was chosen to complement the previous comparisons,
in this casc by keeping the year of testing and the school
constant. However, the two groups were comprised of stu-
dents from different classes, again confounding what effect
the Classroom Publishing intervention might have had.

Stmmary of Quantitative Data

If Classroom Publishing were effective, we would cx-
pect to see the results of the State Fourth Grade Proficiency
Test's Writing and Reading Scales to favor participating stu-
dents over non-participating students, To test this, we se-
lected two groups of non-participating students to compare
with the participants from Science Magnet's fourth grade:
1. Computer Magnet fourth grade students
2. Science Magnet students {rom the prior vear's fourth

grade
Further, the students from the Urbun School's two non-par-
ticipating fourth grade classes were compared with the stu-
dents from the Urban School fourth grade class that did
participate.

The results of the analyses of both the writing and read-
ing scale score data from the State Fourth Grade Proficiency
Test revealed a significant result for the comparison of Sci-
ence Magnet's Fourth Grade (all of whom participated in
the Classroom Publishing process) and Computer Magnet's
Fourth Grade (none of whom participated). However, when
the previous year’s fourth grade class at Science Magnet
was used, the contrast was not significant. Likewise, the
within-school comparison between the participating (in
Classroom Publishing) Urban School Fourth Grade class and
the two non-participating classes failed to approach signifi-
cance. Thercfore the quantitative data can be described as
encouraging bul not conclusive.
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Summary of Classroom Publishing
Evaluation Results

The qualitative data gathered from the teachers, students
and parents in the first through fifth grade classes that par-
ticipated indicate that Classroom Publishing appears to con-
tribute to the writing competence and cognitive development
of students. This appears to be true for a wide range of
cognitive ability and basic skills. Thus, those students with
a need 1o develop organized thinking were stimulated to
develop more systematic thought processes. Those children
demonstrating higher order cognitive processing found those
skills enhanced and, more importantly, apparently general-
ized te other subject areas, including math and science.

Therefore, the qualitative approach yielded a positive
cvaluation of this Classroom Publishing intervention, How-
ever, the sponsors of the intervention were also interested in
documenting guantified skill improvements that could be
attributed to Classroom Publishing, in support of grant pro-
posals. The quantitative data, writing and reading scale scores
from the State Fourth Grade Proficiency Test, showed sig-
nificant differences between the magnet inner-city school's
participating Fourth Grade and the non-participating Fourth
Gradc in another, roughly matched magnet inner-city school.
In the other school. comparisons of writing scale scores be-
tween the one class in which Classroom Publishing was in-
troduced and the school's two non-participating Fourth Grade
classes failed to reach significance. These results are mixed,
but sufficientiy encouraging to be considered supportive by
the intervention’s Sponsors.

Discussion
Meeting the Evaluation Challenge

When Classroom Publishing in kindergarten through
fifth grade classes at these two urban inner-city schools was
instituted, cvaluative components had been omitted. 1n or-
der to construct a credible and useful evaluation of the pro-
cess, we developed a sct of post hoc, qualitative
data-gathering procedures supported by available quantita-
live assessments, in this case the writing and reading assess-
ment scales of the State 4" Grade Proficiency Examination.
Each method was developed to be accessible and valid. In
addition, while one site could be assessed “within school,”
the second site required a suitable comparison school. An-
other magnet school in the district served this purposc.

Hence, though the Classroom Publishing intervention
in these urban schools seemcd at first to be difficult to evalu-
ate, a uselul set of complementary strategies was eventually
developed. The use of qualitative methods made it possible
for the evaluators to ask the question, “"Docs Classroom
Publishing work™? The quantitative methods made it pos-

sible for the evaluators 1o ask the question * How well does
Classroom Publishing work?"—at least insofar as a mea-
surable cffcct on standardized test scores may be concerned.

Qualitative Strategy and Credibility

Primary in any cvaluation arc issucs of validity and cred-
ibility. With respect to the qualitative methods used, “There
arc ro set standards for evaluation of the validity of a field
rescarch’s conclusions, but this docs not decrease the need
to consider carefully the evidence and methods on which
conclusions are based. .. Individual items of information can
be assessed in terms of at least three criteria:

1. How credible are the informants?

2. Were statements made in response to the rescarcher's
questions, or were they spontancous?

3. How docs the presence or absence of the rescarcher and/
or the researcher’s informant influence the actions and
statements of group members?” (Becker, 1958 p.341-2)

The “informants™ used, teachers, parents and students,
were those bestable to credibly describe the effects of Class-
room Publishing in these classrooms. Further, we belicve
that the use of structured group interviews and open-cnded
questions hclped insure that the responses of those from
whom dala were gathered were apen and spontaneous. The
consistency of the data indicates that the presence of the
evaluator was nota significantly confounding influence (or,
nmplausibly, that the evaluator identically influenced the
focus groups and questionnaire respondents). and morcover
that the triangulation (Newman and Deitchman, 1983) sought
was achieved. Therefore, we concluded that the quatitative
methods chosen appear to have allowed a meaningful evalu-
ation of the Classroom Publishing intervention in these two
Midwest urban schools.

Quantitative Reinforcement of Qualitative Findings

Though the quantitative data provided ambiguous re-
sults, it can be argued that the significant comparisons—
that between the two magnet schools in the same year—were
the most plausibie. This is in view of the comparatively
limited number of participating tourth grade students at Ur-
ban School (19 vs. 38 non-participating), which made the
intra-school compatisons more problematic. Given the small
number of participants in and the brevity of the interven-
tion, the finding of quantitative results that support the very
positive qualitative results is encouraging. Thus. the
multimethod qualitative/quantitative approach in this applied
setting appears to nave been a useful and informative one.
This result contrasts with the Head Start evaluation study
that was reported by Bogdan and Biklen (1998), where quali-
tative methods, used n conjunction with quantitative mea-
sures, demonstrated that the qualitative results were
misleading.
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The Value of Multimethod Models: lssues and
Opportunities

The plausibility of qualitative data can be increased by
using as many appropriatc sources and types of qualitative
data that can be practicably gathered. This multimethod “tri-
angulation” approach (Newman and Benz, 1998) can result
in meaningful and credible results, leading to useful and prac-
tical conclusions. If the spectrum of available data sources
or data gathering modalities 1s restricted, credibility will
suffer and the utility of the conclusions will be diminished.
Thus, it is incumbent on those using qualitative methods (o
cast their net as widely as possible. In this evaluation casc,
each of the stakeholder groups—teachers, parents, students
and intervention sponsors—was given its opportunity to
contribute to the evaluation.

Similarly, the greater the opportunity to assess quanti-
tative data, the greater support they can give to the credibil-
ity of the qualitative findings. Of course, the inverse
construction may also obtain; qualitative methods may be
used to reinforce (or, in the case of the Head Start study that
was reported by Bogden and Biklen (1998), repudiale), quai-
ttative methods.

From a theoretical perspective, Newman and Benz
(1998) point out that qualitative and quantitative methods
are neither antithetical nor mutually exclusive. Rather, they
are complementary sides of the same cotn, an “interaclive
continuum.”™ In this case, the evaluators endeavored to use
the qualitative results to butld a “theory™ that Classroom
Publishing facilitated the development of writing and read-
ing skills. This “theory™ was then tested using a quantita-
tive model. While the quantitative results were only partially
statistically significant, they did provide useful support for
the qualitative-based “theory.” The next step, of course,
would be to refine the “theory™ on the basis of the quantita-
tive results, developing hypotheses to he tested qualitatively,
and s0 on through the cyele of refinement (Newman and
Benz, 1998).

In the final analysis, a uscful and credible evaluation was
constructed atthough the applied intervention was notinitially
destgned with evaluation in mind. The sporsors of this Class-
room Publishing intervention were reassured that Classroony
Publishing was more than a “feel good™ exercise and could
pursue funding sources with both confidence and credibility.
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Multimethod Analysis of Mathematics Achievement Tests

Dimiter M. Dimitrov
Kent State University

Abstract

Multimethod analysis of mathematics achievement tests is illustrated by combining psychometric and
statistical methods in the analysis of results from the California Achicvement Test-Mathematics admin-

istzred to seventh-graders from North-East Ohio.

Taken into account were the category objectives and
thinking skill levels defined for the two parts of the test,
Computations and Concepts and Applications. The goal is
to provide educational analysts results they can use in mak-
ing informed decisions about teaching mathematics within
local educational settings.

Datarelated to validity, reliabiiity, scaling, norming, and
equating are commonly provided with nationally standard-
ized mathematics achievement tests (see, ¢.g., CTB/
McGraw-Hill, 1986). However, the results reported for lo-
cal student populations are usually limited to classical item
parameters and descriptive statistics ~f students’ scores on
such tests. Additicnal test data at state and district levels
may provide research analysts information they car use to
further support their decisions about teaching mathematics
in local educational environments.

The purpose of this paper is to provide information that
may help in making informed decisions based on CAT-M
results, by combining Item Response Theory (IRT) and sta-
tistical methods in the analysis of results from the Califor-
nia Achievement Test-Mathematics (CAT-M) administered
to seventh-graders from North-East Chio. This study ad-
dresses a number of questions:

1. Which IRT model fits the CAT-M data for the target
population?

2. How does the CAT-M work at different ability levels?
Does the average item difficulty change across ditter-
ent category objectives and thinking skill levels of the
CAT-M?

4. Istherelative standing of students the same across dif-
ferent CAT-M items?

5. How many items are needed per CAT-M category ob-
jective and thinking skill level in order to obtain given
reliability?

6. How can students” abilities be predicted from CAT-M
scores?

Method

Results from the C/ I-M (CTB/McGraw-Hill, 1985) of
4135 scventh-graders from a large urban arca in North-East
Ohio were used. The two parts of the CAT-M, Computation
Test and Mathematics Concepts and Applications Test, were
analyzed separately. The Computation Test inciuded 50 items

grouped by vne factor, Category Objective (CO), with 10
levels: (1) Subtract fractions, (2) Multiply whole numbers,
(3) Multiply decimals, (4) Multiply fractions, (5) Divide
whole numbers, (6) Divide decimals, (7) Divide fractions,
{8) Integers and percents, (9) Subtraction of whole numbers
and decimals, and {10) Addition of whole numbers, deci-
mals, and fractions (CTB/McGraw-Hill, 1986).

The Concepts and Applications Test included 55 items
grouped by two factors. The first factor, Category Objective
(CO), has six levels, (1) Numeration, (2) Number Sentences,
(3) Number Theory, (4) Problem Solving, (5) Measurement,
and (6) Geometry. The second factor, Thinking Skill (TS),
has three levels, (1) Recall and recognition, (2) Inference,
and (3) Evaluation.

The IRT analysis included the calculation of (a) data fit
statistics, (b) itcn and test characteristics,(c) students’ abil-
ity scores, and (d) descriptive statistics for test scores of
students with different abilities. The computer programs
RASCAL (Asscssment Systems Corpora: 'on, 19952) and
XCALIBRE (Assessment Systems Corporation, 1995b)were
used for the IRT analysis, while SPSS (SPSS Inc., 1997)
and MicroFACT (Waller, 1995) were used for the statistical
analysis.

A two-way unbalanced ANOVA was conducted for the
Concepts and Applications Test with two fixed factors, CO
and TS, with the dependent variabic being the IRT diffi-
calty of the items. It was performed through the SPSS pro-
cedure MANOVA/METHOD = SEQUENTIAL. Of special
interest was the interaction between the two factors in order
to see if the difference between the average item difficultics
of different category ohjectives varied across the three think-
ing skill levels.

To answer the research question related 1o the predic-
tion of students® abilities on CAT-M scores, a regression
analysis was conducted with the independent variable being
the test score and the dependent variable being the ability
scorc. The ability scores of all 4135 students were calcu-
lated XCALIBRE,

Generalizability theory study (G-study) and related de-
cision study (D-study) were conducted for the CAT-M tests
by the use of the GENOVA program (Crick and Brennan,
19§3). For the Computation Test, students (S) were the ob-

jectof measurementand items (1) represented arandom facet

nested within the fixed facet Category Objective (CQ). Thus,
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the appropriate G-study design in this casc was the partially
nested design § x (I:CO) (see, c.g., Shavelson and Webb,
1991, p. 75). With the Concepts and Applications Test, a G-
study was conducted for the partially nested design S x (TS),
with items nested within the fixed facet Thinking Skill (TS).

Related D-studies were conducted with both the S x
(I:CO) and S x (I:TS) designs for the estimation of the GT
coefficients Ep? and @. The generalizability cocfficient,
Ep?, is analogous to the reliability coefficients in classical
test theoty. It is suitable for decisions about the relative stand-
ing of students on the test scale. The index of dependabil-
ity, &, introduced by Brennan and Kanc (1977) as a
generalizability index for absolute decisions, is suitable for
criterion-referenced analysis and decisions (see, e.g.,
Shaveison and Webb, 1991, pp. 83-97).

Results

The IRT assumption about unidimensionality of the data
was tested using MicroFACT (Waller, 1995), which performs
the iterated principal factor analysis on tetrachoric correla-
tions for binary response data. The results indicated the pres-
ence of a dominant factor underlying the students’
performance on each test. For the Computation Test, 36.72%
of the total variance was explained by the first factor versus
1.54 % explained by the second factor. For the Concepts
and Applications Test, this ratio was 42.46 % versus 0.48%
in favor of the first (dominant) factor.

The results of the IRT analysis showed that the one-
parameter IRT (Rasch) model did not fit the CAT-M data.
The RASCAL y? fit statistic indicated misfit of 44 items
from the Computation Test and 45 itcms from the Concepls
and Applications Test, with %? values of those items exceed-
ing the critical value, ¥*(19)= 30.14, at the level of signifi-
cance o= .05.

For data fit of thc 2- or 3-parameter IRT models,
XCALIBRE reported a standardized residual statistic for
cach item. This statistic is normally distributed and values
in excess of 2.0 indicate misfit with a type I error rate of
0.05. The results showed that the data did not fit the 2-pa-
rameter IRT model. Standardized residuals in excess of 2.0
for 8 items from the Concepts and Applications Test and 20
items from the Computation Test were found. For each test,
the data fit the 3-parameter IRT model because none of the
standardized residuals exceeded 2.0,

The internal consistency reliability of each test was
found to be 0.90. The information curves of the two tests
are given in Figure 1. The average amount of information
provided by the Computation Test was found to bc 9.31 ver-
sus 7.39 provided by the Concepts and Applications Tcst.
Thus, for the local population of seventh-graders, the Com-
putation Test provided more accurate estimates of students’
abilitics as compared to the Concepts and Applications Test
{see, e.g., Allen and Yen, 1979, pp. 262-267). This is espe-
cially truc for studenls with ability scores between 0.0 and

Table 1
ltem Parameter Estitates for the Computation Test
Parameter Parameter
ltem a b ¢ PC ltem a b ¢ PC
1 43 255 .14 &7 26 43 -137 4 75
2 65 211 .14 89 27 1.45 80 20 42
3 46 200 .14 94 28 37 4417 54
4 77 07 15 S6 29 177 137 a2 2}
5 164 56 17 45 30 19 114 09 23
6 61 90 13073 31 75 -136 13 81
7 54 -3 13 63 32 100 113 12 8l
8 74 -53 .14 68 33 76 -66 .11 69
9 8 28 .13 50 34 95 .58 2 70
10 94 35 44 50 35 89 .34 13 65
L 53 241 14 88 36 8 -1.26 .13 82
12 165 45 14 46 3 87 .157 14 86
13 L6 80 .10 33 38 97 79 13 75
14 1.36 42 13 45 39 93 -29 I3 64
15 183 67 a1 3 40 107 162 .13 23
16 67 -152 13 82 41 2101 L1l a3 28
17 62 -1.80 .13 85 42 231 120 17 30
18 78 -134 13 82 42 181 128 47 28
19 79 -L13 13019 44 216 130 .12 23
2 71 .42 a2 65 45 148 Li2 .09 34
21 AT 261 .14 88 46 83 244 16 22
22 66 117 14 78 47 B4 149 42 27
23 71 -6 .14 &9 48 34 .09 15 58
24 91 49 16 48 49 93 180 .16 26
25 .78 39 45 50 50 109 251 09 11

Note: Used was the 3-parameter IRT model. with a = discnmi-
nation parameter, b = difficulty parameter, and ¢ = “guessing”

Parameler Parameter
ltem a b ¢ PC Item a b ¢ PC
l 68 3060 18 97 29 91 9% 15 7
2 5 2232 17 89 30 72 -18 .18 63
3 83  -2586 7 9s 31 .70 -18 .19 63
4 93 -4 .18 68 32 .87 10 .16 56
5 76 -1.70 .18 7 33 .89 23 .17 54
6 83 181 17 89 34 46 78 .19 49
7 70  -2.01 .17 89 35 97 -19 16 62
8 76 -1.51 .18 85 36 126 1.09 .18 35
9 51 -1.88 .18 84 37 93 -54 17 70
10 61 97 18 15 38 99 64 .18 45
il .54 79 18 71 39 1.02 -51 .16 70
12 65 .60 .18 70 40 .58 A0 .17 57
13 76 -1.39 18 83 4] 73 67 .18 47
14 67 -1.38 .17 82 42 a7 103 17 78
15 74 -35 18 66 43 51 144 17 79
16 70  -1.10 .18 78 44 81 -16 16 61
17 56 -72 47 70 45 86 69 2! 47
18 .80 -95 .16 76 46 149 J3 14 38
19 33 99 .21 51 47 .50 62 1§ 45
20 113 -58 18 13 48  1.20 91 20 40
21 100 -79 .18 76 49 86 56 .14 45
22 64 -24 17 63 50 .38 161 .15 27
23 55 33 19 54 51 99 28 17 52
24 56 A3 20 58 52 1.04 2.17 .13 19
25 62 42 18 52 53 R 115 .16 35
6 .83 -40 .18 67 54 1.05 164 .17 28
27 79 -74 18 73 55 120 205 .12 17

28 94 -152 .17 R7
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2.0 on the logit scale, i.e. students above the average and
below the tep on the ability range of the target population.
Beyond this interval, both tests do not work particularly well.

Table 1 provides estimates of a (discrimination param-
eter), b (difficnlty parameter), and ¢ (“guessing parameter”)
for the Computation Test. The table also shows the percent
of correct answers (PC) for each item, based on 4135 stu-
dents. The item difficulties were spread without any big gaps
within the logit interval (-2.61 to 2.51). The item discrimi-
nation power varied within the relatively large interval (0.37
to 2.31). The “guessing™ parameter, ¢, was quite small in
magnitude and variability. This indicates that, for each item,
there is small probability for students with low ability to
answer the item correctly. The same pattern of findings was
observed for the item parameter estimates of the Concepts
and Applications Test (see Table 2).

Table 3
Test Score Means and Standard Deviations by Eight Ability
Levels of the Students

Computation Test Concepts and Applications Test
Ability interval Ability Interval
Fim - To M D From - To M SD

Below Py (-2.10) 1139 325 Below Py -187)  14.8] 3.95
P, - Pp(-149) 1575 235 P, - Po-134) 2009 217
P,y - Py (-63) 19.65 2.42 P, - Py (-67) 2522 2.19
Py - Py (08) 2527 224 P, - Py(02) 3159 230
Py - Py (77) 3113 235 Py - Py (70) 3839 208
Py, - Po(l33) 3750 229 Py - Po(l4l) 4439 18
Py - Pu(l64) 4215 155 Py - Dyy(1.83) 4843 92
Above Py, 4554 175 Above P, S1.81 127

Note: Given in parentheses are the values of the percentiles
P, P ... Py Py on the ability scale (in logits).

Table 4

Generalizability Study of the S x (I:CO) Design for the
Computation Test and the S x (I:TS) Design for the Concepts
and Applications Test

Table 3 shows means and standard deviations of CAT-
M scores for students at eight ability levels. Boundaries of
the ability intervajs are the percentiles P, P, P,., P, P,
P, and P, on the ability scale (in logits).

10° 725 7 s

Table 4 shows results from the G-studies conducted for
the Computation Test, with the S x (I:CO) design, and for the
Concepts and Applications Test. with the S x (I'TS) design.
With cach of the two designs including a fixed facet, the vari-
ance due to interaction between subjects and items is insepa-
rable from the variance due to random error in each of the
variance components 6% t.coe and o’ cuTse 1t should be
noted, however, that the “guessing” part of the random error
variance was relatively small (see the c-values in Tables |
and 2). For the Computation Test, the variance component
O .1 cone Accounted for the fargest part of the total variance,
72% . Hence. the relative standing of students on the com-
putation scale changes a great deal across items. This was
also true for the Concepts and Applications Test where the
variance component 6% _ .o . also explained the largest part,
65%, of the total variance. Table 5 shows D-study results about
relations between number of items and reliability coefficients
Ep? and ¢. For relative decisions with the Computation Test,
for example, a reliability of .90 or above (Ep? > .90) requires
at least six items within each category objective of the test.
Similarly. for absolute decisions with the Concepts and Ap-
plications Test. a reliability of .90 or above (@ > .90) requires
at least 30 items per thinking skill level of the test.

Table 6 shows results from the 6 x 3 two-way ANOVA,
using the item difficulty as the dependent variable and the fixed
factors CO and TS of the Concepts and Applications Test as
independent variables. The non-significance of the main effects,
CO(F(5.39)=2.06, p=.092) and TS(F(2, 39) = 1.49, p=.237),
indicates that the average item difficulty is the same across all
category objectives and, separately, across all thinking skill lev-
els. The significance of the interaction between the two factors,
CO x TS(F(6.39) = 2.62, p = .031), shows that the difference
between the average item difficultics of the category objec-
tives varies across the thinking skill levels of the test.

Table 5

Decision Study ofthe § x (1:CO) Design for the Computation
Test and the § x (]:TS) Design for the Concepts and
Applications Test

Computation Test

Computation Teal Comerpts and Applications Teat Concepts and Applications Test
Eetrad  Pocemage  Evtimaed P
Source f  Variamee  Varinoe of Tol  Variance of Totat Number Number .
Vaistion ~ Component Component  Varance  Component  Variance of ltems  Ep? @ of Items Ep* ¢
Students (S) o 10290 14 0219 9 1 .661 620 6 720 .646
2 796 .766 10 811 753
1
fams @ o o Moo * 3 854 830 15 866 821
SX(ICOLE  OYyypama 1491 7 4 .886 .867 20 .896 .859
5 907 .891 25 915 .884
$1(AT8.B Oy, 1530 65
e 6 921 907 30 928 .90
TFor the Computalion Test , with Category Objective (CO) fixed facet 7 932 919 35 938 914
* For the Concepts and Applications Test, with Thinking Skill (TS) fixed 3 940 929 40 945 924
facet. 9 946 936 45 951 932
10 951 942 50 955 938
i)
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Table 6

Unbalanced 6 x 3(CO x TS) ANOVA design with Dependant
Variable the Item Difficulty for the Concepts and Applications
Test

Source sst df  MS F p-value
Model 2934 13 226 223 .027
Category Objective (CO) 1041 S5 208 206 .092
Thinking Skill (TS) 3.02 2 LSt 1.49 237
COxTS 1591 6 265 262 .031
Within + Residual 3947 39 1.0i

Total 6882 S5z 1.32

* SEQUENTIAL Sums of Squares Source via SPSS (Windows, v. 6.1).

Regression analysis was conducted in an attempt to find
a simple model for predicting students’ abilitics on CAT-M
scores. Students with ability scores beyond the interval
bounded by 3.0 on the logit scale, representing about 1%
of the 4135 students for cach CAT-M test, were excluded
from the regression analysis in order to avoid the “outliers™
effect. Figure 2 represents an cdited SPSS output from the
simple lincar regression analysis conducted for the Compu-
tation Test. The Multiple R of 0.97 indicates an extremely
high positive correlation between observed and predicted
ability scores of the students. Also, R* = 0.94 shows that
94% of the differences in the ability scores of the students
arc explained by differences in their test scores. The regres-
ston equation in Figure 2 provides simple and significant
prediction of the abilitics on test scores. Its graphical repre-
sentatior is given in Figurc 3. Almost identical regression
results were found for the Concepts and Applications Test
{scc Figure 4). With this test, 97% of the students® ability
variance was cxplained by the test score variance and, again,
the simple linear regression provided highly significant pre-
diction of the abilities on test scores (see. also, Figure 5).

268 - e e e -
Cumputaton
26+ = Concepis and Apphoations

Test Information
-
s

Ability (logds)
Figure 1. Test information curves for the Computation and
Concepts and Applications Tests.

COMPUTATION TEST T

Dependant variable: ABILITY

Multiple R 96770
R Square L9164
Adjusted R Square .93642
Standard Error .27260

Analysis of Variance:

OF Sum of Squarex Mean Square
Regression 1 4d7% B822¢ 4471.82237
Resmiduals 4065 303 54987 .07431
Fon 60179.44220 Prob > ¥ = ,0000

-------------------- Varishles in the Equation -=svu—ssewrvccscecacas

Varieble Pararcter  Standerd T for HO:

Egtimata Error parameter=0  Prob > |T|
TEST SCORE .119996 .060489 245.315 .0000
Constant =3.414913 .014586 -234.118 .baoo

Regression equation: ABILITY = (.110) (TREST SCORE) - 5.413%

Figure 2. Editcd SPSS output from the simple linear
regression of ability scores on test scores for the
Computation Test.

Discussion

Along with the standard information about CAT-M re-
sults, provided to lacal educational analysts. there are addi-
tional findings that should be taken into account for the target
population of seventh-graders. In the context of the research
questions in tus study, several findings are important.

First, the Rasch and 2-parameter IRT models did not fit
the data for the CAT-M with the target population. This find-
ing suggests that the items differed in discriminating sev-
enth-graders with different ability scores and that there were
“guessing” effects, although they were found to be relatively
smali. The CAT-M data did fit the 3-parameter IRT model
for the target population,

Ob-eryed
— Predicied /

Ability (logits)

- . - W e e e w mm e g

a S 10 19 20 25 20 35 a0 45 50

FestScoe
Figure 2. Simple linecar regression of ability scores on test
scores for the Compuatation Test.
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CONCRPTS AND APPLICATIOHS TEST
Dependant variable: ABILITY

Hultipla R .93689
R Square .97385
Adjusted R Square .9739%
Standard Error .16665

Annlyais of varlence: i

2} Sun of Squaras Nean Square

Regresaion 1 4111.2500 4111.26000
Residuals 3859 109.9¢7¢ L0377
F = 148018.79497 PROB > ¥ = .000C

-------------------- variables in the Equaticn -~-----------------—|

Variable Parameter Standard T for HO;:

Estimace Error Paramotar=0  Prob > |T|
TEST SCORE .110919 .000268 184.758 L0090
Conatant -3.836017 .010393 -369 987 L0000 !
Regression equation: XRILITY = {.111) (TEST OCORX) - 3.836

|
|

Figure 4. Edited SPSS output from the simple linear
regression of ability scores on test scores for the Concepts
ans Applications Test.

Second, the Computation Test provided more informa-
tion and, hence, morc accurate estimates of students' abili-
ties than the Concepts and Applications Test, within the
range from 0.0 to 2.0 on the logit ability scale. Beyond this
interval (i.e.. for students with ability below the average
and for high ability students) neither test worked particu-
larly well. The results in Table 3 show how studcnts at eight
different ability levels performed on the CAT-M.

Third, for the Concepts and Applications Test, the dif-
ference between the average difficulty of items from differ-
ent category objectives varied a great deal across the thinking
skill levels. Fourth, the G-study results show that the rela-
tive standing of seventh-graders on the CAT-M scale
changed a great deal across different items of the test. Fifth,

o

14 A
¢ e Ohscr\cd; e

L 7 Predicted | >

Ability (logits)

Test Scoie

Figure 5. Simple lincar regression of ability scores on test
scores for the Concepts and Applications Test,

the D-study resuits provided information about the number
of items required to obtain desired reliabilities for both rela-
tive and absolute (criterion-related) decisions. Sixth, the re-
gression analysis provided a simple and highly significant
model for the prediction of students’ abilitics on CAT-M
scores.

In conclusion, reports and interpretations of results of
focal student populations on nationally standardized math-
ematics arc commonly based on descriptive statistics of test
items and student total scores. The analysis illustrated in
this article may help local educators and test analysts in in-
terpreting test results by taking into account the ability lev-
els of the students and the interaction belween test factors
such as item difficulty, category objectives, and thinking lev-
els. In general. it provides valuable feedback for making
informed decisions about teaching mathematics within lo-
cal educational settings. Future research in this area will focus
on relationships between psychometric and cognitive char-
acteristics of the items. Also, one can apply the multimethod
approach in the analysis of results from science, language,
and other standardized tests adminis.ered to students repre-
senting large local populations.
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Book Review .

Conducting Survey Research in the Social Sciences

John M. Linacre
University of Chicago

Newman, Isadore & McNeil, Keith. (1998) Con-
ducting Survey Research in the Social Sciences.
Lanham, Maryland: University Press of America.

Summary

This books outlines a constructive step-by-step approach
to survey rescarch, presented as 23 questions concerning
issues (o be addressed in the formulation, administration and
reporting ¢f surveys. Answers (o these questions are pre-
sented as points (o be considered and lists of readings. Good,
practical exemplars are lacking.

Text

“The purpose of this text is to present basic concepts
and general guidelines for those whe are interested in con-
ducting a survey” our authors state in their Preface. Do they
succeed in their purpose?

There are numerous componcnts that comprisc the sur-
vey process. To simplify matters, the book presents scenarios
involving three prototypical researchers, a psychologist, an
administrator and a curriculum evaluator. This is a good ap-
proach. Would that our authors had walked us step-by-step
through three actual survey projects to their successful comple-
ton—but no, they never rise to the challenge. Instead, they
give us platitudes, “Once he (the psychologist) feels comfort-
able .."

In fact, the book seems to regard a survey as an aca-
demic exercise performed to meet some requirement (such
as a disscrtation), rather than as a serious endeavor to accu-
mulate knowledge. Graduate students, rest assured: dili-
gently, no slavishiy, follow the eight steps laid out in this
bouk. and your Committee will be impressed! Your sheep-
skin is as good as inscribed. But your dissertation will fan-
guish on the Library shelf along with thousands of others.
never to be read again.

Let us, however, imagine that we have a serious intent
o gain useful knowledge. We need help and turn to this
slim volume to provide it. There are 65 pages of concepts
and guidelines. and a further 40 pages of examples and ret-
crence material. The 65 pages are divided into 8 chapters
and presented as answers to 23 questions. This makes the
text a brisk read and information casy (o find.

So what information is provided? Two chapters and
stx appendices are devoted to specifving the rescarch ques-
tion and writing the survey instrument: three chapters and 2

appendices to defining the target population, selecting a
sample and collecting data; one chapter and 4 appendices to
writing the report; and two chapters and one appendix 1©
support resources. This undcrstates the role of resource
material in this book. Each of the 23 questions, e.g., “Ques-
tion 14: What survey procedure should I use?”, is provided
with a supplementary reading list. In the case of Question
14, the “answer” is 1%2 pages long and the additional rcad-
ing list another page. Indeed to resolve the many issucs
raised in the “answer” the serious researcher will need to
refer to the reading list. Fortunately, the 23 separate read-
ing lists are condensed into a 3%2 page general reference list
slipped between the Chapters and the Appendices. One book
mentioned frequently in the lists is Rossi et al.’s (1983)
Handbook of Suney Research. Plan (o have ready access
to that volume.

Where is our book most lacking? “At the prescnt stage
of development of the survey method, ... question wording
[is] the Number One problem” (Payne, 1951. p. 4-5). 1n
the chapter entitled, “Develop the survey™, our authors pro-
vide three question exemplars:

(i) *Have you ever had the problem of not being able 1o
stop smoking?"

(ii) “How often have you had the problem of anxicty?”

(iii) An interview question, ““Since your hospitalization cov-
erage doesn't cover any of the problems that we have
discussed, how much will you be willing to pay totry to
solve the problem?”

Asking convoluted, syntactically and semantically du-
bious questions such as these is certain to rnake the respon-
dents® answers uninterpretable and the results of the survey
unrcproducible.

Where this hook shines, however, is in its sparkling
collection of 27 pithy quotations, sprinkled throughout the
text. Only 2 or 3 were familiar to me. Though several didn’t
relate to their contexts, all were memorable!

Is this book worsc than other similar works? No. Isita
uscful starting point? Yes. “All therefore whaisoever they
bid you observe, that observe and do; but do not ve after
their works: for they say, and do not. " (Matt.)
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The Mid-Western Educational Research Association’s

Annual Meeting

October 13-16, 1999

Holiday Inn — Chicago, Illinois

The 1999 Annual Meeting of Mid-Western Educational Research Association

has planned an exciting program of invited speakers, focused workshops, and

paper presentations intended to generate discussion concerning education and
educational research as we enter the 21st century. Please join us and. . .

Look for us on the World Wide Web!
http:/tierlab.ilstu.edw/ MWERA

This WWW site provides conference information, including registration information, hotel
reservations, information about invited speakers, and abstracts of accepted presentations, along
with links the to many highlights the City of Chicago offers.




Featured Speakers

Dr. John Sikula

Dr. John Sikula is in his 23" year as Education Dean having served at Indiana
University Northwest, California State University, Long Beach, National University
in San Diego, and currently at Ashland University in Ohio. He is past national
president of the Association of Teacher Educators and was senior editor of
Macmillan’s Handbook of Research on Teacher Education, Second Edition in 1996.

“Be an ARC — An American Reconstructioneer of Culture”

Be an ARC — An American Reconstructioneer of Culture is a presentation resulting from Dean Sikula’s
work during the mid 1990s compiling and editing 48 chapters for the Second Edition of Macmillan’s
Handbook of Research on Teacher Educaticn. Dr. Sikula draws from the work of some 200 leading
educators across the country and beyond as they examine what needs to be done to improve schooling in
America.

Dean Sikula makes and defends two declarations:

1. Improvement in schooling and teacher education in the United States will be successful to the extent
that educators establish via research and make known to the public and to budget controlling
authorities the clear relationships which exist between investment in education and productive
citizenship.

2. Until educators become more proactive, demanding, political, and willing to serve as American
Reconstructioneers of Culture (ARCs), our educatior 4 institutions will continue to drift with the tide
of mediocrity as resources flow to other more visible and vocal areas.

Dr. Donald R. Cruickshank

A long-time member of MWERA, Dr. Donald R. Cruickshank retired from The Ohio
State University in 1992. He has remained active pursuing his scholarly and research
interests in research on teaching, particularly teacher clarity; research on teacher
education; reflective teaching; the study of teacher problems and their recreation
using simulations; and most recently, developing a framework for considering the
question, What makes teachers good?

This prolific scholar has to his credit, publications such as, The Act of Teaching, The
Preparation of America’s Teachers, Research That Informs Teachers and Teacher Educators, Reflective
Teaching, Reflective Teaching: The Preparation of Students of Teaching, and Teaching is Tough.

“What Makes Teachers Good?”

The question, Who is a good teacher? has perplexed us for decades. It is unlikely that we will
ever achieve consensus on an answer to it any more than we would to questions such as, What is
good music? or What is a good job? It seems preferable to accept, or at least debate, that there

are several kinds of good teachers. Consequently, six conceptions of “~What makes teachers
good’ are presented and developed.




Special Highlights

Fireside “Chat” with John Sikula

Join Dr. Sikula for wine, cheese, and conversation about the condition of
schooling in America. What is our role in the areas of research, public and
political activism as we enter the 21% century? Where do we go from here?

What Are State Agencies Doing Anyway?

A panel discussion on the status of educational reform efforts in three
mid-western  states. Topics include educational standards,
performance-based licensing, performance-based assessment and
approval of professional programs in higher education, and the
national and state report cards on teacher preparation.

Graduate Students — Special Topics

A series of informal sessions will be provided for the expressed purpose of
developing knowledge and skills in special interest areas for graduate
students and new faculty members. Topics may include publish or perish,
grant writing, and finding and securing that first faculty position.

Division Meetings with Invited Speakers

All MWERA Divisions will feature an invited speaker as part of
the annual Division meetings.




1999 MWERA Conference
General Information

o Workshops will be scheduled throughout the four-day meeting

o Attendees can choose from a variety of session formats, including:
v Paper Presentation (3 —5 papers per session with a Session Chair and
Session Discussant);

v Roundtable Discussion/Poster (for heightened presenter-attendee
interaction);

v Symposium (focusing on specific topics from a variety of perspectives);
v Workshop (longer-term focused work on a topic of interest); and

v Alternative Format (with a range of different time lengths and interactive
activities).

e Sessions will be organized around themes of 11 different division:

A — Administration and Leadership

B - Curriculum Studies

C — Learning and Instruction

D — Measurement and Research Methodology
E ~ Counseling and Development

F — History and Philosophy

G - Social Context of Education

H — School Evaluation and Program Development
I — Education in the Professions

J — Post-secondary Education

K — Teaching and Teacher Education

The Mid-Western Educational Research Association (MWERA) offers scholars
and practitioners, researchers and instructors, and educators from all levels and
perspectives an opportunity to share ideas with others in a supportive environment
of collaboration. MWERA is the place to hear and discuss the latest in educational
ideas, and to make new contacts and renew existing acquaintances, in a spirit of
professional friendship and collegiality!

We hope you’ll join us!
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The Status of High School Scheduling in Illinois

Donald G. Hackmann
Iowa State University

Abstract

The purposes of this descriptive study were to determine the types of scheduling models being used in
Htinois high schools, identify scheduling trends, and determine reasons for adopting scheduling
changes. The principals of lllinois’ 635 public high schools were surveyed, and a 100% response rate
was achieved after two rounds of questionnaires were mailed and telephone surveys were conducted
of remaining nonrespondents. Nearly three-fourths of Hlinois high schools utilize a traditional daily-
period schedule, but trends indicate increusing numbers of schools are adopting or considering block-
of-time models. Principals implementing block-of-time schedules noted a variety of reasons for this
change, including the following: increasing student electives, improving the qualiry of education,
implementing varied instructional strategies, increasing time for learning, and improving the build-

ing climate.

An issue being debated by many of the nation’s high
school faculties is the effectiveness of their approaches to
scheduling the school day. Some teachers may cherish a
uniform, unchanging, daily teaching routine, while others
may want instructional creativity they are provided under
highly dynamic, flexible scheduling approaches. Some
scheduling models may readily lend themselvesto a school’s
staffing and grouping needs but may be cxtremely rigid,
thereby restricting the most ¢ifective instructional u.es of
time, Other medels, while providing instructional flexibility
for faculty and students, may actually be logistical night-
mares for administrators who are attempting to efficicntly
schedule large numbers of class offerings.

Ubben and Hughes (1997) define the schedule as a “plan
to bring together people, materials, and curriculum at a des-
ignated time and place for the purposc of instruction. [ts
basic purpose is to coordinate the requirements laid down
by previously reached decisions regarding curriculum, in-
struction, grouping, and staffing” (p. 216). An effective
schedule provides teachers with the ability to make instruc-
tional decisions based upon the needs of their students, with-
out being hampered by barriers such as too little or too much
time allocated for instruction or rigid inflexibility.

In 1994 the National Education Commission on Time
and Learning reported, “The degree to which today's Ameri-
can school is controlled by the dynamics of clock and calen-
dar is surprising™ {p. 7). Faced with concerns arising from
such reports as A Nation at Risk (National Commission on
Excellence in Education, 1984) and Prisoners of Time (Na-
tional Education Commission on Time and Learning, 1994),
teachers and administrators have gained an increased un-
derstanding of the connection between cffective time usage
and maximized learning opportunities. There is a renewed
interest in identifying schedules that effectively facilitate aca-
demic growth, and many of the nation’s sccondary schools
have adopted or are actively considering new schedu’ ng
models.

Secondary Scheduling Models

Scheduling approaches for high schools can take a va-
riety of forms, depending on the unique needs of each school,
and can be divided into the following categories: a) daily
period schedules; b} block schedulcs, including alternating-
day modcls and semester schedules; ¢) modular/flexible
scheduling; and d) combination models. Each model is
briefly described below.

Daily Period Schedules

In this scheduling approach, the school day is separated
into six, seven, eight, or more equal divisions of time, known
as “"periods,” with cach period lasting approximately 42-55
minutes in length. Canady and Rettig (1995b) report that
the average daily period length is 5 minutes, Under a daily
schedule, students are typically provided 3-5 minutes of time
to move from class to class. Frequently, delivery of instruc-
tion strictly adhcres to departmental classifications: for ex-
ample, language arts concepts are presented within the
English curriculum and science concepts are the property of
the science department (Hackmann and Valentine, 1998).
The daily period schedule has been the secondary school
model of choice for the majority of the 20th century.

The primary advantage of the daily period schedule is
that the school routine normally remains unchanging, each
day throughout the cntire school year. This routine facili-
tates the acclimation of students into the school environ-
ment, as well as providing for ease of lesson prepatation for
teachers.

The effectiveness of the daily period schedulc has been
questioned in recent years. Critics assert that the school day
is cxcessively fragmented, that students have little time for
in-depth study of subject matter. and that it is difficult for
teachers and students to make connections across subject
matter lines (Canady and Rettig. 1995a). Additional disad-
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vantages include the following: 42-55 minute periods rein-
force the use of the lecture method and restrict insiructional
creativity; with students loads of 160 or more and up to five
preparations daily, teachers find it difficult to personalize
instruction; and both students and teachers feel the school
day moves at an extremely hectic pace (O'Neil, 1995).

Block Schedules

Block-of-time schedules divide the school day into
larger timeframes, providing the opportunity to hold class
scssions ranging between 85-100 minutes in length, with
fewer classes meeting each day and correspondingly fewer
class changes (Caweltt, 1994). Larger blocks of time pro-
vide flexibility for a varicty of learner-centered activities,
and teachers are encouraged to reduce their reliance on the
lecture method. The Coalition of Essential Schools (Sizer,
1986) advances the metaphors of “student as worker” and
“teacher as coack,” noting that students should be actively—
not passively—involved in the learning process, with tcach-
crs guiding their development instead of primarily cngaging
in direct instruction,

Although block-of-time models can vary greatly in for-
mat, two approaches are most commonly used: the alternat-
ing-day schedule and the 4x4 semester model. With the
alternating-day schedule, also called the A/B schedule, stu-
dents receive instruction in one-half of their courses on al-
ternate days and complete these courses in one academic
year. For example, a student will cnroll in classes 1-4 and 5-
8 in an alternating-day arrangement (Hackmann, 1995a).

Two variations of this model include: a) the six-block
A/B madcl, in which students enroll in a total of six classes,
three cach day; and b) the seven-block A/B model, in which
students enroll 1n seven classes, classes 1-3 and 4-6 on al-
ternating days, and the seventh class (usually referred to as
a “skinny™) on a daily basis. This seventh class usually re-
tains the format of the daily period scheduled classes; for
example, if block classes meet for 90 minutes, the duration
of the “skinny™ is typically 45 minutes.

In the 4x4 semester plan, students complete four classes
cach semcster, for a total of eight courses per year (Edwards,
1995). Onc variation is the 3x3 plan, in which students en-
roll in thrce blocked classes cach seimester and one “skinny”
which mcets the entire year, for a total of seven courses.
Another variation is the trimester model, also called the
Copernican plan (Carroll, 1989), in which students typically
enroll in ninc blocked classcs, three cach trimester.

Advacates of the block format assert that, in addition to
providing greater instructional flexibility, block-of-time
models promote active student participation in learning,
improve the quality of teacher-student interaction, reduce
students’ daily course loads and teachers’ daily tecaching
loads, provide increased support for interdisciplinary instruc-
tion, improve the building climate, and promote in-depth

instruction (Buckman, King, and Ryan, 1995; Hackmann,
1995a; Wilson, 1995). Schools using block scheduling re-
port numcrous positive student outcomes, including de-
creased disciplinary referrals and suspensions (Buckman ct
al., 1995: Carroll, 1994; Hackmann, 1995a, O'Neiil, 1995),
improved attendance (Buckman et al.,, 1995; Hackmann,
19954a), increased Advanced Placement course enroliments
(Edwards, 1993), increased content mastery (Carroli, 1994),
and improved grades (Buckman ct al., 1995; Edwards, 1995,
Stumpf, 1995),

There is relatively little literature citing disadvantages
of block scheduling, but anecdotal data indicate that some
teachers cxpress concerns over retention of academic con-
tent over a two-day period (in the case of alternating-day
models) or an entire year (with scmester models), adoles-
cents' ability to maintain attention levels during larger blocks,
and teachers’ abilities to maintain content coverage (Lind-
say, 1998). Another disadvantage is the potential need to
hire additional staff, since the amount of teacher prepara-
tion time frequently increases (Hackmann, 1995b). Some
schools do not have the financial resources (o absorb this
cxpense. From the students® perspective, block scheduling
can be a negative cxperience when teachers use only the
lecture mcthod in the classroom, cither because they have
not trained in new teaching models or they are unwilling (o
modify their teaching styles. Canady and Rettig (1995a) note
that a minimum of five days of staff development are neces-
sary to rrovide tcachers with effective strategics for teach-
ing in large blocks of time; if financial resources are not
availabic to support this training, they do not advocate a
change to block scheduling. Block-of-time models have not
been implemented in some schools due to teachers’ resis-
tance to change and concerns over the financial costs of in-
creased staff and training.

Modular/Flexible Scheduling

With the modular scheduling approach. the school day is
divided into numerous small “modules™ of 10, 15, or 20 min-
utes, and classes are flexibly scheduled aceording to the num-
ber of modules deemed necessary for content instruction
(Trump and Baynham, 1961). With this tremendous flexibil-
ity, courses could be scheduled in a seemingly infinite variety
of formats: some could meet in daily periods; cthers in alter-
nating-day blocks: or a course might meet in varying lengths
of time throughout the year, for example, in both 45- and 90-
minute formats, depending on the planned learning activities.
Modular scheduies appeared on the high school scenc in the
late 1950s and arc generally credited to J. Lloyd Trump, but
the scheduling approach began to lose popularity in the early
1970s and is relatively uncommon today. In its Breaking Ranks
publication. the National Association of Secondary School
Principals (NASSP) (1996) recommended that schools de-
velop flexible scheduling models to permit varied instructional
uses of time. Consequently, it is likely that, in addition to block
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scheduling, school facultics may consider modular schedul-
ing or other methods to provide the flexibility that is lacking
in traditional scheduling moedels,

The primary advantage of highly flexible scheduling
types is they “avoid the nccessity of giving equal time to
unequal subjects™ (George and Alexander, 1993, p. 371).
Extended time can be scheduled for core academic classes,
such as language arts, social studies, math, and science, and
elective courses may have time allocations reduced. Flex-
ible madels also provide the ability to adapt the time alloca-
tion to the planned learning activity. For example, a lecture
activity may be scheduled for 30 minutes, while a student
experiment, cooperative learning activity, or fictd trip might
be planned for a 120-minute module.

Two major disadvantages of modular/fiexible schedul-
ing arc apparent. First, classes can meel in a large variety of
formats, so schedules can conceivably change cach week.
Consequently, developing a master schedule of all courses
can provide a logistical challenge for administrators and teach-
ers, and course conflicts arc highly likely to accur. Sccond,
the highly {lexible course schedules means that student sched-
ules will also be highly flexible, On given days, students may
have unsupervised time modules between classes that could
vary in length between 15 and 75 minutes. Not all students
may use this unscheduled time for academic Iearning, which
could create a supervision problem for the facuity.

Combination Models

As high school [aculties continue exploring their schedul-
ing options, some have fashioned approaches that include fea-
tures of more than onc model. Combination maodels usually fall
into three arrangements: a) daily period schedule with some
blocks, b) daily period schedule with interdisciplinary blocks,
and ¢) combination altermating day/daily period schedules.

Daily period schedules with some blocks are, for all
practical purposes, a traditional daily schedule with a small
number of double-period blocked classes contained within.
Occasionally teachers of laboratery classes, such as biology
or chemistry, or college-level Advanced Placement classes
may request that their courses have additional time sched-
uled to allow for experiments or an increased amount of
academic content.

Daily period schedules with interdisciplinary blocks
allow teachers to work as an interdisciplinary (cam, usually
at the freshman level (Hackmann and Waters, 1998). The
NASSP (1996) recommends that high school facultics should
integrate the curriculum “to the extent possible™ so that stu-
dents can make connections between the disciplines (p. 11),
Building upon the interdisciplinary teaming concept long
advocated by middle school cducators (George and
Alexander. 1993), some schools schedule the freshman sub-
jects of language arts, social studics, mathematics, and sci-
ence in one large interdisciplinary block. empowering these

shared teachers to divide their block into any appropriate
timeframes for instructing their classes. The remaining
courses are scheduled in a daily period format.

Combination alternating day/daily period schedules include
fealures of both models in the weekly schedule. For example,
ancight-class scheduling model might be configured with four
90-minute classes on Wednesdays (periods 1-4) and Thursdays
(periods 5-8), but schedule all cight classes in a daily period
format on Mondays, Tucsdays, and Fridays,

The pereeived advantage of comhination models is they
allow faculties to select the best featuies ¢ cach scheduling
opticn: they permit occasional larger blocks of time for instruc-
tional creativity, provide for varicty within the school day, and
permit a degree of flexibility not available in the more rigid
approaches. Onc disadvantage is that a combination model may
he sclected as a compromise stance between (two competing
models identified by two factions within a faculty and, as such,
may actually not fully satisfy the needs of any teachers.

A nationwide survey of 3,380 high schocls (Cawelti,
1994) disclosed that 23% of responding schools were either
fully or partiatty utilizing block scheduling in 1994, and
another 15.4% planncd to implement this scheduling ap-
proach the following year. Cawelti's research results predict
that at least 38% of the nation's high schools—if not more—
should now be uttlizing alternatives t. the traditional daily
schedule. Rettig and Canady (1996) estimated that more than
50% should cither be using or considering some form of
block scheduling during the 1996-1997 school year.

This article describes a descriptive study conducted to
determine the scheduling options being implemented in the
state of lthinois. The study addressed the following research
questions: a) What types of scheduling models are employed
in Illinois public high schools, and with what degree of fre-
quency? b) What trends are occurring with respect 1o the
various scheduling types? and ¢) What reasons do princi-
pals provide for adopting, or choosing not to adopt, changes
in their scheduling modcls?

Method and Procedures

In January 1997 principals of the 635 public high schools
in the state of IHinois were mailed questionnaires in an cf-
fort to determine the scheduling models presently being used
within the state and to cxamine scheduling trends, A cover
letter was included with the questionnaire, outlining the re-
search questions and requesting participation in the study.
The questionnaire consisted of 42 short-answer and open-
ended questions and was divided into three scctions. The
first section, consisting of cight questions, queried such
school data as number of faculty, pereentage of students re-
ceiving free lunches, number of Advanced Placement
courses, and the scheduling of interdisciplinary tcaming
within the school. In the second section, containing 16 ques-
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tions, respondents were asked to describe in detail their
scheduling models being used in the 1996-1997 academic
year, including the number and length of classcs, starting
and cending times, and use of advisory periods. The princi-
pals were also asked the year they implemented their sched-
uling model, if they intended to change models within the
next year, and if they had a plan to evaluate the effective-
ness of their current schedule. The third section, consisting
of 18 questions, was completed by respondents whose
schools had implemented new scheduling models in 1992-
1993 or later, or planned to implement a new schedule in the
1997-1998 academic year. In addition to describing their
new scheduling models in detail, respondents were also asked
to cxplain their reasons for adopting ncw models, explain
the activities in which their faculties engaged during the
change process, and to note the involvement and influence
various groups had in the decision to make the scheduling
change. Finally, all respondents were given an opportunity
io share any additional comments concerning their school's
scheduling issues. Usable responses were received from 210
principals, for a 33.1% response rate.

In April 1997 a cover ietter and shortened question-
naire were mailed to non-respondents. The survey was short-
cned to five questions in an effort to reduce the amount of
time required for completion and to improve the response
rate. The short questionnaire asked principals to describe
their current schedule and year of implementatior, note if
they intended to adopt a new scnedule in the 1997-1998
school year, and tc describe the new schedule. Principals
were also asked to provide any additional comments con-
cerning their schedules. An additional 292 surveys were re-
turned, for a combined total of 402 responses (63.3%).

In May 1997 telephone interviews were cenducted with
administrators of the remaining 133 schools; they were asked
the five questions contained in the shorted survey. Finally, 10

summed across cases (o convey proportional representation
of the themes among respondents,

Results

Scheduling Models Employed in lllinois

Respondents provided data concerning the scheduling
models used during the current year (1996-1997) and noted
the models their schools would utilize for the following year
(1997-1998). Data are, therefore, reported for both of these
academic years.

Illinois principals reported that their high schools have
adopted a variety of approaches to configuring the instruc-
tional day, but over 94% of schools utilize either daily pe-
ried or block schedules. In 1997-1998 the three most
commonly used scheduling configurations used in llinois
high schools, by order of preference, were the seven-period
daily (209 schools; 32.9%), eight-period daily (188; 29.6%),
and eight-block alternating-day schedule (108; 17.0%). A
few schools (25 in 1996-1997, 33 in 1997-1998) are using
modular schedules or daily period models that contain some
larger blocks. Some schools have implemented interdi.ci-
plinary blocks for freshman students (9 in 1996-1997, 13 in
1997-1998) that were recommended in Breaking Ranks
(NASSP, 1996). Table I categorizes the models used during
the 1996-1997 and 1997-1998 academic years into various
forms of daily period schedules, alternating-day models,
semester block plans, modular/flexible models, and daily
schedules that include block formats.

Table 2 indicates that, when grouped by scheduling type,
daily schiedules were the preferred model in llinois but de-
creased somewhat over the two years. In 1996-1997, 497 of
635 schools (78.3%) used daily period scheduling, and 462

Felcphong interviews were conducted in August 1997 l'o obtain g?:iil::!izzg in llinois Public High Schools
informaticn from schools that had not yet selected their sched- TSYTI00T TSI TN
uling mode! for the 1997-1998 academic year. As a result of Scheduling Model N;:z,.:ru“ N;:Ih::?r
thesce four data collection waves, responses were obtained from (Percentage) | (Percentage)
a total of 635 schools (100.0%), and the data reported encom- | six-period daily 7 (4| 2 (66w
passes the entire population of Illinois public high schools. Seven-period daily 235 @70%)| 209 (329%)
A two-phase data analysis procedure was undcrtaken | Fishi-period dally 190 (209%) 188 (296%)
after all data were collected. Responses to Questions 1-4 | Nine-period dally A I 2 0%
(current scheduling model, year of implementation, intent | Tewperiod daly , hoees 2 o
to adopt a new model. and description of 1997-1998 sched- | o 2 ']"“f“""“. i Ml )
ule) were entered into the computer data file, Microsoft Excel sf""-blm anmfmg d‘y . ) |0z
L S . Eight-block altermating day 94 (143%)] 108 (17.0%)
97. Descriptive statistics mcIudlng~ central tendency mea: |5 e T TG
sures, totals, and response proportions were calculated for e (73] B ey O
each of these items. Data for the open-ended questions, which e s s T R )
related to adoption or rejection of scheduling approaches,  [iiaiarfiertie segas TRETFTAY TR
were examined scparately by the researcher, who subse- [ Daily schedule with same blocks 5 0% 5 A%
quently devzloped a coding strategy hased on thematic simi-  [Baly schedule with freshmaninterdiseiplinary 9 (4% 13 20%
larities among responses. Occurrence of coded passages were blocks
TOTAL 635 (1000%)| 635 (100.0%)
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Table 2
Scheduling Totals in Illinois Public High Schools, by Model

1996-1997 1997-1998
Scheduling Model Number of Number of
Schachs Schools

(Percentage) (Percemtage)
Daily period schedule 497 (TB3%) | 462 (72.8%)
Block schedule (predominately) 113 (17.8%) | 140 (220%)
Modular/flexible schedule 10 (1.6%) i (17%)
Daily schedule (predominately) with some 15 (24%) | 22 (3.5%)

blocks

TOTAL €35 (100.0%) | 635 (100.0%)

schools (72.8%) in 1997-1998. Block schedules increased
slightly over the two academic years. In 1996-1997, 113
schools (17.8%) used block scheduling, increasing to 140
schools (22.0%) in 1997-1998. Modular/flexible schedul-
ing was used in 10 schools (1.6%) in 1996-1997 and 11
schools (1.7%) the following year. Combination models,
primarily daily period schedules with some double-period
blocks, were used in 15 schools (2.4%) in 1996-1997 and
22 schools (3.5%) the next year.

Table 3
lltinois Public High School Scheduling Trends by Year of
Implementation of New Schedule

scheduling: 19 noted “some form of block schedule,” 11
indicated an alternating-day model, 10 described 4x4 se-
mester schedules, six listed combination block/daily mod-
els, one noted a five-block semester model, and one listed a
trimester Copernican schedule.

Reasons for Scheduling Changes

Principals who had adopted scheduling changes within
the past five years or who were making changes for the 1997-
1998 year were asked to respond to an open-ended question
in which they listed the reasons their faculties chose to make
schedule changes. This question was included only in the origi-
nal questionnaire, of which there were 210 respondents. Prin-
cipals in 71 of the 210 schools (33.8%) indicated they had or
were making scheduling changes. Several respondents pro-
vided multiple responses to this question. Responses were
separated by type of schedule implemented (block or daily
period), tallied, and then categorized into appropriate group-
ings. Fifty-nine schools had adopted or were adopting block
scheduling models, and 51 provided responses to the ques-
tion. Each of these schools had switched from a daily period
schedule. Twelve schools had switched from one daily period
schedule to another (for example, moving from seven periods
to eight periods), and six provided responses to the question.

As noted in Table 4, the schools adopting block sched-
uling formats listed numerous reasons for this change, in-
cluding the following: providing course flexibility for
students (24 responses), improving the quality of the stu-
dents® educational experiences (22), improving instructional
strategies (20), providing increased time for learning (19).
and improving the school climate (10), improving the cur-
riculum (7), meeting staffing needs (7). modeling themselves

Number Percent
Implemented in 1993-19%4 32 5.0%
B Table 4
Reasons for Making Scl L /] 5
Inplemented in 1954-1995 52 8.2% f g Scheduling Changes
Reason Block Daily
Schedule | Schedul
Implemented in 1995-1996 51 8.0% = $3) | (w12
Course Choices (increased student clectives/courses, 24 4
Implemented in 1996-1997 55 2% climinate studyhalls)
Quality Education {(deeper learning, higher expectations, 22 0
. improved achievement, graduation rate, incrcased
Implemented in 1977-98 63 9.9% graduation requirements, better prepare/meet student
needs, improve success of middle range or bottomn 1/3)
Considering implementation in 1998-99 119 18.7% Instructional srategies (improved strategies. hands-on, 20 0
innovation, flexibility)
Time (increased time for learning, time on task, time for 19 2
homework, individuslized attention, practice)
; School Climate (improve teacher/studenl relationships, 10 0
SChedulmg Trends discipline, responsibility, organization, attendance,
. . reduce number of daily classes)
The number of schools annually implementing changes | Curiculum (revision, integrated leaming, technology, 7 0
. . fels hanges in &ssessment practi
in their schedules within the each of the past five years dem- ﬁzﬁ;ﬁoﬁcﬁcimﬂmm&' fzmed changd) 7 G
onstrated a trend of gradual increase, from 32 schools inthe | §aozessoTOthers (through visis, conference atendance, 3 i
1993-1994 academic year to 63 schools in 1997-1998. (See Em:uh:o‘ cgrmliiatioﬂducﬁvnﬂon) > .
TR} ent 0
Table 3.) This number was greater for the 1998-1999 school
. . . . Administrative Decree 3 ¢
year: 119 principals reported their faculties were consider- 5 3 -
. . . 0 response
ing scheduling changes for 1998-1999. Forty-eight of 53

within this group (90.6%) were considering block-of-time

Note: Totals exceed 100% due to multiple responses.
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after the success of other schools (6), and change resulting
from an administrative decree of either the principal or su-
perintendent (3).

Schools making slight modifications to their daily pe-
riod modcls (adding or eliminating a period) indicated three
reasons; providing course flexibilitv for students (4), re-
sponding to enrollment growth (3), and providing increas-
ing time for learning (2).

Twelve principals of high schools using daily period
schedules provided additional comments concerning their
choice of models. Each respendent provided reasons why
their schools were not adopting block scheduling. These an-
swers were grouped into the following categories: the fac-
ulty rejected the block scheduling concept (4 responses),
the school was unable to hire the additional staff needed for
ablock schedule (3), the facultics were awaiting results con-
cerning other schools' experiences with block scheduling
{2), their daily period schedules were successful (2), there
was no reason to change (1), and the faculty was concerned
how block scheduling might affect students who transferred
into or out of the school in mid-year (1).

Conclusions and Discussion

This study of Iilinois public high school scheduling
modcls discloses that ncarly three-fourths of the state’s
schools operatcd under daily period schedules during the
1997-1998 school year. Fewer than 27% were using sched-
uling modcls thatincorporate block scheduling components;
this percentage is below the 38% reported in Cawelti’s (1994)
survey and Canady and Rettig’s (1995b) projected 50% . This
finding within the state of lllinois should not be generalized
to suggest that the national projections of Cawelti and Canady
and Rettig were overestimated, because other states exceed
the 50% mark. For cxample, in 1995-1996, 55.8% of North
Carolina secondary schools were using block scheduling,
up from 1.62% in 1992-1993 (Department of Public Instruc-
tion, 1997). This study likely indicates that Illinois educa-
tors are taking a more cautious approach with the shift to
block-of-time scheduling than educataors in other states.

Approximately 5-10% of [llinois high schools imple-
ment modifications to their schedules annually, and trends
indicate that this percentage will remain constant in the im-
mediate future. A small number of schools have adopted
modcls incorporating features of both daily period and block
scheduling. Based upon pfincipals‘ responses. it is likely
that schools will continuc to cxperiment with variations of
alternating day and semester block models tailored to solv-
ing perceived problems that are unique to individual schools.

Schools making adjustments to daily period schedules
(for cxample, changing from six periods to seven periods)
stated three reasons for their changes: to increase student
course choices. respond to enrolhment growth. and/or to pro-

vide increased instructional time. In contrast, school per-
sonnel adopting block scheduling provided a variety of rea-
sons, primarily to provide increase student course choices,
improve the quality of education, improve instructional strat-
egies, and increase time for learning.

This study has implications for high school faculties,
both within the state of Illinois and in other states. The fol-
lowing recommendations are presented as faculties consider
changes in their scheduling models:

Teachers should be directly involved in all discussions
concerning scheduling modifications. Principals of schools
rejecting block scheduling consistently noted their faculties
were not ready to teach in larger timeframes and that they
were waiting to determine if other schools were successful
with this approach. Three schools indicated their move to block
scheduling was a unilateral decision of the superintendent or
principal, even though the faculties did not support the new
models. Fullan (1993) notes that change will not be sustained
and institutioralized without the involvement and buy-in of
those affected. Therefore, it is likely that teachers will not be
committed to modifying their instructional strategies when
the change is forced upon them, and changes in instructional
practices are critical for the successful implementation of block
scheduling (Canady and Rettig, 1995a).

Faculties contemplating scheduling models that devi-
ate significantly from established models should be aware
of potential proklems they may create for transfer students.
How can students who transfer during the academic year be
effectively scheduled into schools whose scheduling mod-
els are dramatically different from their former schools? The
nation's schools do not exist in vacuums and, with the high
mobility rate of our population, probleins will occur. Con-
sider, for cxample, a student enrolled in four courses in a
4x4 semester school, who transfers in March to an eight-
hlock aliernating-day school. or a school with eight daily
perieds. Or. the student enrolled in a school with a seven-
period daily model whao transfers in October to a 3x3-se-
mester school. or a school with a modular schedule. Can
school personnel smoothly transition transfer students into
their schools in a manner that ensures that their academic
development is not compromised? No solutions are proposed
here. but it is incurnbent upon all high school educators to
examine this issuc in context with any proposed scheduling
change. In fact, personncl in schools that choose to retain
their traditional schedules should also discuss this problem,
hecause they will soon be rcquircdllo accomimodate students
who transfer from nontraditional scheduling models, if they
have not alrecady heen faced with this issue,

Faculties should he aware that the selection of schedul-
ing models might effect on student achievement, cither posi-
tively or negatively. Relatively little rescarch has been
conducted to date on the effects the various scheduling mod-
cls may have on such measures of student achievement as
standardized test scores, Advanced Placement test scores, and
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college entrance examinations. Although principals noted a
variety of reasons for changing their scheduling madels, only
a few discussed issues related to student achievement. For
example, if a scheduling change results in less time for in-
struction, academic content coverage may decrease and stu-
dent learning may suffer. Conversely, increased time
allocations may permit greater depth of content coverage.
Furthermore, changing the number of class periods may af-
fect students’ ability to enroll in and complete their preferred
course sclections during their high school careers.
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Time Spent on Higher-Order Tasks
in Two Teacher-Apprentice Options

Elizabeth A. Wilkins-Canter
Audrey T. Edwards
Eastern Ilinois University

Abstract

This study investigates the process of assisting a teacher prior to student teaching. Teacher candidates in two
certification programs kept a log documenting the tasks they did auring their on-site experiences and the time
spent on eight types of tasks. A one-way analysis for repeated measures showed that, in both programs,
candidates spent a majority of their time on clerical tasks, despite the value they saw in interpersonal contact.
A Utest for independent measures revealed no significant difference between constan: and varied placements
in time spent on teaching a whole class and on other highly valued tasks.

Early clinical experiences are a critical component of a
teacher candidate’s preparation for the capstone field experi-
ence and for entry into the profession. Since the early 1980s,
reform movements have generally called for improvement in
the quality and quantity of field experiences for teacher candi-
dates (Berliner, 1985). The Holmes Group (1986) and the
Carnegie Forum on Education (1986) emphasized the need to
develop more extensive and better clinical experiences as part
of teacher preparation programs. More recently, the National
Commission on Teaching and America’s Future (1996) released
a report containing numerous recommendations for redesign-
ing teacher education with specific emphasis on teacher prepa-
ration and extended programs of study. Such reform movements
have impelled legislatures and school boards of education to
require more school experiences of teacher candidates and have
promoted the establishment of professional development
schools (Guyton and Mclntyre, 1990).

Itis widely accepted by teacher educators that the quality
of early field experiences often differs from one candidate to
another because of length, tasks required during classroom vis-
its, and type of placernent. Thomson, Beacham, and Misulis
(1992) found that in traditional programs, longer experiences
helped teacher candidates develop confidence and self-esteem
as well as heighten their awareness of the profession. Longer
field experiences also provide teacher candidates with a better
understanding of teachers’ actions, curriculum, and student
behavior. Fullan (1985) reported that by extending field expe-
riences, teacher candidates were better able to adjust Lo the rou-
tines of teaching. The above findings, however, rely on
self-reports of attitude.

Despite these positive findings about longer field experi-
ence programs, some teacher educators have argued that what
occurs during the field experience is more imporiant than the
length of the experience (McIntyre, 1983; Mclntyre, Byrd, and
Foxx, 1996; Ziechner, 1980). Research studics taken from tradi-
tional teacher education programs indicate that teacher candi-
dates in early field experiences are typically engaged in a very
limited and narrow range of classroom activities (Feiman-Nemser
and Buchmann, 1986; Howey, 1986; Killian and McIntyre, 1986;
Tabachnick, Popkewitz, and Zcichner, 1979-1980). Howey
(1986) found that “many of the experiences that [teacher candi-
dates] have in schools lie more in the direction of largely
unchallenging pedestrian activities than in well-conccived ac-
tivities where prospective teachers have opportunitics to inquire,

to experiment, and to reflect on the subtleties and complexities
of the classroom™ (p. 174). Would the same be true in longer,
collaborative field experiences as proposed by reform efforts?

In additicn, several studies of traditional programs have sup-
ported the placement of teacher candidates in varied settings
during early field experiences. Garibaldi (1992) advocated that
teacher candidates should be exposed to a variety of students
and schools as early as their first semester in college; further-
more, they should be assigned to different schools and class-
roomsevery semester of their program. The purpose of increasing
the number and variety of sites is to provide opportunities to
investigate, reflect, and solve problems in multiple communities
rather than in limited contexts (Cinnamond and Zimpher, 1990;
Sedlak, 1987).

In all, some researchers indicate that in traditional pro-
grams, Jonger field experiences improve candidates” attitudes
toward teaching and feclings of competence in the classroom;
by contrast, others state that even in relatively long placements
the experience itself is typically low in quality. Still others ad-
vocate variety of placement. The research literature is lacking,
however, in studies of newer teacher education programs that
offer very extensive field experiences. In particular, research
on the new field experiences does not clearly show what tasks
candidates are doing and whether those tasks vary with length
or variety of placement. The present study addresses proposed
changes in amount and kind of carly field experience. Specifi-
cally, this quantitative study tests whether increases in length
and variety of placement, as proposed by reform movements,
result in better-quality clinical experiences as measured by time
spent on whole-class teaching and other tasks valued by both
candidates and cooperating teachers.

The present research is part of a longitudinal study that
has bcen conducted at a university in the Midwest to assess
changes brought about by reform. The rescarchers have been
studying their university education courses that have a long early
clinical experience component and are taught on site in three
schools through a collaborative model. Teacher candidates in
thesc courses have reported that, while assisting a teacher in
the classroom, they complete a variety of tasks ranging from
photocopying to teaching a class. They ranked teaching aclass
as the most valuable experience. followed by tutoring or assist-
ing a small group, assisting the class with seatwork/lab work.
grading student work, preparing teaching materials (other than
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photocopying), testing, observing, and copying. Cooperating
teachers agreed that whole-class teaching and tutoring were the
most valuable tasks and did not differ significantly in rating the
othertasks. In addition, constancy of placement, as opposed to
variety, was associated with greater frequency of teaching a
whole class, the most highly valued task of those studied. How-
ever, the study did not measure whether the teaching was done
for any appreciable length of time.

Based on the above findings, a secend study was conducted
to learn whether, in these field-based programs, time spent on teach-
ing a whole class and on other highly valued tasks increased as the
semester progressed. The researchers also investigated whether
time allocation was affected by constancy of classroom placement.
Research suggests that a disproportionate amount of time would
be spent on tasks that the candidates found low in valuc but that
time on highly valued tasks would increase as teacher candidates
spent more time in the classroom. Despite Garibaldi’s advocacy of
variety in placement, the authors believed that placing a given candi-
date with the same public school teacher, rather than shifting teach-
ers, might result in more time spent on valued tasks.

Method

The study was conducted in three schools associated with
a college of education at a university in the Midwest. In re-
sponse to calls for reform at both the state and national levels,
the university has actively engaged in collaborating with public
schools and implementing extensive field experiences prior to
student teaching. Like other institutions attempting to move
away from traditional models of teacher preparation, the uni-
versity has designed and implemented two programs where in-
struction and field experience take place concurrently in a
public-school setting.

Subjects were forty-nine self-selected teacher candidates, all
at the junior, senior, or postbaccalaureate level, secking certifica-
tion at the secondary level; each chose to take part in one of the
on-site programs rather than a traditional. campus-based section.
Randomly assigning the candidates to one of the two programs
was not possible because university rules allow students a choice.
However, a prior survey by the authors indicated that students
were basing their choices primarily on scheduling constraints rather
than on preferences for cooperating teachers or cven knowledge
of the programs. Thus there was reason to believe that the two
groups did not differ substantially.

The first of these two programs was part of a professional
development school (PDS) where teacher candidates took edu-
cational psychology and a general instructional methods course
taught in a block format in either amiddle school or high school
setting. The teacher candidates assisted a cooperating teacher
in their specialty area for one class period every day throughout
the semester; during the subsequent class period. the PDS stu-
dents met with university faculty to learn theoretical concepts
to be applied in the classroom. In the second program, ecach
student worked with the same cooperating teacher for a six-
hour block of time in completing assigned instructional mod-
ules. University faculty and teacher candidates in the
module-based program met once a week for classroom instruc-
tion to discuss theory and its application in the classroom. In
both programs, cooperating teachers were invited to become
actively involved in teaching information alongside university
faculty, thereby encouraging collaboration.

Atthe beginning of the semester, university faculty in both
programs encouraged cooperating teachers to assign whole-
class teaching and other high-level tasks such as developing an
evaluation instrument in relationship to a unit or units being
taught, planning for and teaching a small group of students, or
assisting a member of the faculty in an extracurricular aciivity.

During the spring 1996 semester, the teacher candidates
kept a “Time and Task Log” documenting the tasks they did
during their on-site experiences and the time spent on each task
to the nearest quarter hour. The logs requested data in eight
main categories: (a) whole-class teaching, (b) tutoring or as-
sisting a small group, (c) assisting the class with seatwork/lab
work, (d) grading student work, (e) preparing teaching materi-
als (other than photocopying), (f) testing, (g) observing, and
(h) copying. Figure | is arepresentative cxample of the “Time
and Task Log.”

Four statistical analyses werc performed on the logs. Within
the PDS group, the proportion of time spent on each of the
eight classroom tasks was studied, comparing three time peri-
ods within a semester to determine whether candidates were
allowed to do more whole-class teaching and other valued tasks.

Name
Week you assisted

School where you assisled

Record the time you spend each day in the foliowing activities.

Give all time to the nearest % hour.

CIRCLE APPROPRIATE WEEK NUMBER: 1 2 34 567 89 10 11 12 13 14 15 16
TASKS M T W R F
Phatocopying of collating

Preparing teaching materials

(bultetin boards, graphs, models, etc.)
Grading student work

Assisting 1 person/smali group

Assisting class with work (seatwork, eic.)
Giving tests to class

Teaching the whole class

Cbserving {doing no other tasks at the time)
Other {specify):

Figure 1. Assisting the teacher: Time and task log

The mean rating of the eight classroom tasks was also studied
to determine whether candidates increasingly engaged in more
valued tasks as they gained classroom experience. The mean
ratings were computed as follows: Based on a previous survey
of tasks that cooperating teachers and teacher candidates value,
cach task had a given rank (teaching a whole class, for example,
had arank of 1). For a given task, its rank was multiplied by
the number of hours each subject spent on that task; that figure
was then divided by total hours spent on all tasks; next, the
mean for all subjects was determined. This composite rating
represents the overail quality of time spent: the lower the num-
ber, the higher the overall quality. Thus, the mean rank would
be lower at the end of the semester if candidates increasingly
performed whole-class teaching or other highly-valued tasks.
For cach of the above comparisons, a one-way analysis of vari-
ance for repeated measures was performed to determine sig-
nificance.

The PDS group was also compared to the module-based
group to determine whether constancy of placement (the PDS
group), as opposed to varicty (the module-based group), was
associated with more time spent on highly-valued tasks. Again,
the proportion of time spent on whole-class teaching and the mean
rating of the cight classroom tasks was studied. For cachofthese
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Table 1

PDS Group: Proportion of Time Spent on Each of Eight Classroom Tasks During Three Time Periods

Tasks 1# third of 2 third of 3¢ third of

semester semester semester
1. Whoale-class teaching X=.051 X=.089 . X=.087 f=1.24 p=.304
2. Assisting small groups .091 119 103 f=.47 p=.631
3. Assistina class 234 113 .183 f=4.24 p=.023
4. Gradir .pers 125 .075 17 f=1.44 p=.252
5. Prepe g teaching materials .090 104 072 i=.42 p=.662
6. Giving tests .053 .025 065 f=1.19 p=.318
7. Observing .303 .456 393 f=3.79 p=.033
8. Photocopying 023 019 011 f=1.36 p=.271
Table 2
PDS Group: Mean Rating of Eight Classroom Tasks During Three Time Periods**

1¥ third of 2 third of 3 third of

semester semester semester
PDOS Program X =4.62 X =4.93 X =471 f=1.15 p=.482

N=17

**lower score indicates more of the most valued tasks

two comparisons, a ¢ test for independent measures was per-
formed. An alpha level of .05 was used for all statistical tests.

Results

Within the PDS group, the proportion of time spent on
cach of the eight classroom tasks was studied. Three time peri-
ods were compared within the semester to determine whether
candidates were allowed to do more whole-class teaching and
other valued tasks as they gained classroom experience. A one-
way analysis of variance for repeated measures showed no sig-
nificant differences among the three time periods for most of
the tasks; however, significant differences were found for “as-
sisting the class™ and “observing.” The proportion of whole-
class teaching, the most valucd task, was uniformly low.

The mean rating of the eight classroom tasks was also stud-
icd to determine whether candidates increasingly engaged in more
valued tasks as they gained classroom experience. A one-way
analysis of variance for repeated measures showed no significant
differences among the three time periods. The three mean rat-
ings showed uniformly frequent occurrence of low-valued tasks.

The PDS group was also compared o the module-based
group to determine whether constancy of placement (the PDS
group), as opposed to variety (the module-based group), was
associated with a higher proportion of time spent on highly-val-
ued tasks. Again studying the proportion of time spent on whole-
classteaching and the mean rating of the eight classroom tasks, a
¢ test for independent measures was perforrmed; no significant
differences were found between the two groups. The two pro-
grams were uniformly low in proportion of whole-class teach-
ing, and mean ratings showed uniformly frequent occurrence of
low-valued tasks. (Sce Table 3)

Discussion

The findings from this study are of particular intcrest when
considered in relation to reform proposals advocating extended,

collaborative field experiences. In agreement with previous
studies of traditional programs, a large percentage of time was
spent on tasks that the candidates found low in value. This
finding does not reflect a change toward better-quality field
cxperiences; unfortunately, it cchoes past research from tradi-
tional teacher education programs where candidates in carly
ficld experiences engaged in a very limited and narrow range
of classroom activitics (Howey, 1986; Killian and Mclntyre,
1986; Tabachnick, Popkewitz, and Zeichner, 1979-1980). Al-
though low-valued tasks are part of teachers’ daily responsi-
bilities and need to be experienced, the opportunity to involve
teacher candidates in tasks that are valued more highly would
seem greater if candidaies spent extended periods of time in
the classroom, as advocated by reform efforts. Would teacher
candidates, though, spend more of their time on highly valued
tasks if given a more extended experience? The findings from
this study raise some doubt.

The proportion of time on highly valued tasks did not in-
crease as the teacher candidates spent more time in the class-
room. Two concerns arise from this finding. First, teacher
candidates in the constant placement (the PDS group) did not
spend a significantly greater proportion of time on whole-class
teaching and on other highly valued tasks at the end of the se-
Table 3
Comparison Between PDS Group and Module-Based
Group: Proportion of Time Spent on Whole-Class Teaching
PDS group
N=17 X=.05

t=-.12 df=47 p=.905

Module-based group
N=32 X=.05

Comparison Between PDS Group and Module-Based
Group: Mean Rating of Eight Classroom Tasks**

PDS group Module-based group
N=17 X =4.62 N=32 X =427
t=-1.21 df=47 p=.231

**lower score indicates more of the most valued tasks
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mester than at the beginning. (When comparing the three time
periods for each of the eight tasks, the significant differences
found for “assisting the class” and “‘observing” might indicate
that as candidates had less opportunity to assist the class, they
began to observe more.) Second, despile no change in the pro-
portion of time, the total time that candidates in constant place-
ments spent in the classroom did, as a rule, provide a high total
time at valued tasks as well as opportunity to develop confidence
and awareness of the routines of teaching. However, some of the
candidates never engaged in the most valued tasks during their
entire extended experiences. These two issues reinforce the no-
tion that cften what occurs during the field experience is more
important than the length of the experience (Mclnty.:, 1983;
Mclntyre, Byrd, and Foxx, 1996; Ziechner, 1980).

Placing a given candidate with the same cooperating
teacher, rather than shifting teachers, did not result in a greater
proportion of time spent on valued tasks. The overall lack of
significant differences across time (within the PDS group) and
across groups (PDS and module-based) suggests that task as-
signments are less influenced by experience and program de-
sign than by the cooperating teacher’s preferences and the
teacher candidate’s perceived abilities. The selection and match-
ing of cooperating teachers to teacher candidates, therefore,
takes on additional importance, especially for those in constant
placements (the PDS group).

This study suggests several recommendations that may help
teacher education programs to change the design of their carly
field experiences in response to reform. First, placement with
the cooperaling teacher is an important aspect. University fac-
ulty need to work closely with building administrators and co-
operating teachers to insure the best selection of mentor teachers.
In cases where building administrators typically make the deci-
ston about placements, emphasis should be placed on estab-
lishing collaborative partnerships between schools districts and
colleges of education. Second, supervision becomes extremely
important when placing teacher candidates with cooperating
teachers for a longer early field experience. Through closcr
supervision, university facully have greater opportunity to in-
teract with cooperating teachers to resolve concerns, teach side-
by-side when additional mentoring is necded, and encourage
teacher candidates to be engaged in more highly-valued tasks.
Third, communication with the cooperating teacher about what
is expected of the teacher candidate1s vital. Information should
be shared both orally and in writing as to the expectations for
cach carly ficld experience. Fourth, teacher education programs
should consider a combination of constant and varied place-
ments throughout a teacher candidate’s preparation for the
capstonc field experience. Since neither approach appeared to
out-perform the other in this study, a combination of both might
be best. Additional rescarch is needed to study the possibilitics
of sequencing placements with variety and constancy so as to
give teacher candidates the best of both. In cither case. how-
cver, the greatest challenge will be to persuade cooperating
teachers to give candidates more opportunities o engage in
complex. responsible tasks.
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Research Alive

The Relationship between Culture and Cognitive Style: A Review
of the Evidence and Some Reflections for the Classroom

Joan Thrower Timm
University of Wisconsin Oshkosh

Abstract

This column summarizes factors in cultural experience that affect approaches to learning and problem
solving. It reviews the evidence over the past thirty years on cognitive style differences in culturally
diverse groups in the United States including Asian, African, Latino, and Native Americans and reports
recent research findings on the Hmong. Finally, it raises some issues to consider when working with

students from different cultural backgrounds.

The possibility of a relationship between cultural expe-
rience and cognitive style has been supported, challenged,
orrejected by anthropologists, psychologists, and educators.
Indeed, the mere idea of such a relationship has been the
subject of recent controversy and much debate. The contro-
versy has arisen primarily out of a concern about biases in
Western thought in reference to cultural differences. How-
ever timely, this concern has tended to be based on assump-
tions that confuse concepts of so-called “intelligence” with
different approaches to learning which arise out of diverse
socialization practices. As aresult, even the mention of cul-
tural cognitive style is sometimes interpreted as evidence of
an arrogant and Eurocentric bias in regard to non-Western
populations.

The debate has arisen out of a long series of studies in
the ficlds of cultural anthropology, psychology, and educa-
tion. These studies have focused on how thinking and learn-
ing occurs in various cultural contexts. While early studies
were bascd on the cognitive developmental concepts of
Piaget, others were derived from the pioneering work of
Witkin and his associates (Witkin et al., 1973) and Berry
(1976) on the relationship between culture and cognitive
style. The long dialogue regarding the complexities and in-
ter-relatedness of culture and cognitive processing is beyond
the scope of this paper but has recently been addressed in a
comprehensive review of cultural psychology by Michae!
Cole (1996).

Kraemer (1973) asscrted that people sharing common
primary experiences develop similar styles of cognitive pro-
cessing including perceiving, conceiving, and judging. The
concept of diverse cognitive styles arising out of different
cultural experiences has been suppc.ted by Anderson (1988):

Because the social. culturzl, and environmental
milieus of ethnic and racial groups differ, onc should
expect these differences to be reflected in their re-
spective cultural/cognitive styles, Much of the lit-
erature in cross-cultural recsearch supports this
contention (p. 4).

More recently Shade (1997) ias concurred with this view
and has stated that:

Culture, through the mediating process called cogni-
tive style, determines the affective and cognitive be-
haviors which an individual selects to meet
environmental demands. As environmental psycholo-
gists have been able to suggest, situations in which
individuals find themselves tend to solicit the behav-
ioral patterns necessary for survival within the con-
fines of that situation, As such cognitive style has a
significant impact upon an individual's competent per-
formance in various behavioral settings (p. 10).

In addition, Shade (1997) maintains that culture influ-
ences not only cognitive processing but modes of communi-
cation and social interaction as well.

Basically, the literature on cultural considerations and
cognitive style falls into three main categories: (a) an array of
philosophical and historical essays about the relationship of
culture and cognition; (b) a wide variety of research studies
reporting differences in cognitive style and interactive modes
among students from diverse groups both globally and in the
United States; and (c) suggestions for taking cognitive style
into account in teaching. The importance for teachers to know
specific ways in which cultural experience impacts cognitive
style, however, generally has not been taken into account in
discussions of implementing cognitive style in classroom set-
tings. An example of this relationship between learning at
home and learning at school is described later in this paper in
regard to Hmong students in American schoois,

Learning Style or Cognitive Style?

The term cognitive style needs to be differentiated from
learning style. Because these terms have sometimes been
used interchangeably. some confusion has arisen as to what
degree they overlap or refer to similar or different issues.

Learning Style

The term learning stvle has been used to refer to differ-
cnt factors, some internal, some external, some cognitive,
some emotional, some social, and some behavioral. Irvine
and York (1995) consider learning styles to be “an umbrella
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term encompassing three distinct substyles: cognitive, af-
fective, and physiological” (p. 484). Curry (1990) has
pointed out this problem of ambiguity in regard to the term
itself. Slavin (1997) refers to “Theories of Learning Styles”
but switches to the term “cognitive style” without differen-
tiating between them (p. 136).

Kagan (1964} distinguished beiween an impulsive and
a reflective approach to learning. Entwistle (1981) later
concurred about the importance of impulsivity or reflectivity
in style. Fischer and Fischer (1979) referred to style as “a
pervasive quality in the behavior (emphasis mine) of an in-
dividual” (p.245). Shade (1989) distinguished between an
analytic and a synergetic style.

Fischer and Fischer (1979) further identified and de-
scribed ten different kinds of learners: the incremental
learner, the intuitive learner, the sensory specialist, the sen-
sory generalist, the emotionally involved, the emotionally
neutral, the explicitly structured, the open-ended structure(d),
the damaged (in self concept and social competence among
other problems), and the eclectic learner.

Based on individual preferences for different learning
conditions, Dunn and Dunn (1979) identified four param-
eters cf learning style: environmental, einotional, sociologi-
cal, and physical. These parameters, or “stimuli,” were
further broken down into eighteen “elements.” Among these,
the environmental elements were sound, light, temperature,
and design (or physical arrangement of the room); the emo-
tional elements were motivation, persistence, responsibil-
ity, and a need for structure; the sociological elements
included a preference for working alone, with peers, with
an adult, or a combination of these potential partners; and
the physical elements referred to perceptual strengths (vi-
sual, auditory, tactile, kinesthetic), a need for “intake” (tood,
drink), time of day, and greater or lesser need for mobility.

Entwistle (1981) suggested that style refers to informa-
tion processing. Similarly, Nieto described learning style as
“the way in which individuals process and receive informa-
tion™ (1992, p. 111). The term learning style as used by
Entwistle and Nieto in regard to information processing is
synonymous with cognitive style. Gardner (1983) has sug-
gested that culture, affect, and cognition interact and are con-
ducive to multiple intelligences (logical-mathematical, spatial,
musical, kinesthetic, and interpersonal), thus blurring the dis-
tinction between culture, style, and different abilities.

Perhaps the most comprehensive definition of learning
style is that of the National Task Force on Learning Style
and Brain Behavior (zs cited in Keefe and Languis, 1983):

Learning style is that consistent pattern of behav-
ior and performance by which an individual ap-
proaches educational experiences. It is the
composite of characteristic cognitive, affective, and
physiological behaviors that serve as relatively
stable indicators of how a learner perceives, in-
teracts with, and responds to the learning environ-
ment. It is . .. molded by . . . the cultural
experiences of home, school, and society (p. 1).

Another ambiguity in definition of learning style is that
the differences between style, strategy, and tactic have not
always been clear. Entwistle (1988) suggested that strategy
refers to consistency in (students’) approach to diffcrent
learning situations. Snowman (1989) suggested that tactic
refers to the observable activities or habitual responses of
students in learning situations. In view of these different
* aterpretations of what learning style means | it is clear that
different educators use the term “style” to refer to different
processes and that in fact they are referring to behavior, pref-
erences for different environments, strategies, or tactics.

In concordance with the concept of learning styles, a
plethora of tests were created to measure “styles.” Irvine
and York (1995) report that more than thirty test instruments
have been constructed. Some of these tests were designed
for children, while others were created for adults and ap-
plied in both educational and business settings (Gregorc,
1982, for example). Research using these tests has been
extensive. According to Irvine and York, several thousand
studies were conducted between the mid 1980s and 1995.
Curry (1990) has questioned both the validity and the reli-
ability of many of these instruments. Timm (1996} has
pointed out an additional problem in regard to learning style
instruments. The forced choice format is based on an as-
sumption that individuals have a fixed rather than an adap-
tive approach to learning situations and to problem solving.
A final criticism of learning style instruments has been that
they have low predictive value for achievement (Irvine and
York, 1995). This, however, may be a spurious concern due
to the fact that there is no reason to assume that one ap-
proach over another will necessarily result in success.

In spite of these problems in definition, test assump-
tions, and difficulties in utilizing test results in the class-
room, the concept of learning styles does offer some
important considerations about the relationship between cul-
tural experience, individuality, and learning situations.

Cognitive Style

Correctly used, the term cognitive style derives from cog-
nitive theory and refers to variations in information process-
ing, perceiving, conceptualizing, analyzing, and problem
solving procedures (Timm, 1996). Evidence suggests that
cultures differ inrespect to these processes. Ambiguities have
occurred with the term cognitive style, however, similar to
those associated with leamning style. For example, Kuchinskas
(1979) identified cognitive style “as the way an individual
acts, reacts, and adapts to the environment” (p. 269).

In this review, the term cognitive style is used to refer to
cognitive processes. Field independence or sensitivity, com-
munication, and social interaction modalities are specified
as such. Wherever the term learning style appears in this
review, it is the term used by the author(s) under discussion.

Another interpretation of cognitive style (which also
includes social and behavioral factors) is a concept known
as field independence/dependence, first identified and de
scribed by Witkin and his associates (Witkin et al.. 1971;
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Witkin et al., 1977; Witkin, 1979; Witkin and Goodenough,
1981) by means of the Embedded Figures Test and subse-
quently the Group Embedded Figures Test (Witkin et al.,
1973). The Children’s Embedded Figures Test (Karp and
Konstadt, 1971) was further developed from this test. These
tests require the test taker to locate or identify basic geo-
metric shapes embedded in surrounding complex patterns.
Two important aspects of these tests have generally been
overlooked in the literature. First, the shapes are basic con-
figurations and, second, the tests are language free, thus
eliminating the bias of linguistics, although directions for
the test may be provided in different languages.

Because many studies have reported cuitural differences
in field independence/dependence, it is important to clarify
these terms here. Chickering (1976) described field inde-
pendence/dependence as differences in ability to distinguish
figure from ground (or shape from pattern) and (by logical
extension) a construct from its surrounding context. Field
independent learners have been reported to be adept at iden-
tifying specific aspects of a situation and at separating con-
cepts from context. Other characteristics include a
preference to work independently, intrinsic motivation, and
a desire for personal recognition. Heppner and Krauskopf
(1987) further reported that field independent learners per-
severe longer and are more self-directive in their learning
than field dependent learners. Ficld dependent learners tend
to be situation specific in their orientation to learning, and
tend not to separate concepts from context. Other charac-
teristics include a preference to work with others, a need for
extrinsic motivation, an orientation toward social cues, and
a sensitivity to others. Heppner and Krauskopf (1987) have
also reported that field dependent learncrs adapt to new situ-
ations more easily than field independent learners. Recently
the term field sensitive has been used rather than field de-
pendent. Itis important to note that field independence or
dependence are value free designates and that they should
not be confused with notions about intelligence. ability, or
as predictors of academic performance. They are simply
tendencies along a continuum by which individuals perceive,
conceptualize, and problem solve in their approach to a fearn-
ing situation

Cultural Factors in Learning

In the definition of lcarning style by the National Task
Force on Learning Style and Brain Behavior (cited above),
reference is made to the relationship between style and cul-
tural experiences. Guild (1994) has reported three different
sources for research infornation about the relationship be-
tween culturc and learning processes. These are: (a) obser-
vations and descriptions of learners from different cultural
groups; (b) data based on test instrumments administered to
diverse student populations; and (c) direct discussion (in-
cluding interviews). The major ways in which cultural ex-
periencces affect cognitive style have not always been made
explicit in reports of students from diverse groups, however.

These experiences include socialization or child rearing prac-
tices, cultural “tightness,” ecological or environmental con-
siderations, a written or oral/aural language tradition
(Worthley, 1987; Bennett, 1990), and so-called “high” or
“low” context cultures (Halverson, 1993).

Permissive socialization practices, which encourage
individual experimentation or trying different ways of per-
forming tasks, result in a wider flexibility of cognitive style.
Strict socialization practices, with pressure to perform tasks
according to traditional ways, resultin less flexibility of style
(Jahoda, 1980). Strict practices which focus on obedience
also tend to result in an orientation o learning which is spe-
cific to the present situation (Nedd and Gruenfeld, 1976).

Cultural “tightness” refers to the degree of emphasis
and value given to traditional routines. Cultural “looseness
* refers to the degree of latitude given to variation in the
performance of daily tasks or routines. Thus *“tight” cul-
tures tend to follow precisely various time-honored ways
while “loose” cultures are less rigid and more flexible in
regard to traditional procedures (Worthley, 1987).

Ecological adaptation refers to customs in relation to
nature within any given culture (Berry. 1976). For example,
some cultures rely on highly developed perceptual skills for
survival. Cultures which depend primarily on agriculture
and animal husbandry emphasize customary routines in or-
der to survive. Child rearing practices focus on responsi-
bility, conformity to customs, and the value of traditional
ways. Cultures which depend primarily on hunting, gather-
ing, and to some extent fishing for survival requirc more
scif-reliance and application of skills under varying circum-
stances. Child rearing practices, while teaching traditional
methods, also tend to encourage more individual initiative.

Literate socicties use written symbol systems for the
transmission of knowledge. Learning is more abstract and
dccontextualized than in oral societics which follow a more
active mode and use demonstration and role modeling in
order to teach. Learning is through obscrvation and is based
on specific situations (Hvitfeldt, 1985).

In addition to the foregoing considerations, Halverson
(1993) has described another factor—that of “high” and
“low" context cultures. In high context cultures, learning is
situationally based within a social context. Skills and pro-
cedures are demonstrated and learning depends to a large
degree on observation. Learners also relate the learning
process to their place in social groups and to their role in
society. In low context cultures, learning is more detached
[rom the immediate usc of the infermation and procedures
arc described in verbal or written form. Lcarners are less
oricnted toward the applicability of the information being
transmitted in terms of the immediate task or social situa-
tion than they are in high context cultures.

Cultural Diversity and Cognitive Styles

There is a stcadily increasing body of evidence in sup-
port of the notion of different patterns in cognitive style in-
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cluding field independence/dependence among students from
diverse cultural backgrounds. The following review focuses
on diverse groups in the United States.

Asian Americans

Differences among Asian Americans have been reported
in accordance with ethnic background.

The Hmong. As an example of the relationship be-
tween the cultural factors cited above and cognitive style,
Timm and Chiang (1997) have described traditional Lao-
tian Hmong culture and the cognitive style of Laotian Hmong
students in the United States. In their former rural agricul-
tural mountain communities in Laos, the Hmong approach
to learning was situation specific. Strict socialization prac-
tices emphasized obedience and adherence to time honored
procedures. The culture was “tight” with little latitude in
routines. Ecologically, survival depended primarily on suc-
cessful crops, although there was some hunting and fishing.
As part of the socialization process, children participated in
agricultural work as young as four years of age (Lee, 1986).
Pressure for conformity was high in Hmong social organi-
zation, based on patrilineal clans with clear lines of male
authority. Social roles were delineated along gender lines.

The culture was primarily oral and formal education
was rare. Few villages had aschool. Knowledge was handed
down from generation to generation. It has been estimated
that seventy percent of Hmong refugees were non-literate
when they left Laos (Takaki, [989). Thus, learning to use a
written language was a profound problem which many faced
in their relocation into literate societics such as the United
States. The concept of writing was not unfamiliar to the
Hmong. however. There have been “at least fourtecen major
attempts to develop writing systeras for the Hmong language
over the past one hundred years” (Smalley, 1990, p. 149)
but Hmong students who did attend school were instructed
in either Lao or French. The Hmong who cooperated with
the United States during the Vietnam War gained some lit-
eracy in English (Duffy, 1997). The Romanized version of
Hmong, developed in the carly 1950s by two linguists (Wil-
liam Smalley and Linwood Barney) and a French priest (Yves
Bertrais) and known as the Romanized Popular Alphabet
(RPA). has become the most widely accepted and is the script
used in the United States (J. Duffy, personal communica-
tion, January 12, [998).

Finally, Hmong culture may be described as being high
context. Learning was situationally based and children rc-
ceived their “cducation” at home and in the fields where
they learned through observation. Procedures werc demon-
strated rather than discussed.

Hmong families in the United States continuc to tcach
their children in the traditional way by using demonstration
and relying on observational learning. At the same time,
however, Hmong students are encountering curricular pro-
grams in American schools which transmit information in a
decontextualized, written form and emphasize a more inde-
pendent approach to Iearning. Using the Group Embedded

Figures Test (available from Consulting Psychotogists Press
in Palo Alto) as the test instrument to determine field inde-
pendent and field dependent cogaitive styles, Timm and
Chiang (1997) first reported a field dependent cognitive style
consistent with Hmong situation specific learning experi-
ence. In afollow-up study, Timm, Chiang, and Finn (1998)
found acculturating cffects of length of residency in the
United States and duration of time in American schools on
Hmong students’ cognitive style. Covariance statistical
analyses yiclded significant effccts for both U, S. residency
and years in American schools. In other words, evidence of
Hmong cultural practices was found in the cognitive and
social interaction styles of these students but shifts were also
found from a situation specific or ficld dependent style to a
more ficld independent style associated with the number of
years the students had been living in the United States and
attending American schools. Gender differences were also
found in the shift in style with the boys moving into a field
independent mode slightly ahead of the girls. This differ-
ence may be attributed to Hmong sccialization practices in
regard to gender roles (Timm et al, 1998).

Prior to the studies by Timm and Chiang (1997) and
Timm et al. (1998), two earlier studies reported both cogni-
tive and interaction styles consistent with Hmong cultural
cxperiences. Huvitfeldt (1986) reported behaviors charac-
teristic of a field dependent style in a literacy class for non-
literate and low literate Hmong adults. ranging from twenty
to sixty-five years of age. These behaviors included consis-
lent interpersonal interactions among the students, a reli-
ance on contextual referents, and a personal relationship with
the instructor. Using the Group Embedded Figures Test,
Worthley (1987) reporied a two-to-one ratio of field depen-
dence over field independence among Hmong male high
school and college students, ranging from seventcen to thirty-
five ycars in age.

Other Asian students. Reid (1987) also found accul-
turating effects among other Asian students and reported that
college ESL students who had been in the United States for
more than three years were significantly more auditory in
their learning style preference in comparison with students
who had been in this country for shorter periods of time.
Reid further reported visual learning style preferences among
Korean, Chinese, and Arabic- American students in compari-
son with Japanese students.

In astudy of fearning style preferences among Chinese,
Filipino, Korean, Victnamese, and Anglo high school stu-
dents, Park (1997) reported major preferences for an audi-
tory style among Victnamese and Chinesc American students,
and a minor preference among Korean, Filipino and Anglo
students. Park also reported a minor visual learning style
preference among the four Asian groups in contrast with
Anglo students who showed a negative response to visual
learning. There were also differences among the Asian
groups, with the Chinesc students being the most visual, fol-
lowed by the Filipino and Korean, and the Victnamese stu-
deats being the least visual in their preference. Ewing and
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Yong (1993) also reported a visual preference among gifted
American-born Chinese students.

Park (1997) further examined these students’ prefer-
ences for group or individual approaches to learning. The
Vietnamese students she. wed the highest preference for group
learning, the Filipino students showed a minor preference
for it, and the Chinese, Korean, and Anglo students did not
prefer it. This is an important finding because cooperative
learning approaches may work well with Vietnamese and
Filipino students but not so well with Chinese, Korean, and
Anglo students, Park reported that high achicvers across all
groups preferred an individual style and that low achievers
preferred group learning,

Differences in socialization practices, social interaction
styles, and educational values have been reported among
other Asian American groups in reference to ethnicity and
length of residency in the United States. Cabezas (1981)
reported differences in socialization practices in the San
Francisco area among Chinese and Filipino mothers born
overseas in comparison with American born mothers.
Rumbaut and Ima (1988) reported that Vietnamese, Chinese-
Vietnamese, and Hmong parents in San Diego placed more
emphasis on school achievement than Lao and Khmer (Cam-
bodian) parents. These value differences may be attributed
to their prior cultural experience. Laorefugees in the United
States have tended to come from rural arcas. The more edu-
cated and urban Lao refugees relocated in France following
the takcaver of Laos by communist forces after the Vietnam
War. Likewise, many of the Khmer refugees who settied in
the states were from rural areas of Cambodia and were less
cducated. The more educated Khmer were massacred dur-
ing the Pol Pot regime. Consistent with Rumbaut and Ima,
Timm (1994) reported that although Laotian Hmong fami-
lies now living in the Midwest had come from rural areas
where education was minimal, they have adopted a high value
foreducation in regard to their children in the United States.

African Americans

Ogbu (1983) described an historical, caste-dominated
society along racial lines in the United States by which ex-
ploitation has extended across economic, political and social
experience. Itis notsurprising, therefore, that African Ameri-
can cultural patterns include values which emphasize group
unity and mutual support (Staples, 1976). Jones (1979) added
spirituality, spontaneity, and a preference for oral expression.
Boykin { 1986) suggested that African American culture con-
tains nine themes: spirituality, harmony or interdependence
with humans and nature, movement, “'verve”, affcct, commu-
nalism or social connectedness, personal expression, oral tra-
dition, and a focus on “social time.” These aspects suggest
that students may learn better through personal relationships
with the teacher, cooperative learning modes, and oral strate-
gies. In Shade's (1997) view, African American experience
has led to “survivalisms” (p. 14) or an cxperiential wisdom
among African Americans which is not shared by non-Blacks.
According to Shadc, the sources of African American culture

include these survivalisms, European American mainstream
society, and a culture of oppression which causes anxiety, over-
identification with those in power, hostility, an ability to handle
contradictions, and a preoccupation with issues of freedom
and equality. Shade has suggested that “the kinship system
(including protection and mutual support), world view, and
social interactive behaviors have the greatest impact on learn-
ing style” (p. 15) and that African American culture and so-
cial stratification “serve as the transmitters of the cognitive
and affective entry behaviors which come with the child to
school” (p. 24).

Shade (1997) further reported an auditory processing
modec. a precociousness sensori motor capability, a socially
oriented (as opposed to an object centered) modality, and a
preference for an interactive learning situation among Black
children. She further suggested that perception (and there-
fore interpretation) of visual cues is affected by cultural ex-
perience. African Americans are more likely to be field
dependent when tested on the Embedded Figures Test
(Shade, 1986). This field sensitive finding is consistent with
Gitter, Black, and Mostofsky (1972) who reported that Af-
rican Americans are sensitive to social cues and adept at
interpreting facial cmotions. This social sensitivity impacts
Black students’ behaviors in the classroom (Shade). Ewing
and Yong (1993) also found a preference for a visual learn-
ing mode among gifted African American students.

Mexican Americans

A sensilivily in the social interaction of Mexican Ameri-
cans, together with an orientation to collective or collabora-
tive efforts, reflects the traditional Mexican cultural values
of close affiliation with family and community (Shade, 1997).
Slonin (1991) suggested that Hispanic culturc is based on
cooperation, interpersonal relationships, a “relaxed” time per-
ception , a preference for physical proximity, and traditional
sex roles.. Vasquez (1990) suggested that Hispanic American
students’ orientation of loyalty to family and groups may pre-
dispose them toward cooperative learning. Dunn and Dunn
(1978) reported that Mexican American students were peer
oricnted and were more likely to perform well in cooperative
group situations. In alarge study of Mexican American im-
migrant and first generation elementary students and Anglo
American clementary students (n=687), Dunn, Griggs, and
Price (1993) found that the Mexican American students were
more peer-griented than were the Anglo students, with the
Mexican American girls more peer oriented than the boys.
They also found that the Mexican American boys had ihe stron-
gest preferences for tactile learning and that the Me«ican
American girls in general showed less tactile learning g refer-
ences and a more varied approach to lcarning than the boys.
Similarly, Ewing and Yong (1993) reported that gifted Mexi-
can American students preferred a kinesthetic lcarning style
over an auditory or visual one. Mori (1991) reported that
Mexican students with higher English proficiency continued
to show a stronger orientation for active learning in compari-
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son with high English proficiency Japanese students who did
not prefer this modality.

Saracho (1991) cautioned against making assumptions
about cognitive style in Mexican American children, how-
ever. She asserted that, although a generally field depen-
dent, prosocial orientation has been assumed in Mexican
American children, field independence/dependence “is a
relative rather than an absolute tern (and that) extensive data
must be collected and analyzed before accepting any gener-
alizations” (p.23). In a study of Mexican American kinder-
garten children from an agricultural community, Saracho
found a range of field independence/dependence on The
Children’s Embedded Figures Test (CEFT). She also found
significant differences in the children's play behavior and
sccial competence. In other words, Saracho found both a
diversity of cognitive styles and a range of social compe-
tency related to that stylistic diversity.

Saracho (1997) further suggested that both the amount
of traditional procedures in child rearing and the degree of
generational distance from migration to the United States
both affect cognitive style. Several findings on differences
in cognitive style among Mexican Americans in relation to
Anglo contact support Saracho's view. Some of these find-
ings are similar to the findings for Hmong students with re-
gard to United States residency (Timm et al., 1998). For
example, Buriel (1975) reported that first and second gen-
eration Mexican immigrants had cognitive styles similar to
traditional communities, but the third generation did not.
Ramirez and Castaneda (1974) reported that Mexican Ameri-
can students were inclined toward a field sensitive learning
style but that style varied in relation to assimilation, dis-
tance from Mexico, iength of residence in the United States,
impact of urbanization, and amount of prejudice encoun-
tered. Ramirez, Castaneda, and Herold (1974) studied three
different types of communities: (a) Mexican American mem-
bers with a primarily traditional Mexican culture; (b} dual-
istic with Mexican American members and a mixture of
Mexican and Mexican American cultures; and (¢) Mexican
American members with manifest values from Anglo-Ameri-
can culture, They reported that the students from the dual-
istic community were in between the more field dependent
members of the traditional community and the less ficld de-
pendent members of the Anglo-oriented community. Other
studies have reported similar results from traditional and
dualistic communities (Laosa and DeAvila, 1979).

This section has focused on Mexican American students
but other students may experience shifts in their cognitive
style in relation to type of community, demographic consid-
erations, and length of residency in the United States. In
light of Creason's report (1992) that 40% of Hispanic stu-
dents drop out of school, there is clearly a need for more
research in this area.

Native Americans

Smith and Shade (1997) cited some Native American
cultural factors that are conducive to a field sensitive cogni-

tive style and socially sensitive interactive style. Among
these are a conviction of the inherent good of all people, a
belief that all people are interconnected with each other and
with nature, and a view that cooperalion is important for
solving problems. According to Pepper and Henry (1997),
socialization among Native Americans tends to be permis-
sive and children are encouraged to experiment and to ex-
plore. Discipline does not mean cbedience, but develcpment
of sclf control whereby children come to regard non-inter-
ference as normal. “Respect for individual dignity and per-
sonal autonomy are valued and youngsters are taught not to
interfere in the affairs of others™ (p. 170). Socialization fur-
ther emphasizcs observational and contextually relevant
learning. Thus a cognitive style emerges that includes a pref-
erence for visual processing, an informal and exploratory
learning preference, and a sensitivity to social cues.

An association between culture, ecology, and cognitive
style has been reported among Native Americans by Kleinfeld
(1970). In a testing situation for visual memory which re-
quired the ability to recall complex visual patterns, rural Inuit
native children of all ages outperformed urban White chil-
dren. These results were attributed to the ecology of a sparse
Arctic landscape and to socialization that included a hunt-
ing tradition, both of which require visual acuity and an ability
to perceive slight variations in the environment. Berry (1971)
also reported visual acuity among urban Inuit subjects, in
spite of less hunting experience. This finding suggests that
Inuit child rearing practices emphasize visual learning, imi-
tation, and non-verbal instruction.

Phillips (1978) reported that Native American students
show a preference for learning by observation before they at-
lempt to perform a task themselves. According to More (1987),
Native American students prefer a visual to verbal lcarning
mode and use images to learn concerts. These characteristics
suggest a field sensitive cognitive stvle, Caldwell (1989) and
Kasten (1992) reported a preference for cooperation in learn-
ing situations among Native American students.

Gender and Social Class

Within diverse groups, cognitive style may be mediated
by gender and socioeconomic status. In alarge study (636
boys and 638 girls), Park (1997) reported gender differences
in style preferences across auditory, visual, and tactile modes
and a significant gender difference in kinesthetic preference,
with the girls reporting a higher preference. Some findings
of gender differences within groups are reported above for
Hmong and Mexican American students. Social class dif-
ferences are alsc sometimes overlooked in the reporting of
cognitive styles. Blackwell (1975) reported that African
Americans in the professional/middle class and skilled blue
collar class are more oriented to achievement, social striv-
ing. and consumerism in comparison with the « conomically
disadvantaged. Inan early study of Chinese, Jewish, Black,
and Puerto Rican children from middle class and low in-
come homes, however, Stodolsky and Lesser (1967) reported
different patterns in cognitive processes for each ethnic group
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regardless of social class. In other words, ethnicity appeared
to influence cognitive style more than social class, Banks
(1988) also reported similar findings of the effect of ethnicity
over social class and further reported that cthnic differences
remaincd even when social class had changed for the better.
These findings suggest that the interrclationship between
ethnicity, gender, and social class is a complicated one in
which cognitive styles may not necessarily be assumed by
one dimension alone.

Educational Implications

The research findings considered in this review raise
some important issues for classroom application. First, not
all students in any cultural group necessarily approach learn-
ing in the same way. As Irvine and York (1995) assert, ste-
reotyping occurs when inaccurate or general characteristics
of a group are ascribed to, or assumed, for individuals.
Second, educators must remember that learning is a fluid
process and that students’ cognitive styles are not static but
may change across time. Findings of acculturation effects
among Mexican American. Hmong, and other Asian Ameri-
cans suggest that individual differences and acculturating
experiences must be considered. Third, individuals may usc
different approaches to learning and problem solving, de-
pending on the nature of the problem. Timm (1996) reported
the following anecdote:

... ateachcr was required to take a widely mar-
kcted learning style test by her school administra-
tor. During the test she considered how she
approached the task of writing & report and an-
swered the test items accordingly. Being suspicious
of the test’s validity, she asked to retake the test
immediately. Because her hobby was sewing, this
time she considered how she approached the task
of creating a dress of her own design. The results
of her two tests indicated two totally different learn-
ing styles (p. 190).
In other words, the creators of learning style tests have not
gencrally taken into consideration the fact that people may
use a varicty of approaches that best suit the task at hand.

[n spite of thesc caveats, the above review docs reveal
some gencral patterns for diverse groups. Shade (1997)
suggested that cognitive processes are the result of social-
ization and cultural experiences and that the environment is
interpreted through cultural filters and responded to accord-
ingly. Thus, people who share common experiences develop
similar processes of “conceiving, judging, and reasoning”
(p. 134). Shade, Kelly, and Oberg (1997) offer a variety of
teaching strategies for working in culturally responsive class-
rooms. As educators, we need to remember that our own
interpretations, problem solving strategies, and communi-
cation styles are the result of our cultural experiences, but
we sometimes forget our own cthnocentrism in these mat-
lers. And worse, we make judgments about the abilities of
students that are filtered through our own cultural lenses.

[ will close by sharing ar incident, toid to me by a Wis-
consin teacher, that dramatically illustrates how a school task
may be culturally biased and fail to take diverse cultural styles
into account. Hmong students in a Wisconsin school were
given asorting test and asked to draw acircles around objects
that did mot belong. One test item included a picture of a
hammer, a saw, a hatchet, and a fire. The “correct” answer
was the fire becausc it was not a tool, but the Hmong students
choose the hammer. Rather than assuming that the students
were wrong, the teacher asked them why they had chosen the
hammer. They told her that “you would use a saw or a hatchet
to cut the woad for the fire but not the hammer.” This context
oriented and procedurally based answer is not surprising in
Hmong culture. There is a lesson here for all of us.
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Welcome to MWWERA-99!

On behalf of the Bourd of Directors, Officers. and the 1999 Program
Committee I would like to welcome you to the 1999 Annual Meeting of the
Mid-Western Educational Research Association. The program for this year,
as in the past. is made up of papers. which have undergone a rigorous peer-
review process. Many volunteers have devoted countless hours in reading.
evaluating, and commenting on this year's submissions. 1t is the dedication
of our membership that allows MWERA to have a meeting with only the
highest quality presentations!

This year I am pleased to welcome two nationally recognized individuals
who will share their critical insights in each dav's invited addresses. Our
meeting opens on October 13th. Wednesday evening, with an informal
conversation and social with John Sikula, Dean of the College of Education
‘at Ashland University (OH). Dean Sikula’s Keynote Address on Thursday
morning at 9:30am in the Sauganash Ballroom East. titled “Be an ARC —

E. Jane Williams An American Reconstructioneer of Culture,” is built from his work as
MWERA Vice-President editor of the second edition of Macmillan's Handbook of Research on

& 1999 Program Chair Teacher Education.

The Thursday, October 16th Luncheon Address will feature Don Cruickshank who was a longtime member of
MWERA. and is now Professor Emeritus at The Ohio State University, speaking about what makes good weachers.
He has remained active pursuing his scholarly and research interests in research on teaching. particularly teacher
clarity: research on teacher education: reflective teaching: the study of teacher problems and their recreation using
simulations: and most recently, developing a framework for considering the question. What makes teachers good?

On Saturday QOctober 16th we will welcome the current President of MWERA, Thomas S. Parish, Professor in the
Department of Foundations and Adult Education at Kansas Stale University. President Parish's talk titled "Education
in Crisis. Solution: Don’t Get Tough. Just Get Connected!” seeks to address how and why our nation’s schools are
currently in trouble, and what teachers need to do in order to overcome these problems in the foreseeable future.

Member feedback has led to several changes for this year's meeting. More time has been allotted to papers within
each session slot. Workshops and seminars have been scheduled throughout the conference with the only pre-
conference workshop scheduled on Wednesday afternoon for new Association Council and MWERA Board
members. Roundtable discussions and tabletop poster sessions have been scheduled on both Thursday and Friday. In
addition to the regular roundtable sessions. 24 additional tables have been planned for moderated discussions on
selected "Hot Topics”. Time has been allotted on Thursday for participants to eat a quick lunch without missing any
sessions, with the catered Luncheon scheduled for Friday at noontime. Division meetings have also been scheduled
throughout the conference 1o allow participants to more easily attend the division meetings of their choice. Divisions
D and F have elected to have Invited Speakers at their Business Meetings. This year I am also pleased to announce
that we have several alternative sessions that appear to be quite interesting!

Overall, I think this vear's meeting could be the best vetr. 'm looking forvard to seeing vou in
Chicago in October!
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General Information

The 1999 Annual Meeting of the Mid-Western Educational Research
Association will be held from Wednesday, October 13" through
Saturday, October [6th, at. the Holiday Inn Mart Plaza in Chicago.
Ilinois. Registration and a pre-conlerence workshop will begin
Wednesday afternoon, with the Kick-Off speaker starting the formal
program at 8:00pin that evening. Thursday. Friday, and Saturday
morning will consist of research papers presented in a varicty of
different forinats, workshops. invited speakers. meetings, and social
events. The conference will conclude following the final sessions at
Noon on Saturday.

Meeting Registration is expected of everyone participating in or
attending the 1999 annual meeting of the Mid-Western Educational
Research Association. Registrants are provided a MWERA-99 Name
Tag. which must be worn at all times while at the conference. Those
planning to attend MWERA-99 are strongly encouraged to pre-
register for the conference and workshops, and to make hotel
reservations as soon as possible. Pre-registration and hotel
reservations must be received by September 24, 1999. Registrations
mailed after September 24th may not be received in time for
processing, and on-site payment in the form of cash or personal
checks will be expected. If double-payment is later determined. a
refund will be issued. On-site registration and packet pick-up will be
available at the registration desk on the I4th Floor of the Holiday
Inn Mart Plaza at the following times:

Wednesday, October 13, 3:00 pm - 5:00pm
Thursday, October 14, 8:00am - 5:00pm
Friday, October 15, 8:00am - 5:00pm

Membership in the Mid-Western Educational Rescarch Association
provides reduced conference registration fees and a subscription to the
Mid-Western Educational Researcher, the official MWERA publication.
Attendees are encouraged to join. Conference presenters must be paid
members for 1999,

MWERA Publications are available through pre-registration. These
include the Directory of MWERA Members for $8 and the MWERA
1999 Program Abstracts for $6. These items may not be available at
the conference unless ordered through pre-registration. If additional
items are available they will be offered for sale at the registration
table by cash or checks only.

This year's Exhibit Hall will feature publishers and others providing
materials and services to educators on Friday from 9:00am to
4:00pm. The Exhibit Hall will be focated ir the lobby of the 14th
Floor of the Holiday Inn Mart Plaza. This year we will have a
sharing table for you to bring job announcements, fill out mentor
forms, and share cther information, which helps all of us.

Help evaluate the sessions and the annual meeting! We are
requesting that all Session Chairs distribute cvaluation forms to
attendees at each session. In your registration packet you will also
receive a form to evaluate the meeting o~ 2 whole. Please complete
these forms and rcturn them cither directly to each Session Chair. or
to the Registration Table on the 14th Floor lobby. Your comments
are critical in improving our meetings.
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Session Formats

Paper Presentation

Paper sessions allow presenters the opportunity to make short.
relatively formal presentations in which they overview their papers
to an audience. Three to four individual papers dealing with related
topics are grouped into a single session lasting no longer than one
hour and twenty minutes. The presenter(s) of each paper is (are)
allowed 10 to 15 minutes to present the highlights of the paper.
Sessions will have a Session Discussant who will, following ail
papers, provide comments and a critical review. A Session Chair
moderates the entire session. Presenters are expected to provide
complete copies of their papers to all interested audience members.

Roundtable Discussion/Poster

Roundtable Discussion/Poster sessions provide opportunities
for interested individuals to participate in a dialogue with other
interested individuals and the presenter(s) of the paper. Presenters
are provided a small table around which interested individuals can
meet to discuss the paper. Presenters may elect to provide small,
tabletop poster-type displays. ancillary handouts, or other tabletop
A/V materials to augment their di-cussions. Interested individuals
are free to move into and out of these discussions/posters as they
wish. Presenters are expected to make available complete copies of
the paper to all attendees. Multiple roundtable discussion/poster
sessions are simultaneously scheduled in a common session slot
lasting fifty minutes.
Symposium

A symposium provides an opportunity for examination of
specific problems or topics from a variety of perspectives.
Symposium organizers have identified the topic or issue along with
individual speakers who will participate in the session. Participants
may be provided with papers or other handouts relevant to, reflective
of, or drawn from the symposium, and may be encouraged to
participate in discussions and/or focused exercises as a part of the
symposium's activities. Sympaosia are typically scheduled for one
hour and twenty minutes.

Workshop

Workshops provide an extended period of time during which
the workshop leader(s) help participants develop or improve their
ability to perform some process (e.g., writing grant proposals, using
the latest features of the Internet, or conducting an advanced
statistical analysis). Workshops have been scheduled throughout the
conference, allowing attendees the opportunity to attend several
workshops of their choosing. Most workshops are scheduled for a
longer period of time than other sessions, and invnlve pre-
rcgistration.

Alternative Session

Only the imagination and creativity of the scssion organizer
limit the form, topics, format and length of time of alternative format
sessions. The presenter(s) of alternative sessions have recruited the
major participants or speakers. developed and provided necessary
materials. They will conduct or mediate the session as detailed in
the program description.
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Conference Events and Highlights

John Sikula will open MWERA-99 at the Kick-Off Session on
Wednesday cvening at 8:00pm in the Sauganash Baliroom East.
Dean Sikula. a notionally-recognized Education Dean will lzad
an informal conversation about the condition of schooling in
America -- what is our role in the research, public and political
activism as we move into the 21" century? Where do we go
trom here? Sikula is past nationa president of the Association of
Teacher Educators and was senior editor of Macmillan’s
Handbook of Research on Teacher Education. Second Edition. in
1996. This informal kick-off social is sponsored by Riverside
Publishing Company.

Division Meetings have been scheduled conflict-tree throughout
the day on Thursday and Friday. Divisions D and F have chosen
to have invited speakers prior to their meeting. Participation in a
division is an important part of MWERA mem..ership. Get to
know the ather folks in the division of vour choice und become
active in the happenings of that division, including helping to
recruit new members and plun next year's conference.

John Sikula. Dean of the College of Educution at Ashiand
University. will give the Keynote Address titled "Be an ARC:
An American Reconstructioneer of Culture” on Thursday at
9:30am 1in the Sauganash Ballroom East.  His uddress is built
from his work as editor of Macmillan's Handbook of Research
on Teacher Education, Second Edition. Sikula will be available
tor questions. in a Follow-Up session beginning at 10:20am in
the Shakespeare Hotel.

New Members arc encouraged to attend a new member welcome
session Thursday morning at 10:30am in The Bull's Head room.
Come meet other MWERA members both new and ofd. and find
out what this wonderful organization is all about.

The MWERA Association Council will hold its annua) meeting
over lunch on Thursday. beginning at Noon in the Sauganash
Ballrcom East. All Association Council members are expected 10
attend. New Coungil Members and Officers should also plan on
attending a  special orientation  workshop  scheduled  for
Wednesday afternoon from 3:10pm to 5:30pm. conducted by
current Past-President Kim Metcalf.

Two Roundtabie Discussion/Poster scssions have been
scheduled for MWERA-99. both running {rom 3:10pm to
+:00pm on Thursday and Friday in the Sauganash Bullroom East.
Numerous interesting presentations on a varicty of topics will
take place during these times. In addition. a number of tables will
he hosted by presenters prepared to lead participants in a guided
discussion of today's Hot Topies in cducation! Organized again
by Tom Parish. MWERA's President. these hot topic tables add a
new dimension to these two sessions!

The Editorial Board of the Mid-Western Educational
Researcher will meet on Thursday afternoon at 4:10pm in the
Mansion House.  All members of the Editorial Board should
atiend,

The Cracker Barrel Social will be held from 6:00pm to 7:30pm
in the ‘Wolf Paint Pre-Function Room on Thursday. This
informal event offers a chance to relax. mix. and mingle. A cash
bar und snacks will be provided.

Everyone is encouraged to attend the unnual Business Meeting,
scheduled on Friday from 9:30am through 10:20am in the
Sauganash Ballroom East. President Thomas §. Puarish will
preside over an agenda of issues critically important to the
association.  Your input is both needed and welcome!

Donald R. Cruickshank, whom many of you know frem his
longstanding membership in MWERA, Professor Emeritus of
Tecacher Edueation at The Ohio State University, will deliver the
Luncheon Address titled "What Makes Teachers Good?" on
Friday during the catered luncheon. Cruickshank is a leading
researcher in Teacher Education. Remember. you must pre-
register for the conference in order to be guaranteed a seat at the
Luncheon! Immediately  following the Luncheon Dr.
Cruickshank will provide a follow-up address, and be available
for questions, in the Lake House beginning at 1:40pm.

A Special Workshop. titled "Writing Proposais for Funded
Reseurch Projects” will take place on Thursday morning at
(0:30am in the Shakespeare Hotel. This workshop. which is
designed at helping all of our current graduate students. focuses
on the elements of a proposal for funding research grants. All
curreni (and former) graduate students are invited to attend.

The highlight of Friday ecvening will be the President's
Reception. scheduled from 9:00pm unul midnight in the Wolf
Point Pre-Function Room (15th floor of the Holiday Inn Mart
Plaza). Your host for the evening will be Tom Parish. the current
President of MWERA. This reception promiscs to be a great time
with fine food. drink and company for all!

Program Chair Jane Williams will be available to listen to your
comments about the 1999 Annual Meeting at the Conference
Feedback session S.curday morning starting at §:00am in The
Bull's Head room. This session provides you with an opportuaity
o elaborate on the comment forms from each session. Your
feedback will be brought forward into the Conference Planning
session scheduled for 10:30am in the same room. All Senior and
Junior Division Chairs for the 2000 conference should attend
this Conference Planning session to get a jump-start on next
vear!

Thomas S. Parish. Professor in the Department of Foundations
and Adult Education at Kansas State University and President of
MWERA. will deliver the Presidential Address on Saturday al
9:30am in the Merchants Hotel. President Parish's talk titled
"Education in Crisis.  Solution:  Don’t Get Tough. Just Get
Connected!.” seeks to address how and why our nation’s schools
are currently in trouble. and what teachers need to do in order to
overcome these problems in the foresecable future.

dem
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Professional Development: Workshops & Seminars

MWERA will sponsor a series of Professional Development Workshops held in conjunction with the Annual Meeting. These
workshops are organized to meet specific training needs and to transmit specific research, development, and evaluation skills.

NOTE: No fee is charged for the workshops; however, advance registration is strongly encouraged. AH workshops are subject 10
cancellation for insufficient registration. Workshops may be open to on-site and same-day registration, space permitting.

Workshops

‘ W.1510.AH | MWERA Association Councii and

Officers Orientation
MWERA — Workshop
Wednesday, 3:10 pm to 5:30 pm — Awmerican House

CHAIR Kim K. Metcalf. Center for Evaluation, Indiana
University

NOTES Maximum Enrollment 25; Fee: N/C

PRESENTERS

Kim Mercalf, Center for Evaluation, Indiana University:
Thomas S. Parish, Kansas State Uni-ersity; Jean W,
Pierce, Northern [linois University: Teresa Strand,
Historian

This session will provide orientation for newly elected
Association Council members and MWERA officers.  The
session will overview our By-Laws, Policies and Procedures.
history. and issues that all elected officials should be familiar
with as they start serving the Association. All members holdine
elected positions within the Association are requested to attend
this session.

T.1030.ST | Writing Proposals for Funded

Research Projects
MWERA — Workshop
Thursday, 10:30 am to 1:00 pm — Steamboat Hotel

CHAIR Gay Su Pinnell, The Ohio Stare University
NOTES Maxinuun Eirollment 30; Fee: NIC
PRESENTERS

Gay Su Pinnell, The Ohia State University

This workshop focuses on the elements of a proposal for finding
research grants. The presenter will describe types of proposals,
elements of successful proposals as well as procedures for
developing them.

[ F.1510.LH | Workshop in Historical Research
Division ¥ — Workshop
Friday. 3:10 pm to 5:30 pm — Lake House
CHAIR Louise E. Fleming, Ashland Universiry
NOTES All divisions welcome. Newer researchers or
people trying to conduct and publish historical
research are especially encouraged to attend thiv
session.
Maximum Envollment 30;

Fee: NIC
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PRESENTERS
Louise E. Fleming. Ashland Universiiy: Elizabeth Johnson.
Eastern Michigan University

This is a workshop in historical research, what ir is and how ro
conduct it.  Participants are invited to bring copies of a work-
in-progress: following the presentation  of method:  the
porticipants and presenters will read and constructively eritigue
one another’s work.

{ F.1610.AH | Strategies for Teaching With Cases
in Teacher Education
Division C — Workshop
Friday, 4:10 pm to 5:30 pm — American House

CHAIR Mary R Sudzina, The Universite of Daxron
NCTES Maximum Enrollment 30: Fee: NIC
PRESENTERS

Mary R Sudzina, The University of Dayton: Theodore
Kowalski. Ball State University

This  workshop will  focus  on strategies  for  successfully
buegrating case studies in undergraduate ane eraduate teacher
cducation  programs. The session will Dbegin with an
introduction 1o redcling with cases and then discuss the myths
of case-hased teaching.

f S.0800.AH l MWERA Website Workshop
MWERA — Workshop
Saturday, 10:30 am to 1 1:50 am — Columbian House

CHAIR Jeffrex B. Hecli, Hlinois State Universiry
NOTES Maximum Eurollment 30: Fee: N/C
PRESENTERS

Jeffrex B. Heeln, Hiinois State University

Strongly recommended for Associate Program Chairs, Division
Senior and Junior Chairs who have an imterest in atilizing the
on-line proposal submission and review system for futiere
conferences.




Invited Speakers, Symposium,
and Panels

Kick-Off Fireside ‘“Chat” & Social with John
Sikula
MWERA — Invited Speaker
Wednesday. 8:00 pm to 6:30 pm -— Sauganash Grand
Ballroom East
CHAIR E. Jane Williams. The Ohio State University
NOTES Hosted by Riverside Publishing Company
CONVERSATION & SOCIAL
John Sikula, Dean, College of Education, Asliland
University

Join us for an informal conversation about the condition of

schooling in America. What is our role in the areas of research.
public and political activism as we enter the 217 century?
Where do we go from here?

Kevnote Address — John Sikula, Dean College of
Education, Ashland College

“Be An ARC - An American Reconstructioneer
of Culture”
MWERA — Invited Address

Thursday. 9:30 am to 10:20 am — Sauganash Batlroom
East

Luncheon Address — Donald R. Cruickshank,
Emeritus, The Ohio State University

“What Makes Teachers Good?”’

MWERA — Invited Address
Friday. 12:00 pm to 1:30 pm — Sauganash Grand Ballroom
West

' T.1340.SH | MWERA: Invited Symposium_--
Building Capacity for Literacy
Teaching and Learning in Urban
Schools
Thursday. 1:40 pm to 3:00 pm —- Shakespeare Hotel
PRESENTATIONS
A Sacial Hivtory of the Center for School Improvement.
University of Chicago. Shgron Greenberg & Tony
Bryvk, Cenrer for School Improvemeni, University of
Chicago
Literacy Coordinator as Instructional Leader: The
Development of Technical Know fedge and Skill. Gan
St Pinnell & Carol Lyons, The Oldo State Univer sin
Literacy Coordinator: Changing the Political Dynamies.
Sharon Greenbere, Center for Schaol Iinprovement,
[ niversay of Cliucaceo

f Sd Westean L attonat Ree o e

A School-based Literacy Assessment System: The
Technical Core of Progress for All. David Kerbow,
Center for School Improvement, University of Chicago

Evaluation of Achievement Gains at the Primary Level.
Dawvia Kerbow, Julio Gwynne & Brian Jacob, Cenier
Jor School Improvement, University of Chicago

) pelee .
| F.1340.WS | Division K: Invited Pane! of State
Department of Education io
Discuss ‘‘Setting State Teacher
Preparation Standards”

Friday. 1:40 pm to 3:00 pm — Western Stage House
CHAIR Carmen Giebellaus, University of Davion
NOTES

Setting State Teacher Preparation Standards. Carmen

Giebelhaus, University of Dayton: Johu Nichelson,
Ohio Deparnnent of Education; Kathryn Lind,
Wisconsin Departmernit of Public Instruction

Receptions and Socials

Kick-Off Fireside “Chat™ & Social with John Sikula
Wednesday. 8:00 pm - 9:30 pm. Sauganash Ballroom East
Hosted by the Riverside Publishing Company.

Cracker Barrel Social
Thursday. 6:00 pm - 7:30 pm. Wolf Point Pre-Function
Room
A MWERA tradition!

President's Reception
Friday. 9:00 pm - Midnight. Wolf Point Pre-Function Room
Hosted by Thomas S. Purish. MWERA President.

. .
Exhibits
All registrants are encouraged to visit the Exhibits in the
Hallway of the I4th Floor Lobby. MWERA is pleased to
welcome back many of the firms. which have exhibited with us
helore. dlong with several new ones! The Exhibits will be open
from 9:00wm to 4:00pm on Friday.

Program on the Internet
This year's Annual Program is available on the Internet at:

hitp://www tierlab istu.cdu/MWERA

The on-line progrum contains all of the information in the
printed program. In addition. users may scarch the program for
presentations matching specific deseriptors, key words in the
title or abstract of the paper, or specific presenters. In addition
fuld text of cach presentation’s abstract is available on-line. This
site is courtesy of the Technological Innovations in Educational
Rescarch Laboratory i the  Department of - Educational
Administration and Foundatons at Hlinois State University,
Jeffrey B. Hecht, Principut Investigator,
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Board of Directors

Immediate Past President

Kim K. Metcalf, Center for Evaluation, Indiana University
President

Thomas S. Parish, Kansos State University
President-Elect

Jeffrey B. Hecht, fllinois Stare University
Vice-President

E. Jane Williams. The Ohio State University
Secretary

James H. Powell. Ball Stare University
Member-at-Large

Mary Ann Wham, University of Wisconsin - Whitewarer
Executive Officer (ex officio)

Jean W. Pierce, Narthern [llinois University

Co-Editors, Mid-Western Educational Researcher (ex officio)

Deborah L. Baincr Jenkins. The Oliio State University -

Muansfield

Richard M. Smith. Relabilitarion Foundarion, Inc.

Gene A, Kramer, American Dental Association
Vice-President Elect

Carmen Giebelhaus, University of Davion
Member-at-Large Elect

Margaret Simpson. Northwestern University Medical School

Vice-President-Elect Elect
Robert Barcikowski. Ohia University

Co-Editors Elect, Mid-Western Educational Rescarcher (ex officio)

Mary Bendixen-Noe. The Oliio State University - Newark
Kim K. Metcalf. Center for Evaluation, Indiana University

Association Councii

1997 - 1999
Mary Bendixen-Noe. The Qlio State University - Newark
Thomas Ganser. University of Wisconsin - Whitewater
Adria Karle-Weiss. Cinberland University
Carol Newman, University of Akron
A William Place. University of Dayton
Margaret Simpson. Nortnvestern University Medieal School

1998 - 2000 .
Carolyn Ridenaur. {/niversity of Davion
Connic L. Bowman, University of Davton
Orpha K. Duell. Wiclira Sware University
Richard P. Lipka, Pittsburg State University
Sharon E. Paulson. Ball Stare University
Jay R. Price. University of Wisconsin - Stevens Point
Bruce G. Rogers, Universiry of Northern lowa
Mary Sudzina. Universioy of Dayton

1999 - 2001
Beverly Klecker. Eustern Kentueky Universits
Greg Marchunt. Ball Stare University
James McCluskey. Central Michivan University
Carol Newman, University of Akron
Jacqueline Rickman, Western Hlinois Universiry
James Salzman, Ursuline College
Marlene Schommer. Wichita State University
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Program Committee

Program Chair
E. Jane Williams, The Ohio Stare University

Associate Program Chairs
Thomas S. Parish, Kansas State University
letfrey B. Hecht. Mlinois State University
Jean W. Pierce, Northern Hlinois Universiiy

Division A: Administration
James K. Walter, Texas A & M University—Caorpus Chrisii
George J. Petersen, Sontinwest Missouri State Universiry

Division B: Curriculum Studies
Nancy G. Saunders. Indiana Weslevan University
Brad Oliver, Ball State University

Division C: Learning and Instruction
James W. Reineke, Winona State University
Cynthia Campbell. Northern Illinois University

Division D: Measurement and Research Methodology
Gene Kramer, American Dental Association--Chicago
Janct K. Sheehan-Holt, Northern [Hinois University

Division E: Counseling and Human Developrient
Linda Bukken. Wiclira State University

Division F: History and Philosophy
Louise E. Fleming, Ashland University
Elizabeth Johnson. Eastern Michigan Universiy

Bivision G: Social Context of Education
Mary Ann Wham, Unéversity of Wisconsin - Whitewater
Cclina V. Echols. Southeastern Louisiana Stute University

Division H: School Evatuatior and Program Development
John W. Fraas. Ashland Universiry
lsadore Newman. University of Akron

Division 1: Education in the Professions
Richard M. Smith. Rehabilitation Foundation. Inc.
Joyce Miller, Mount Vernon Nazarene (OH) College

Division J: Postsecondary Education
Tom J. Cody. Western [Hinois University
Raodney J. Greer, Western Hlinois Universiry
Division K: Teaching and Teacher Education
Maria Llena Galvez-Martin. The Ohio Siare University-Lima
James Salzman, Ursaline College

Historian
Teresa Strand. Strand Consuliation Services

Exhibits
Sharon McNeely, Northeasten Hlmaois Universine

04
o




Proposal Reviewers

The 1999 Program Commitiee wishes to express our appreciation to the following individuals who donated their time to assist in the

process of reviewing proposals:

Robert Barcikowski, Ohio University

Ted Batson, Indiana Weslevan Universiy

William [ Bauer, Ball State Universiry

Mary Bendixen-Noe, The Ohio State University - Newark
Carol L. Bentley, Chicago Siate University

Janca T Bercik. Northeastern Hlinois University
Connie L Bowman, University of Davton

Susan Brookhart, Duguesne Universin:

Gordon Brooks, Ameritech

Carl R. Carlan, University of Texas - Pan American
Tom J Cody. Western Ilinois University

Marta J. Coleman, University of Nehraska

Sunya Collier, Georgia Stare University

Mary Connolly, Sinclair Community College

Susan Cramer. Universiry of Wisconsin - Oshkosh
Avres D'Costa, The Ohio State University

Leann Derby, The United States Air Force

Dimiter M. Dimitrov. Kenr State Universiry

Sue Drummer, The Ohio State University

Celina V. Echols, Suuetheastern Louisiana State Universiry
Jennifer Fager, Western Michigan University
Kathleen Flanagan. Ashland University

Melissa Freiberg, University of Wisconsin - Whitewater
Maria Elena Galvez-Martin, Qhio State University -- Limu
Tom Ganser. University of Wisconsin - Whirewarer
Arthur Garmon, Western Michigan University
Gregory Gerrick, Ashiand University

Carmen Giebelhaus, University of Davron

Rodney I Greer, Western Hlinais University

Philip Griswold. Ashland University

John Gustafson, Winona State Universite

lefifrey B. Hecht, lllinois State University

Moliy Helminger, Ballinger ISD

Larry W. Henriksen, Ball State University

Frank R. Hogan, Beeville ISD

Young-Suk Hwang, Westernt Hlinais Universicy
James Impara, University of Nebraska

Judy Jackson May. Bowling Green State University
Elizabeth J Johnson. Governors State University
Larry Kenney, University of Wisconsin-\Whitewater
Aaron Kercheval, Indiuna University - Bloomingion
Derick Kiger. Schoof District of Beloit

Kathryn Kinnucan-Welsch, Universiny of Davion
Beverly M. Klecker. Eustern Kentucky University
Towm Knapp. The Ohio State University, College of Nursing
Gere A. Kramer, American Dental Assaciation
Anna Kubiak, Educarional Testing Service

Dr. Kaetlyn Lad, George Washington University
Kevin C. Larkin, American Dental Association

Jean Leicester, Winona State Universiry

Dennis V. Leitner, Southern Hlinois Unjversity

William Loadman, The Ohio State University

Celeste Matthews, Winona State University

James J. McCluskey, Central Michigan University
Oscar McKnight, Ashiand University

Craig A. Mertler, Bowling Green State University

Kim Mewcalf, Indiana University, Center for Evaliation
Francine Michel. The Ohio State University

Jayce Miller, Mount Vernon Nuzarene College

Greg Montalvo, Western lllinois University

Jean Morrow, Emporiu State Univevsity

Peggy P. Munke, Dept of Socioiugy. Social Work and Criminal Justice
Cassandra Myers-Tate, Southern Hlinais University
Carale Newman. The University of Akron

Isadore Newman. The University of Akron

Thomas R. O'Neill, American Society of Clinical Pathologists
Brad E Oliver, Ball State Universir

Thomas §. Parish, Kansas State University

Sarah Peterson, Duguesne University

Barbara S. Plake, University of Nebraska

John Pohlmann. Southern llinois University

Mark Pompiun., Universiry of Kansas

Roland G Pourdavood. Cleveland Stare University

Jay R Price, University of Wiscansin - Stevens Point
Patricia R Renick, Wright State Universir:

Jacqueline Rickman, Western Hiinois University

Dan Robinson, Universiry of Louisville

Bruce Rogers. University of Northern lovwa

Lori F. Rothenberg, Wavne Srate Universiiy

Sara Sage, Indiana University - South Bend

Jim Salzman, Ursuline College

Beth Satory, Universin: of Wisconsin, LaCrosse

Nancy G Saunders, Indiana Weslevan University

Dale H. Schunk, Purdue Universiry

William L. Sharp. Southern Hlinois University

Janet Sheehan-Holt, Northern lllinors University
Wallace Sherlock, University of Wisconsin - Whiteveater
Richard M. Smith, Rekabilitation Foundation, Inc.
Christine K. Sorensen, Northern Ilinois Universits
Carol Spradling. Northwest Missouri State University
Anne Stinson, University of Wisconsin-Whitewater
William B. Thiel. Thiel Enterprises

Anne Maric Thomas, The Ohio State University
Donna Waechter, University of Akron

Aimin Wang, Miami University

Suzanne Wesson, Corpus Christi ISD

Mary Ann Wham, University of Wisconsin-Whitewater
Stan Wigle, Indiana University Northwest

Elizabeth A. Wilkins-Canter, Towson University

Rod Winters, Winona State Univergity

Connie J. Wise, Hlinois State Board of Education

John M Zbikowski, University of Wisconsin-Whitewater

Explanation of Session Numbers

Example: | T.0800.LH | The Evolving Roles of the Modern Principal

W for Wednesday. T for Thursday, F for Friday. and S for Saturday

0800 Time Session Begins  Using a 24 hour clock: 0800 is 8:00am, 1340 is 1:40pm

LH Room AH is American House. CH is Columbian House. LH is Lake House. MA is Mansion House,
ME is Merchants Hotel. SE is Sauganash Ballroom East. SW is Sauganash Ballroom West.
SH is Shakespeare Hotel. ST is Steamboat Hotel, BH is The Bull's Head. WS is Western
Stage House, and WP is the Wolf Point Pre-Function Room

T Day of Session
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Conference Registraticn and Hotel Reservation

Attending MWERA-99 begins with a two-step process: registering for the conference and reserving a room
al the hotel. These two steps require the completion of two different forms. mailed 10 two different locations.
with different information needed and depasits. DO NOT SEND YOUR CONFERENCE
REGISTRATION TO THE HOTEL, OR SEND YOUR HOTEL RESERVATION IN WITH YOUR
CONFERENCE REGISTRATION! This can delay your registration/reservation. or result in your not
being registered for the conference and/or not having a place to stay in Chicago.

Pre-Registration vs. On-Site Registration

MWERA allows both pre-rcgistration and on-site registration: however, for the following reasons. pre-
registration is strongly encouraged. Pre-registrants have first opportunity to enroll in Workshops, to purchasc
Materials, and to aitend the catered Luncheon on Friday. Pre-registration is also less expensive! To pre-
register for the 1999 Annual Meeting you must ccmplete the form on the following page and return it, with
your check or money order for payment in full, to Jean W. Pierce, MWERA's Executive Officer.

Pre-registrations must be postmarked by September 24th to qualify for the reduced rates!

On-site registration will be available at the registration desk on the 14th Floor of the Holiday Inn Mart Plaza
beginning at 1:00 pm on Wednesday. October 13th and continuing though 5:00pm on Friday, October 15th.

The dates of our conference (Octaber 13 - 16, 1999) ure very busy ones in the city of Chicago, with several
conventions and activities all going on at the same time. Hotel space will be tight, if not completely
unavailable. to those who do not have confirmed reservations. Qur convention hotel, the Holiday Inn Mart
Plaza. is holding a block of rooms for MWERA-99 attendees: however. they will only hold these rooms until
September 24th! To ensure that you have a place to stay picase make your reservations with the hotel early.
since once these rooms are gone we cannot guarantee housing anywhere in downtown.

Hotel Facilities and Services

Adjacent to the Chicago Merchandise Mart and the World Trade Center - Chicago, the Holiday Inn Mart
Plaza is conveniently located in downtown Chicago. only 45 minutes from Chicago's O'Hare and Midway
airports and just a short ride from Union Statica. The hotel is very close to the entertainment district of River
North, Chicago's most exciting neighborhood. and the Loop. Newly renovated guest and meeting rooms
promise a comfortable stay. Numerous dining spots are convenient to the hotel, as well as the Inn's own
altractions: Regions, An American Cafe: Brio, the Lounge with Attitude: and The Lobby Bar. Services at
the hotel include: 24 hour bellman service, self-service laundry (on the 23rd floor). an attached parking
facility with unlimited in/out privileges at a reasonable rate. drug store. florist, gift shop, U.S. Post Oifice.
FedEx Office. Bank. and a retail indoor mall - the shops at the Mart. Hourly computer rental. photocopy. and
layout production services are all located within a short walk of the hotel.

MWERA will provide a standard overhead projector in each presentation room throughout the conference.
Presenters may use this projector with overhead transparencies or computer-projection systems: however, it
is up to each presenter to either provide his or her computer and projection unit (e.g.. LCD plate) or to rent
one from the hotel. The hotel has a wide variely of audio-visual equipment for rent. Contact the hotel directly
well before the meeting for your needs. hotel pricing and availability. and payment.
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MWERA-99 Conference Registration Form
October 13 — 16, 1999 — Holiday Inn Mart Plaza, Chicago, IL

Your Name:

(First Name) (Maddle Tnitiah (Last Nume'
Affiliation:
Mailing Address:
QOffice Phone: ( ) FAX: ( )
Home Phone: ( ) Email:
Highest Degree: _Institution Awarding Degree:
MWERA Division Preference: Area of Specialization:
Is this your first MWERA conference? [l Yes O No
If YES. how did you learn about MWERA?
. . . By After
Workshop Registration Meeting Registration 09/24/99 09/24/99
Advance registration for workshops is strongly MWERA Member $45.00 $55.00
encouraged. All workshops are subject to Non-Member $50.00 $60.00
cancellation for insufficient registration, and are Student member (see note below) $30.00 $35.00
open o on-site and same-day registration on a . iy pone
space-permitting basis only. Attending Luncheon Only $25.00 $28.00

0 w.1510.AH No Fee TOTAL Registration Fee Enclosed:

T 1030.8T No Fee Membership Dues Regular Student

O F.I510LH No Fee 1999 Membership (see note below) $25.00 $15.00

2000 Membership %$25.00 $15.00

O F.1610.AH No Fee Life Membership $250.00 $250.00
O S.0800.AH No Fee TOTAL Membership Dues Enclosed:
MWERA-99 Materials Cost per Qty Total

MWERA Membership Directory  $8.00

MWERA-99 Program Abstracts $6.00
TOTAL Materials Costs Enciosed: _
TOTAL AMOUNT ENCLOSED;

The Friday Luncheon is inctuded in the Registration Fee. Please help us plan for the correct number of attendees!
Will you be attending the Friday Luncheon? O ves O No
Will you require a special menu? J Yes [ No IfYES. please describe:
Wili you be staying at the Holiday Inn Hotel? [ ves [ No If YES. which nights (circle) Tue Wed Thu Fri Sat
Make your check or money order payable to "MWERA.” Register before September 24, 1999 to receive the lowest conference
rates! Persons applying for Student membership must provide proof of student status (copy of a current student ID or registration or

letter from advisor). All presenters must register for the meeting and be a current (1999) member of the Association. New
presenters may join using this registration.

Maii_ completed form and payment to:
Dr. Jean Pierce
Morthern llinois University
Department EPCSE
DeKalb, IL 60115
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Holiday Inn Mart Plaza Hotel Reservation Form

Mid-Western Educationai Research Association Meeting
October 13 - 16, 1999

Your Name:
(First Name) (Middle Initiah (Last Name)
Company:
Mailing Address:
Day Telephone: _( )

Accommodations Requested

Arrival Date: __ /[ ____
Departure Date:  ___/ /
Bed Type: 0O Single (I King) @O Double (2 Doubles)
Smoking Preference: O Smoking U Non-Smoking
Number of People: QO Single ($125.00 / night)
O Double ($140.00 / night)
d Triple ($155.00 / night)
3 Quad ($170.00 / night)

Name(s) of Roommate(s) (if any):
Special Needs:

To confirm your reservation, the hotel requires a first nights deposit or a credit card guarantee.

Method of Payment
01 Check or Money Order

O Credit Card (Indicate card): T MasterCard T Visa B American Express O Discover T3 Diners Club
Credit Card Number:

Name on Credit Card:

Expiration Date:

Signature:

You must cance! this reservation prior to 6:00pm on your expected date of arrival to avoid billing on your credit card for
the first night’s room and tax or the loss of your deposit. The above rates do not include state and local taxes.
Automobile parking (non-valet) is available at the hotel for an additional $12 per day (plus taxes) for registered hotel
guests. Check in time is 3:00pm; check out time is Noon. On site luggage storage is available for early arrival and late
check out. The above group rates are only guaranteed until SEPTEMBER 24, 1999!

Mail FAX, or telephone completed form and depgsit information to:
Holiday Inn Mart Plaza
350 North Orleans
Chicago, IL 60654
(312) 836-5000
FAX: (312) 222-9508
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Getting to the Conference
Holiday Inn Mart Plaza
350 North Orleans
Chicago, IL 60654
{312) 836-5000
FAX: (312)222-9508

Q'Hare Airport to the Holiday Inn (3 Options;

(o8]

Take a CTA train (o downtown for about $1.25.
Catch the train in the basement of Terminal 3. Take
the "A" or "B" line. Get off at the Clark/Lake station.
Transfer to the "Brown" line (Ravenswood). and take
this to the Merchandise Mart.

Take the Continental Airport Bus for about $15.00
one way or $28.00 round trip. No reservations arce
required from the airport. See the agent at the booth in
the lower level baggage claim area.

Take a cab tor about $28.00 one way. Wait in the cab
stand area. In off-hours a ride takes about 30 minutes.
In rush hours (7 - 10ani. 3 - 7 pm) the ride could take
an hour er more. Tips average 15 - 20%.

Midway Airport to the Holiday Inn (3 Options)

1

Take a CTA train (10 dowmown for about $1.25.
Catch the train at the cast end of the airport. Get off
the Clark/Lake station. Transfer to the "Brown" line
(Ravenswood), and Lake this to the Merchandise Mart,
Take a Continental Airport Bus lor about $11.00
one way or $20.00 round trip. No reservations are
required from the airport. See the agent at the booth
for tickets.

Take a cab for about $25.00 one way. Waitin the cab
stand arca. See O'Hare information above regarding
time.

Driving and Parking Downtown (3 Options)

1o

Tke Holiday Inn Mart Plaza sits atop The Apparel
Center. Take the Elevators on the first floor of The

From the South, East, or West: Take [-90/94 (Dan
Ryan). Exit at Washingion Street East (Exit 51C).
Turn right onto Washington. Go to Wacker Drive and
turn left. Make another left at Orleans Street and cross
over the bridge. The hotel is on the left-hand side.
From I-88: [-88 conncets to 290 (Eisenhower), Exit at
Frankiin Street. Follow Franklin until it turns into
Orleans Street (just over the river). The hotel is on the
left-hand side.

Krom the North, 1-90/94 (Kennedy Expressway):
Exit at Ohio Street. Go to Wells Street (3rd light). Turn
right, cross the river and turn rig.:t onto Wacker Drive.
Go one block., turn right onto Orleans. and cross the
bridge. The hotel is on the left-hand side.

Apparel Center to the 15th Floor Hotel Lobby.
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Chronological Listing of Sessions
Wednesday, October 13, 1999

[ W.1510.AH | MWERA Association Council and Officers Orientation
MWERA — Waorkshop
Wednesday, 3:10 pm 1o 5:30 pm — American House

CHAIR Kim K. Metealf, Indiana University, Center for Evaitation

NOTES Mavximuon Enrollmenr 25: Fee: NIC

PRESENTLERS

Kim Meicalfs bdiana University, Center for Evalwation: Thomuas S, Parish, Kansas State University: Jean W. Pieree,

Northern Hiinois University, Teresa Strand, Historian

This session will provide orientation for newly elected Association Council members and MWERA officers. The session

will overview our By-Laws. Policies and Procedures. history. and issues that all elected officials should be familiar with as

they start serving the Association. All members holaing clected positions within the Association are requested to attend this
session.

{_W.ZOOO.SIQ Kick-Off Fireside “Chat™ & Social with John Sikula
MWERA — Invited Speaker
Wednesday, 8:00 pm to 9:30 pm — Sauganash Grand Ballroom Lt
CHAIR £ dane Williams. The Ohio Srare University
NOTES Hoxsted by Riverside Publishing Company
CONVERSATION & SOCIAL
Jolm Sikula, Dean, College of Education, Asliland Universiry

Join us for an informal conversation about the condition of schooling in America. What is our role in the arcas of research.
L=
. “e e sl . ¥ .
pubiic and political activism as we enfer the 217 century? Where do we go from here?

New Member Welcome
Thursday Moerning at 16:30am in The Bulls Head!!

Division Meetings have been scheduled
throughout the day on both
Thursday and Friday!

Division A: Administration Division G: Social Context of Education
Friday 10:30am - 11:30um -- West Stage House Friday 10:30am - 11:50am -- Columbian Housc
Division B: Curriculum Studies Division H: Schooi Evaluation and Program Development
Thursday 1:40pm - 3:00pm -- Mansion House Friday 10:30am - 11:50am -- Mansion House
Jivision C: Learning and Instruction Bivision I: Education in the Professions
Friday 1:40pm -~ 3:00pm -- Mansion House Friday [0:30am - 11:530am -- Mansion House
Division D: Mecasurement and Rescarch Methodology Division J: Postsecondary Education
Friday 10:30am - 11:50am -- Shakespeare Hotel Friday 10:30am - 11:50am -- West Stage House
Division E: Counseling and Human Development Division K: Teaching and Teacher Education
Friday 10:30am - 11:50am -- Columbian House Friday 10:30am - 11:50an -- The Bulls Head

Division ¥: History and Philosophy
Friday 10:30am - 11:50am -- Columbian House
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Chronological Listing of Sessions
Thursday, October 14, 1999

Division J: Postsecondary Education — Meeting
Thursday. 8:00 am to 9:20 am — American House

SR. DIV CHAIR: Tom Cody, Western llinois University

JR. DIV. CHAIR: Radney J. Greer, Western Hlinois University,

T.0800.BH ] Presentation of Various Statistical and Measurement Issues

Division D: Mcasurcment and Rescarch Methodology — Paper Presentation
Thursday. 8:00 am to 9:20 am — The Bulls Head

CHAIR Isadore Newman, Universit of Akron
DISCUSSANT  Jeffrey B. Hecht. Hllinois State University
PRESENTATIONS

A Realistic Look At One-Way ANOVA: Comparisons Anong Parametric And Nonparametric Tests. Robert S.
Barcikowski, Ohio University, Younes Alvounes, Ohio Universiry

Determining the Multivariate Assumptions of a Four Dimensional Instrument Designed to Follow-up Graduates from
Reseuarch University Teacher Education Programs and Other Teacher Education Programs. Mohanmed A Raluman,
The Chio State University, William E Loadman, Ph. D., The Otio State University

Logistic Regression Model for the Prediction of School Enrollment of Children With Disabilitics in Kenya. Dinditer M.
Dimitrov, Kent State University, Kagendo Mutua, Kent State University

T.0800.CH | Minority Bias and Fairness Issues Related to Admissions Tests

Division D: Mcasurement und Rescarch Methodology — Sympesium
Thursday. 8:00 am to 9:20 am — Columbian House

CHAIR Avres D'Costa, Ohio State University
DISCUSSANT  Kevin C. Larkin, American Denial Association
PRESENTATIONS

Minority Bias and Fairness Issues Related to Admission Tests. Avres G, D'Costa. The Qhio State University: Rama. -
Basturk, The Ohio State University: Jing Chen, The Ohio State University: Cyniliia Partridge, The Olio State
University

IP_T—..()SOO.LT{_ Achieving Achievement, Quality, or Numbers?
Division A: Administration — Paper Presen(ation
Thursday. 8:00 am to 9:20 am — Lake House

CHAIR Bobby Malone, Ball Staie University
DISCUSSANT  Bohby Malone, Ball State University
PRESENTATIONS

A Review of Quality Assurance Procedures (or Public Schools. Joln D Counts, Indiana Purdue University Fort Wavne
Learning and Assessment: Using Multimedia Portfolios in Education. Charles D. Manges. Western lllinois University
Mandated Proficiency Testing in Ohio: Some Emerging Incquities. Rich Hofmeanun, Micui University

The Effect of Achievement Motivation on Academic Achicvement. Jenny A Kilgore, Miami University

Get involved in the division(s) of your choice.
Attend division meetings and become an active part of

MWERA!
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T.0800.MA | School Safety, School Violence, and the Law

Division A: Administration — Paper Presentation
Thursday, 8:00 am to 9:20 am — Mansion House

CHAIR Theodore J. Kowalski, Ball State University
DISCUSSANT  Theodore J. Kowualski, Ball State Universiry
PRESENTATIONS

In "Search” of Safety: Legal Implications of the Fourth Amendment. Brad Cohwell, Southern Hlinois University, William
L. Sharp, Southern llineis University

Multidimensional School Violence Prevention for Multidimensional School Violence. Parrick 1. Pauken, Bowling Green
State University; Shalu Bhojwani, Bowling Green State University

Recent and Enierging ADA Litigation: A Practice Guide. Briun R Hinricls, Hlinois State University; Sharon Navlor,
Hinois State University

School Safety: A Study of Superintendents’ Perceptions. James K. Walter, Texas A&M University--Coipus Christi:
William L. Sharp, Southern Hiinois University at Carbondale; Michael L. Supley, Texas A&M University--Kingsville

[ T.0800.SH | Evaluation Methodology and Issues: Session I

Division H: School Evaluation and Prograim Development — Paper Presentation
Thursday. 8:00 am 10 9:20 am — Shakespeare Hotel

CHAIR Sharon Valente, Ashiand University
DISCUSSANT  Carole Newman. The University of Akron
PRESENTATIONS

Clinical Context of Evaluation: Impact of Situation on Evaluation. Louis S. Trenta, University of Akron

Issue Scanning: Finding the Future ... Maybe, Michae! B Plog, Illincis State Board of Education: Jim Sweeney, Hlinois
State Board of Edwcation; Barry Weiss, Hlinois State Board of Education

Salary Compression and Noncompetitive Salaries: An Institution's Faculty Salary Assessment and Adjustment Program.,
Jolme W. Fraas. Ashland University

T.0800.ST | Acknowledging Our At-Risk and Ethnically Diverse Students
Division G: Social Context of Education — Paper Presentation
Thursday. 8:00 am to 9:20 am — Steamboat Hotel

CHAIR Peggy Munke, Southeastern Louisiana State University
DISCUSSANT  Mary Ann Wham, Universine of Wisconsin-Whitewarer
PRESENTATIONS

In Their Own Words: Schooling as Perceived and Experienced by At-Risk Students. Chad D. Raisch, University of
Daxton: Dr. James Schoenlein. Principal, Kettering Fainnont High School (OH)

Notions of Beauty, Stress. and Violence Through the Eyes of Children. Dana Rapp. Asiland Universiiy

Qur Nation s Schools: Why Are They in Crisis and What Can Be Done About It? Understanding/Reinterpreting
Assessment Summari 2s. Joveeln G Parish, Wichita Public Schools; Thomas S, Parish, Kansas State University;
Steve Ban, Wichita Public Schools

Pluralism in Rural America: You Say School, 1 Say Escucla. Michael Briom, Western Hlinois University; Gloria A.
Delany-Barmann. Western illinois University; Lourdes Kutliy-Sacnger. Western fllinois University

T.0800.WS ] Mentoring Teachers: A Model
Division K: Teaching and Teacher Education -—— Symposiuim
Thursday. 8:00 am to 9:20 um — Western Stage House

CHAIR Jim Salznan. Ursidine College
DISCUSSANT  Sue Amidon. Wright State University
PRESENTATIONS

Mentoring Induction-Year Teachers: A Collaborative Model. James A, Salzman. Ursuline College: Frank Aquila,
Cleveland State University; Canen Giebelhaus: Bonnie Witliams. University of Davion: Susan Malinari, Patricia
Mirphy., Pania Ross. Cheri Rourke, North Royalton Ciry Schools
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] T.0930.5E } Keynote Address
MWERA — Invited Address
Thursday. 9:30 am to 10:20 am —— Sauganash Ballroom East
CHAIR E. Jane Williams, The Oliio State University
PRESENTATION
“Be an ARC — An American Reconstructioneer of Cultire” Jolm
Stkula, Ashland University

Dr. John Sikula is in his 23" year as Fducation Dean having served at Indiana
University Northwest, Californiz State University, Long Beach. National
University in San Diego. and currently at Ashland University in Ohio. He is
past national president of the Association of Teacher Educalors and was senior
editor of Macmillan’s Handbook of Research on Teacher Education, Second
Edition in 1996.

Be an ARC - An American Reconstructioneer of Culture is a presentation
resulting from Dean Sikula’s work during the mid-1990s compiling and editing
48 chapters for the Second Edition of Macmillan’s Handbook of Rescarch on
Teacher Education.  Dr. Sikula draws from the work of xome 200 leading
educators across the conntry and beyond as they examine what needs 1o be done
to improve schooling in America.

Dean Sikula makes and defends two declarations:

1. Tmprevement in schooling and teacher education in the United States will be successful to the extent that educators
establish via research and make known to the public and to budget controiling authorities the clear relationships
which exist between investment in education and productive citizenship.

bt

Until educutors become more proactive, demanding. political. and willing o serve as American Reconstructioneers
of Culture (ARCs), our educational institutions will continue 1o drift with the tide of mediocrity as resources {low to
other more visible and vocal areas,

T.1030.AH | Classroom Discourse as an Analytic Resource in Educational Research

Division B: Curriculum Studies — Alternative Session
Thursday, 10:30 am to 11:50 amy —— American House

CHAIR Naney G. Saunders, Indiana Weslexan University
DISCUSSANT  Nancy G. Saunders, Indiana Wesleyan University
PRESENTATIONS

Classroom Discourse as an Analytic Resource in Educational Research: What Can We Learn from Looking into
Transcripts. Yo-Aun Lee, The Ohio State Universiive Wendy Sherman MeCann, The Ohio State University

I T.1030.BH | New Member Welcome
MWERA — Alternative Session
Thursday, 10:30 am to 11:50 am — The Bulls Hea!

CHAIR Francine E. Michel. The Olio State University

NOTES

All new and existing MWERA members are invited to this new member welconme session. Coine and meet each other, and

get to know what this great organization is all about! Kim Meacalf, Center for Evaluation, Indiana University;
Thomas S, Parish, Kansas State University;: Jeffrev B. Hecln, Hlinois State University; E. Jane Williams, The Ohio
State University; James Powell, Ball State University: Mary Ann Wham, University of Wisconsin — Whitewater:
Carmen Giebelhaus, University of Dayton: Jean W. Pierce, Northerit illinois Universitye Robert Barcikowski, Ohio
University: Deborah Bainer Jenkins, The Ohio State University — Mansfield: Richard M. Smith, Relabiliiation
Foundation, Inc.; Gene Kramer, American Dental Association: Mary Bendivea-Noe, The Ohio State University -
Newark

T.1030.CH | Division E Business Meeting
Division E: Counseling and Human Development — Meeting
Thursday, 10:30 am to 11:50 am — Columbian House
SR. DIV CHAIR Linda Bakken, Wichita State University
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B.IOSQLLH The Superintendency: Liver Present issues
Division A: Administration -— Paper Presenfation
Thursday. 10:30 am to T1:50 am — Lake House

CHAIR Muark Stevens, Wrieht Stare University
DISCUSSANT A William Place. The University of Davton
PRESENTATIONS

Beginning Superintendents” Perceptions of Their Graduate Preparition as a Basis for Their Firsl Year as a
Superintendent. Melissa . Burroughs, Education Service Center, Region 2

Retirement and the Superintendency: A Two State Study. James K Walter, Tesas A&M University--Corpus Christi;
William L. Sharp, Southeri Hlinois University at Carbondale: Michaet L. Supley, Texas A&M Universityv--Kingsville

Superintendents and Resideney Requirements-A Closer Look. Dr. George L Bowdowris, Asidand University: Dr. Norman
L. Sommers, Ashland University

Division H: School Evaluation and Program Development --- Meeting
Thursday, 10:30 am (o 11:50 am - Mansion House

SR.DIV. CHAIR John Fraas. Ashland University

JR. DIV, CHAIR ILsadore Newmean, The Universiey of Akron

[ ._T.IOS(_).SH_] Follow-up Discussion from the Keynote Address
MWERA — Alternative Session
Thursday. 10:30 am (o 11:30 am — Shakespeare Hotel
PRESENTATIONS
Follow-up discussion to the Keynote Address: “Be an ARC - An American Recenstructioneer ol Culture.”™ Jol Sikula,
Ashland University

| T.1030.ST | Writing Proposals for Funded Research Projects
MWERA — Workshop
Thursday. 10:30 am to 1:00 pm — Steamboat Hotel
CHAIR Gay Su Pinnell, The Ohie State Uniiversity
NOTE Maxinnon Enrollment: 30;  Fee: N/C
This workshop focuses on the elements of a proposal for funding research grants. The presenter will deseribe tvpes of
proposals, elements of successfil proposals, as well as procedires for developing then,

['T.1030.WS | The Challenges of Preparing Pre-service Teachers
Division K: Teaching and Teacher Education — Paper Presentation
Thursday, 10:30 am to [ 1:50 am — Western Stage House
CHAIR Mary Camphbell, Saint Xavier Universiry
DISCUSSANT Maria E. Galvez-Martin, The Ohio State University - Linma
PRESENTATIONS
Assessing the Gray Arca: A Professional Qualities Tventory. Jenifer d Fager, Western Michigan Universitv, Katharine
Cunnnings, Western Michigan Universiry
Stress During Student Teaching: Prevention and Coping Strategies, Elizabeth A Wilkins-Canter. Towson University,
Audrey Edwards, Eastern Hlinois University: Hewa Ramanathan, Butler University: Kenny MeDougle, Pittshurglh
State Universiey: Alice Young, Mareliead State Univervity
The Calibration of a Student Teacher Portfolic Rating Instrument. Lori F. Rathenhierg, Wavne State University, Guil
Faloome, Wasne State Universitv: Mary Stein, Qakland Universitv: Weinme Zhie Waxne State University
What Should a Competent, Committed. and Caring Teacher Candidate Be Able to Do: Establishing a Foundation.
Charles K. Rimvan, Pittsburg State University; Rozanne Sparks, Pittshierg State Universiry

[ T.1200.WP l MWERA Association Council Meeting
MWERA — Meeting
Thursday. 12:00 pmi to 1:30 pm — Woll Point Pre-Function Room
PRESIDENT Thomas S. Parish, Kausas Stare Universiry
NOTES All current MWERA Association Council Menbers and Officers should attend. Luncheon will be served.
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[ T.1340.AH | Music and the Brain: Research Linking Music Study to Academic Achicvement
Division C: Learning and Instruction — Alternative Session
Thursday, 1:40 pm to 3:00 pm — American House

CHAIR William 1 Bauer, Ball State University/School of Music/College of Fine Aris

DISCUSSANT  Williani I Bauer, Ball State University

PRESENTATIONS

Music and the Brain: Research Linking Music Study to Academic Achievement. William 1. Bauer, Ball State University,

Peter A. McAllister, Ball State University

[_I._l 340.Bﬁ[ Issues on Faculty Development

Division K: Teaching and Teacher Education —— Paper Presentation
Thursday, 1:40 pm to 3:00 pm — The Bulls Head

CHAIR Richele O*Connor, Wright State University
DISCUSSANT  Marcen E Sheridan, Indiana University - South Bend
PRESENTATIONS

Observation + Reflections = Changes In My Instructional Practices, Ana GG Serafin, Northeastern Hlinois Unversity, Dr.
Ernestine Riggs, Lovola University

Teaching Educational Psychology: Comparisons Across Multiple Dimensions. Elizabeth Jean Johnson, Governors State
University; Dr. Larry Cross, Governors State University

The Design and Implementation of an On-line Professional Development Forum. fanes & MaKinster, Indiana
Universityy Thomas M. Keating, Boston College

What Makes a Cousse Liked or Disliked by College Studenis? Aimin Wang, Mianti University

T.1340.CH | Division F Business Meeting with INVITED SPEAKER
Division ¥: History and Historiography — Meeting
Thursday, 1:40 pm to 3:00 pm -— Columbian House
SR, DIV.CHAIR Louise E£. Fleming, Ashland University
IR. DIV. CHAIR Elizabeth Johnson, Eastern Michigan University
PRESENTATIONS
“The Literal or the Figurative ... Which Develops Greater Trath?™ Llizabeth Johnson & Dawn Clark, Fastern Michigan
University
Division F Business Meeting to follow.

{_]‘.134@;_1_7[@ Risks for Females in Adolescence and Midlife
Division E: Counseling and Human Development — Paper Presentation
Thursday. 1:40 pm to 3:00 pm — Lake House

CHAIR Linda Bakken, Wichita Stae University
DISCUSSANT  Linda Bakken. Wichita Staie University
PRESENTATIONS

Cultural Attitudes and Counseling implications for Menopausal Women: Using Multi-cuitural Perspectives to Influence
Individuul and Systemic Changes. Nicole M Stacey. Indiana University, Greg Chaffin, Indiana University; Polly
Tait, Indiana University

Eating Disorder Symptomatology in Single Sex, Private, and Public High Schools, Karen L Messmer, Buall State
University, Gregory J. Marchant, Ball State University

[ T.1340.MA | Division B Business Meeting

Division B: Curriculum Studies — Meeting

Thursdsy. 1:40 pm to 3:00 pm — Mansion House
CHAIR Naney G. Saunders, Indiana Weslevan University
DISCUSSANT  Brad Oliver, Ball State University
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Llﬂl_ﬂ)_iljj Building Capacity for Literacy Teaching and Learning in Urban Schools
MWERA — Invited Symposium
Thursday, 1:40 pm to 3:6G0 pm — Shakespeare Hotel
CHAIR Sharon Greenherg, Center for School improvement, University of Chicago
PRESENTATIONS
A Social History of the Center for School Tmprovement, Ueiversity of Chicago. Sharon Greenberg & Tony Brvk, Center
Jor School improvement, University of Cliieago
Literacy Coordinator as Instructionad Leader: The Development of Technical Knowledge and Skill. Gay Su Pinnell &
Carol Lyons, The Ohio State University
Literacy Coordinator: Changing the Political Dynamics, Sharon Greenberg, Center for School Iiprovement, University
of Chicago
A School-based Literaey Assessment Systermn: Vhe Technical Core of Progress (or All David Kevbow, Center for
School Improvement, University of Chivago
Lvaluation of Achievement Gains at the Primary Level, David Kerbow, Jalia Gwynne & Brian Jacob, Center for Schaoof
Inygrrovement, University of Chicago

Division .J: Postsecondary Education — Symposiom
Thursday. 1:40 pin to 3:00 pm — Steamboat Hotel

CHAIR Greg Montalvo, Western Hiinois Uiniversity
DISCUSSANT  Greg Momalvo. Western Hiiois University
PRESENTATIONS

Effectiveness: Policy. Communication, and Adult Learners. Ned 1. Young. University of Davinn, Lori Zakel, Sinctair
Community College: Enunanel Amaike, Ohio Department of Development

[ T.1330.WS | The Design and Analysis of the Structure of Instruments
Division I): Mcusurement and Rescarch Methodology --- Paper Presentation
Thursday. 1:40 pm to 3:00 pm — Western Stage House
CIHAIR Jim MoeCluskey, Central Michigan Universiry
DISCUSSANT  Sue Brookhart, Duqguesie University
PRESENTATIONS
A Comparison of Three Scaling Techniques to Examine the Construet Structure ol a Spatiad Visualization Test. Kanda
Phunlapthaneee, The Ohio State University
An Analysis of MEAP Scores Using a Hierarchical Maodel. Sheven A Quilter, Eastern Michigan University, Cher
Chester, State University of West Geargla
An Analysis of the Design Compoaents Influencing the Difficulty of Abstract-reasoning ltems. Gene A, Kramer,
Americe : Dental Assceiation
On the Internal Consistencey of a Scale of Teacher Satistaction. Bruce G Rogers, University of Northern Iowa

MWERA -- Roundtable Discussion/Poster
Thursday, 3:10 pm to 4:00 ptn — Sauganash Grand Ballroom East
TABLE 1 Am [ the Teacher I Always Dreamed of Being?: An Action Research Study. Chiristina Campbell, Ben
Davis 1. 11, 8.
TAI E 2 Arcas of Advise Sceking Among Beginning Teachers in a Mentoring Program. Tom Ganser, University of
Wisconsin-Whitesater
TABLE 3 Classroom Management Intervention: A Qualititive Study. John T, Laut, Coastal Carolina University:
Tahma Rowe Jeffrev, Coastal Caroling Universitv: Dana Gregory, Coastal Carolina University; Ben
Harris, Coastal Carolinag University; Britt Gerasolo. Caastal Carolina University; Jennifer Snider, Coustal
Carolina University
TABLE 4 Furthering the Agenda of the National Network for Educational Renewal and Strengthening Relationships
with Partner Schools: A Case Study of A Local Associates Program. C. Richele O Connor, Wright State
Universiry
TABLE 5 Reflective Thinking on the Student Handbook: A Process for Assessing School Culture. Margaret A.
Wuelfing, University of Davton
TABLE 6 Pructicing What 1 Preach? Learner-centered Educational Psychology. Pamela R. Clinkenbeard, University
of Wisconsin - Wihitewarer
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TABLE 7 Pre-service Teacher Reflections on Learning inan Interactive Hlementary Teacher Lducation Progri,
Sunya T, Collier, Georgia State University

TABLE 8 How Should Technology Be Integrated in the Pre-Service Science Teacher Cusriculum®), Bashicel 1T Smith,
Capital University, Mrs. Paudine Shene, Worthington Kithourne High School

TABLE 9 Review of Differential Item Functioning Methods and Their Possible Application for Studying Cross:
calural Response Style Differences in Likert-type Ttems. Yongwer Yang, University of Nebraska at Lincaln

TABLE 10 Assessing the Impact of Reading Recovery: An Evaluation Project in Two School Distriets, Jay R. Price,
University of Wiscansin - Stevens Paint; Leslie MeClain-Rucelle, Universite of Wisconsin - Stevens Point;
Shevron Toellner, Wiscansin Rapids Pulilic Schools: Rase Ylimaki, Stevens Point Area School Distriet

TABLE 11 Collaboration Between the University, District, and Classroon; How This Classroom ‘Feacher and
District/University Frainer Use Assessment Data, Donna Johnson, Valdosta State University/ GO, Bailey
Flementary School: Karen Sumner, G.O. Bailey Flementary Seliol/ Valdosta State Universiry

TABLE 12 # Hot Topics Discussion: Teaching Edueational Psychology in the 21st Century: Past, Present, and TFuture
“ists". Qiplia K. Duell. Wichita State University: Sarah Peterson, Diequesne University

TABLIS 13 ¢ Hot Topics Discussion: A Look at the Self-directed Learning Research and Its Implications Tor Stadents
and Teachers. Jack Suowwan, Sowthern Hinois University: Rick MeCown, Duguesne University

TABLE I4 ¥ Hot Topics Discussion: Do the Wonders of Technology tmpact Lewrning? Jay C Thompson, dr., Ball
Sterte University: Frederick W, Nav, Ball State University: Bobby G, Malone, Ball State University

TABLIE I8 # Flot Topics Discussion: Ways to Create “Honored” Students. Joveelyn G Parish, Wichita (KS) Priblic
Schools; Thowmas S. Parish, Kansas State University

TABLE 16 * Hot Topics Discussion: Intimaey and Relationships in Bducation, Marlene Schommer, Wichita State
University: Linda Bakken, Wicliita State University

TABLE 17 * ot Topies Discussion: Beyond the Lecture: Practical and Creative Teaching Alternatives. Jaeqieling
Rickman, Western Hlincis University; Young Suk Fhwang, Western Hlinols Uniiversity

TABLE 18 * Hot Topies Discussion: Sexism on the University Campus. Adria Karle-Weiss, Cimberland University;
Chihandra lam. Cumberland University

TABLICT9 F Hot Topies Discussion: Learned Helpiossnesss A Challenge to Effective Teaching? Anisa Al-Kheaiab,
Fastern Kenttieky Universiivy Samuel Hinton, Eastern Kemteky University

TABLE 20 ¥ Lot Topics Discussion: Creating Curriculum for Performance-based Acereditation. James Pawell, Ball
State University: David Bardas, Carnnel High School

TABLE 21 7 Hot Topies Discussion: Adult Literacy: Will It Continue to be o Problem in the 2Est Century? a4, Ceeil
Swiith, Northern Hlinais Universite: Janet Sheehan-1ol, Noethern Hlinois University

TABLL 22 % ot Topics Discussion: Prevention Injtiatives for School Violence: Coneepts, Strategies tor
Documentution and Use of Data. William Loadwan, The Ohio State Universine: Ame Marvie Thomas, The
Olio State University

TABLE 23 % Hot Topices Discussion; Qualitative vs. Quantitative Methods. Dennis Leitner, Southern Hlinois
Universityy Ivadore Newman, The Universine ol Akron

T.16 10.AH | Inclusion in Special Education
Division K: Teaching and Teacher Education — Paper Presentation
Thursday. 410 pm to 5:30 pm —- Anterican House
CHAIR Willican I Baner, Ball State Universits/Schiool of Music/College of Fine Arex
DISCUSSANT  Carole 1. Beatley, Chicago State University
PRESENTATIONS
A Tule of Two Methods: Melding Project Read and Guided Reading to Tmprove Al-Risk Swdents” Literacy Skills James
Ao Salzuan, Ursuline College: Carolvn Bruce, Rowland Elementary School: Donia Snodgrass, Souih Fuclid-
Lyndhurse City Schools
Pre-service Teachers™ Attitudes Toward Inclusive Education. Keith Cochran, Missouri Southern State College
The Relationship Between General Classroom Teachers™ Attitudes Toward Inclusion and the Self-Concepls of Students
With Disabilities Included in General Classrooms. Sranley 2. Wiele, Inde v University Nortiowest; Donal
DeMoudin, University of Tennessee-Marting Keith Cochuran, Missouri Southern State College: Connie Bowman,
Universine of Davton
The Special Education Competencies of Special BEducation Directors. Darvl 7 Wileex, Wayne State College: Stunlex .
Wigle, Indiana University Nortlwest
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T.1610.BH | Learning Processes and Strategies

Division C: Learning and Instruction — Paper Presentation
Thursday, 4:10 pm to 5:30 pm — The Bulls Heud

CHAIR Ervin F Sparapani, Saginaw Valley State University
DISCUSSANT  James W Reineke, Winona State Universiry
PRESENTATIONS

Do Thematic Titles and Utilization of an Imagery Strategy Affect Sixth Gruders’ Memory for Prose? Beverly J. Dretzke,
University of Wisconsin-Eau Claire; Rebecca L. Wingen, Mound Scheol District, Minnesota

The Effects of Online Technology on Student Achievement and Motivation, Saralh E Peterson, Duguesae Universiny,
Susan Brookhart, Duquesne Universiry: Thomas Isenfour, Duguesne Universiry

The Unique Needs and Characteristies of Monozygotic Twins as Learners. John R. Mascazine, Ohio State University

Understanding Student Usage of On-Line Materials in Traditional and Distance Education Courses. Jeffrey B. Heclu,
Hlinois State University

T.1610.CH | Mid-Western Educational Researcher Editoriai Board Meeting
MWERA — Meeting
Thursday. 4:10 pm to 5:30 pm — Columbian House
NOTES - All Mid-Western Educational Researcher Editorial Board Members should attend.

Mid-Western Educational Researcher Editorial Board Meeting. Dehorah L. Bainer Jenkins, The Ohio Stare Universiry -
Mansfield. Richard M. Smith, Reliahilitation Foundarion, Inc.; Gene A, Kramer, American Dental Association; Kim
Metcalf. Center for Evaluation, Indiana University: Josue Cruz, University of South Florida: Ken Kiewra,
University of Nebraska-Lincoln; Isadore Newman, The University of Akron; Mary Bendixen-Noe. The Ohio Staie
Universiny -- Newark

T.1610.LH | Teaching Strategies in Higher Education

Division B: Curriculum Studies — Paper Presentation
Thursday. 4:10 pm (o 5:30 pm — Lake House

CHAIR Douglas Feldmann, Southern HHineis University
DISCUSSANT  Douglas Feldmann, Southern Hlinois University
PRESENTATIONS

Cooperative Learning Strategies in Graduate Education. Dr. Nancy G. Saunders, Indiana Wesieyan Universiiv: Di. Ted
Batson, Indiana Weslevan University

In-service: The Key to Reform? Susan E Envart, Otterbein College

Teacher Education: Can Anything Prepare the Detention Teacher? Kari J Lee, Muncie Connnuniry School Corporation:
James H. Powell, Ball State University

Utilizing the World Wide Web in the Distance Education Environment: A Follow-up Analysis of Student Perceptions.
Jay C Thompson, Jr.. Ball State University; Frederick W. Nay, Assoc. Dir. Computing Services, Ball State
University

T.1610.MA | Issues Related of Multiple Regression and Multivariate Analyses

Division D: Measurement and Research Methodology — Paper Presentation
Thursday, 4:10 pm to 5:30 pm — Mansion House

CHAIR Craig A. Mertler, Bowling Green State University
DISCUSSANT  Robert Barcikowski, Ohio University
PRESENTATIONS

A Comparison of Radial Basis Function Artificial Neural Networks with Muitiple Regression. Johsn C. Dincan, Kent
State University .

Canonical and Discriminant Analyses: Selecied Issues Including Specification Erross and Jacknife and Bootstrap
Procedures. Kennetli H. Strand, Hlinois State University: Kim Astroth, Hlineis Stare University

Permutation Tests in Principal Component Analysis, Jolin T. Pohlmann, Southern lllinois University: Kvle Perkins,
Sautliern Hlinois University

The Stabilities of Wilks® Lambda and Standardized and Structure Coefficients in Eack of Canonicat and Discriminant
Analyses. Kenneth H. Strand, Hlinois State University
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[ T.1610.SH | Impact of Personal Dimensions and the Schooling Process

Division A: Administration — Paper Presentation
Thursday, 4:10 pm 10 5:30 pm — Shakespeare Hotel

CHAIR Jumes K. Walter, Texas A & M University -- Corpus Christi
DISCUSSANT  James K. Walter, Texas A & M University - Corpres Christi
PRESENTATIONS

Dutference in Sense of Self as it is Related to Participation and Nonparticipation in Extracurricular Activities. Rhonda
Bohannon, Miami University

Perceptions of Teacher Burnout. Barbara L. Brock, Creighton Universiry

The Relationship Between Principals™ Self-Perceptions of Their Influence as Instructional Leaders and Student
Achievement. Martin H. Jasen, Roosevelt University

T.1610.ST | Where Does Authority Reside?
Division A: Administration — Paper Presentation
Thursduy. 4:10 pm to 5:30 pmy — Steamboat Hotel

CHAIR Bobby Mulone, Ball State University
DISCUSSANT  Bobby Mdalone. Ball Stare Universiry
PRESENTATIONS

Decentralization and Site-Based Budgeting: "How To". Timorhy J. [lg, Universitv of Davion; C. Daniel Raisch,
University of Davton

Effect of Ratability on Pupil Horizontal Eqguity of the Rhode Island School Funding Formula. Charles E. Kline, Purdue
University; Thomas G. Reale, Purdue University

The Role of the Superintendent and School Board in Collective Bargaining: 1989 - 1999, Willicun L. Sharp, Scuthern
Hlinois University

T.1610.WS | Pre-service Teacher Knowledge
Division K: Teaching and Tcacher Education — Paper Presentation
Thursday. 4:10 pm ta 3:30 pm — Western Stage House

CHAIR Elizabeth I Johnsou, Governors State University
DISCUSSANT  Hema Ramanathan, Butler University
PRESENTATIONS

Helping Pre-service Teachers Increase Their Teaching Efficacy. Timothy D. Green, Indiana Universirny;, Casev Griles,
Indiana University: Herh Fiester, Indiana Universite: Todd Zazelenchuk, ndiana Universitv: Greg Berr an,
Indianu Universitv; Abbie Brown, Indiana University

Interdependent Teaching Efficacy: An Important Concept for Understanding and Promoting Educational Reform. Kar! F.
Wheatlev, Cleveland State University

Pre-Service Teachers™ Explan:  ons of Student Achievement and the Development of Teacher Efficacy: A Pilot Stdy.
Jay R. Price, University of Wisconsin -- Stevens Point; Perry A. Cook, University of Wiscousin -- Stevens Point

The Nature of Common Sense in Educational Psychology: A Qualitative Examination into the Theory and Practice of
Pre-service Teachers. Michael L Slavkin, Indiana Universitv = Bloomington

T.1610.WP | Cracker Barrel Social
MWERA — Social
Thursday. 6:00 pm to 7:00 pm — Wolf Point Pre-Function Room
HOST Thomas S. Parish. Kansas State University
NOTES A lite favce get-together for all MWERA-99 attendees. Everyone is welcome!

d¢¢ you at the Cracket Bamel!
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Chronological Listing of Sessions
Friday, October 15, 1999

F.0800.AH l Preparing Pre-service Teachers Using a Multicultured, Learner-Centered Focus
Division B: Curriculum Swdies — Symposium
Friday, 8:00 am to 9:20 am — American House

CHAIR Naney G. Saunders., Indiana Weslevan University
DISCUSSANT  Nancy G. Saunders. Indiana Weslevan University
PRESENTATIONS

Preparing Pre-service Teachers using a Multicultured, Learner- Centered Focus. Clara A. New., University of Wisconsin-
Parkside; Simon A. Akindes. University of Wisconsin-Parkside: Ruth Becker. University of Wiscousin-Parkside;
Dwayne Olsen, University of Wisconsin-Parkside; Rose Mary Scott, University of Wisconsin-Parkside

F .OSOO.BH! Evaluation of Voucher Programs and Alternative Schoel Programs

Division H: School Evaluation and Program Development — Paper Presentation
Friday, 8:00 am to 9:20 am — The Bulls Head

CHAIR Philip Griswold, Ashland University
DISCUSSANT  Isadore Newnan, The University of Akron
PRESENTATIONS

Alternative Strategies for At-Risk Yauth: A Caollaborative Approach Between Schools, Courts, and Parents. Engene 7.
Sanders. Bowling Green Sitate Universiiv: Brenda Kallio, Bowling Green State University: Daniella Padila.
Bowling Green State Universitv: Brvan Cavins, Bowling Green State University

Comparing Measures of Effectiveness Between Ohio Accelerated Schools and Non-Accelerated Schools. Ned D. Young.
University of Dayton

The Christopher Program: Collaborative and Student Centered Learning Yicld High Performance. Judir Antal, The Ohio
State University, Anne Marie Thomas, The Ohio State University

The Cleveland Scholarship Program: Multi-Year Effects on Swdents. Parents, Teachers, and Schools. Kim K. Mercalf,
Center for Evaluation, Indiana Universitv: Patricia Muller, Center for Evaluation, Indiuna University

F.0800.CH | Blurring the Boundaries: New Ideas in Teaching wund Learning

Division C: Learning and Instruction — Symposium
Friday, 8:00 am to 9:20 am — Columhian Housc

CHAIR Cynthia Campbell, Northern Hlinois University
DISCUSSANT  Steve Wallace, Northern HHlinois University
PRESENTATIONS

Blurring the Boundaries: New Ideas in Teaching and Learning, Cyntliia Campbell, Norvtheru Hlinois University, James
W. Reineke, Winona State Universitv: Ronald Morgan, Loyola University = Chicaga

F.0800.LH [School Administration in the Next Millennium

Division A: Administration — Paper Presentation
Friday. 8:00 am to 9:20 am — Lake House

CHAIR Michael L. Suplev, Texas A & M University - Kingsville
DISCUSSANT  Michael L. Suplex, Texas A & M University - Kingsville
PRESENTATIONS

Action Research: A Valuable Tool for K- 12 Principals. Barbara M. DeLuca, University of Davtor

Analysis of the Technology Knowledge and Needs of School Administrators. Cvitlia H. Geer, Xavier University

Reform Efforts in Graduate Programs: An Interdisciplinary Doctoral Program in Leadership Studies at Bowling Green
State University. Eugene T.W. Sanders, Bowling Green Swate University; Judy Juckson May, Bowling Green Stute
Universitv: Robert Ludwig, Bovwling Green State University: David Nicholls, Bowliug Green State University:
Marcia Salazar-Valentine, Bowling Green State University; Patrick Pauken, Bowling Green State University

Training Adiministrators for the Net Generation. Sajit Zachariah, University of Akron: James Hardy, University of Akren;
Sharon Kruse, University of Akron: Duane Covrig, University of Akron

Volume 12, No. 3. Sumimer 1999 Mid-Western Educational Rescarcher

14/
L4




¥.0800 Mentoring and Professional Development in Educational Reform

Division K: Teaching and Teacher Education — Paper Presentation
Friday. 8:00 am to 9:20 am — Mansion House

CHAIR Judith Jackson May, Bowling Green State University
DISCUSSANT  Sue Amidon, Wright Stare Universiry
PRESENTATIONS

I'll Be There For You: Mentoring and Novice Teachers. Carmen R. Giebellaus, University of Davion, Mary Bendixen-
Noe, The Ohio State University - Newark: John Nichelson, Ohio Departinent of Edwcation

Is it Worth the Effort? The Impact of Mentor Teacher Training. Carmen R, Giebelhaus, University of Davton: Connie
Bowwman, Universiry of Dayton

John Dewey Looks at « PDS. Donna L. Adair, Georgia State University; Rick A. Breault, University of Indianapolis

Portfolios in Teacher Education. Louise E, Fleming, Ashdand University

F.0800.SH I Critical Issues in the Design and Supervision of Field Experiences

Division K: Teaching and Teacher Education -~ Symposium
Friday. 8:00 am to 9:20 am — Shakespeare Holel

CHAIR Janet T Bereik, Northeasiern Hlinois University

PRESENTATIONS

Critical Issues in the Design and Supervision of Field Experiences: A Cross-section of Experiences in One Teacher

Education Program. Amie D. Stinsen, Universiiy of Wisconsin-Whitewater: Margy McClain, University of
Wisconsin-Whitewater: Melissa R. Freiberg, University of Wisconsin-Whiteweater; John M. Zhikowski, University of
Wisconsin-Whitewater: Virginia Epps, University of Wisconsin-Whitewater: Tom Ganser. Universite of Wisconsin-
Whitewater

F.0800.ST ] Leadership Preparation: Two Perspectives

Division A: Administration — Paper Presentation
Friday. 8:00 am to 9:20 am — Steamboat Hotel

CHAIR William L. Sharp. Southern linois University at Carbondale
DISCUSSANT  Williamn L. Sharp, Southern [linois University at Carbondale
PRESENTATIONS

Educational Administration Graduate Students: What Motivates Them and Their Leadership Intentions. Marian Glancy.
University of Dayton

How to be an Effective School Administrator in an Era of Educational Reform. Theresa A. Quigney, Cleveland State
University

Leadership Preparation: An Examination of Biography, Communication and Technoiogy. Robert S. Estabrook, Central
Michigan University; Rena E. Richtig, Central Michigan University: David E. Whale, Central Michigan University

F.0800.WS | Setting and Evaluating Various Types of Standards

Division I): Measurement and Research Methodology — Paper Presentation
Friday, 8:00 am to 9:20 am — Western Stage House
CHAIR Beveriy M. Klecker. Eastern Kentucky University
DISCUSSANT  Bruce Rogers, University of Northern lowa
PRESENTATIONS
Evaluating the Quality of the Rating in the 1998 Ohio’s BEST Practices Nomination Using Rasch Measurement. Kanda
Phunlapthawee, The Ohio State University
Evaluation of Standard Setting Judges™ Ttem Estimates. June E. Smith, Universire of Nebraska - Lincoln
Teacher Perceptions of Standards and Assessments: Unintended Consequences; A Question of Validity. Marta J.
Coleman, University of Nebraska — Lincoln; Barbara S. Plake, University of Nebraska-Lincoln
Using Optical Scanning Forms to Collect Judges™ Ratings in Angoff Standard Setting Studies. Patrick M Irwin.
University of Nebraska Lincoln: James C. Impara, University of Nebraska Lincoln
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F.0930.SE | MWERA Business Meeting

MWERA — Meeting
Friday, 9:30 am to 10:20 am — Sauganash Grand Ballroom East

CHAIR Thomas S. Parish, Kansas State University

PRESENTATIONS

MWERA General Business Meeting. Thomas S. Parish, Kansas State Universitv: Jeffrex B. Hechi, Hlinois State

University: Kim Metcalf, Center for Evaluation, Indiana Universitv; Jean W. Pierce, Northern Hlinois University;: E.
Jane Williams, The Ohio State University: James Poveell, Ball State University; Carmen Giehelhaus, Universiry of
Duyxton

F.1030.AH| New Ideas in Teaching and Learning

Division C: Learning and Instruction — Paper Presentation
Friday, 10:30 am to 11:50 am — American House

CHAIR James W Reineke, Winona State University
DISCUSSANT  Ellen Lavelle. University of South Dakota
PRESENTATIONS

A Description of the Research Taking Place Within the Context of an Arts-based Public Curriculum. Ronald R Morgan,
Loyola University Chicago: Janet Bresden, Lovela University Chicago: Marlea Edinger, Lovolu University
Chicago: Kathy Stone, Lovola University Cliicago

An Exploration of Students” Continuing Motivation for Collaborative Tasks, Saralt £ Peterson, Duguesue University

Community in Western and Non-Western Thought. Suzgo Nvirendua, Lovola University Chicago

Exploring the Father’s Role in the Cognitive Performance of Toddlers in a Non-swestern Society. Qluyomi A. Ogunnaike,
University of Wiscousin - Stevens Point

[ F.1030.BH | Division K Business Meeting

Division K: Teaching and Teacher Education — Meeting

Friday, 10:30 am to 11:50 am — The Bulls Head
SR. DIV. CHAIR Maria E. Galvez-Martin, The Olio State Universine - Litia
JR. DIV. CHAIR James Sedzmen, Ursidine College

[ F.1030.CH ]Division G Business Meeting

Division G: Sacial Context of Education — Meeting

Friday. 10:30 am to 11:50 am — Columbian Housc
SR. DIV. CHAIR Mary Ann Wham, Universiiy of Wisconsin-Whitewaler
JR. DIV, CHAIR Celina Echols, Southeastern Louisiana State

F.1030.LH I Influences of Nature and Nurture on Cognitive Development

Division E: Counseling and Human Development — Paper Presentation
Friday. 10:30 am to 11:50 am — Lake House

CHAIR Linda Bakken, Wichita State University
DISCUSSANT  Linda Bakken, Wichita State University
PRESENTATIONS

Fostering Cognitive Development: Progressing from Piaget's Preoperational Stage .o Concrete Operations. Cheistine C.
Skar, Wichita Srate University

Identifying Developmental Delays in Homeless Children. Carfa Jo Smalley, Wichita State University

Teaching Cognitive Skills to Preschool Children Using a Discipline-bused Art Education Program. Therese J. Woller,
Wichita (KS) Public Schools

The Eftect of Phonological Awarcness Training on First Grade Reading. Lyiin Mason, Wichita State University

F.10:0.MA | Division I Business Meeting

Divisien I Education in the Professions —- Meeting

Friday, 10:30 am to 1 1:50 am — Mansion House
SR. DIV. CHAIR Richard M. Smith, Rehabilitation Foundation, Inc.
JR. DIV. CHAIR Jovee Co Midler, Mount Vernon Nazareae College
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¥.1030.SH I Teaching Statistics: A Debate over Goals and Strategies

Division D: Measurement and Research Methodology — Alternative Session
Friday, 10:30 am to 11:50 am — Shakespeare Hotel

CHAIR Schuyler W. Huck, University of Tennessee - Knoxville

PRESENTATIONS

Teaching Statistics: A Debate Over Goals and Strategies. Schuyler W. Huck. University of Tennessee (Knoxville): Tom

Kuapp, The Ohlio State University; Joel Levin, University of Wisconsin (Madison); Dennis Leimer, Southern Jilinois
University; Robert Barcikowski, Ohio University; Beverly Dretzke, University of Wisconsin ( Eaw Claire)

F.1030.ST | Life in Marianist-Affiliated Schools: A Reader’s Theatre Presentation

Division H: School Evaluation and Program Development — Alternative Session
Friday, 10:30 am to 11:50 am — Steamboat Hotel

CHAIR Carale Newman, The University of Akron
DISCUSSANT  Sharon Valente, Ashland University
PRESENTATIONS

A Reader’s Theatre Presentation of Life in Marianist-Affiliated Schools: Results of EMMET Research on Cathotic
Scheol Ideniity. Jill L. Lindsey-North, University of Davton, Carolyn S. Ridenour, University of Dayton

F.1030.WS lDivision A Business Meeting
Division A: Administration — Meeting
Friday. 10:30 am to 11:50 am — Wecstern Stage House
SR. DIV. CHAIR James K. Walter, Texas A & M University - Corpus Christi
JR. DIV. CHAIR George J. Peteisen. Southwest Missouri State University

F.1200.SW | Luncheon Address
MWERA — Invited Address
Friday. 12:00 pm to 1:30 pm — Sauganash Grand Ballroom West

CHAIR Thomas S. Parish, Kansas State University
NOTES Luncheon registration and ticket required for entrance.
PRESENTATIONS

Luncheon Address: “What Makes Teachers Good”" Donald R.
Cruickshank. Professor Emeritus. The Olio State University

A long-time member of MWERA. Dr. Donald R. Cruickshank retired from The
Ohio State University in 1992, He has remained active pursuing his scholurly
and research interests in research on teaching. particularly teacher clarity:
research on teacher education; reflective teaching: the study of teacher
problems and their recreation using simulations: and most recently. developing
a framework for considering the question. What makes teachers good?

The question, Who is a good teacher?, has perplexed us for decades. It is
unlikely that we will ever achieve consensus on an answer (o it any more than
we would to questions such as, What is good music? or What is a good job? Tt
seems preferable to accept. or at least debate, that there are several kinds of
good teachers. Consequently. six conceptions of “What makes teachers good?”
are presented and developed.
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F.1340.AH | Examining School Cultures
Division G: Social Context of Education — Paper Presentation
Friday, 1:40 pm 10 3:00 pm — American House

CHAIR Celina Echols, Southeastern Lowisiana State University
DISCUSSANT  Celina Echols, Southeastern Louisiana Staie University
PRESENTATIONS

Common Concerns: Length of School Day for Kindergarten Age Children in Calcutta, India, and Fort Wayne, Indiana.
Nancey Vojtash Moore, [ndiana University-Purdue University Fort Wayne; Joe D, Nichols, Indiana University-
Purdue University Fort Wavne

Educational Excellence: Teacher Perceptions of an Amorphous Goal. Connie J.S. Monroe, University of Dayton

The Use of Metaphors to Describe the Culture of a Suburban Middle School. Maria M Ferreira, Wayne Staie University

Using Action Research to Determine Efficacy in the Amelioration of Prejudicial Attitudes of Future Teachers, Cathryn A.

Chappell, University of Cincinnati

[ F.1340.BH | Issues and Trends in Mathematics Curriculum and Instruction

Division B: Curriculum Studies — Paper Presentation
Friday, 1:40 pm to 3:00 pm — The Bulls Head

CHAIR James Powell, Ball Swate University
DISCUSSANT  B8rad Oliver, Ball State University
PRESENTATIONS

Comparison of International Math Textbooks. Saddiga J Alghalib, Southern {llinois University ut Carbondale;, OQurania
Rotow, Senathern Hlinois University; Cassandra Meyers-Tate, Southern Hlinois University

Improving Math Achievement Scores on the Illinois Goals Assessment Program Using the Countdown Video Tape
Series. William Z Petropoulos, Loyola University Chicago; Ronald R. Morgan, Lovolu University - Chicago

Putting Math Referm in Context. Naney Vojtash Moore, Indiana University-Purdue University Fort Wayne

Integrating Writing to Improve Math Achievement. Jacki Thaver, West Carrollion High School; Carmen Giehelhaus,
University of Dayton

F.1340.CH | Education in the Professions

Division I: Education in the Professions — Paper Presentation
Friday, 1:40 pm to 3:00 pm — Columbian House

CHAIR Thomas R. O'Neill. American Society of Clinical Pathologists
DISCUSSANT Jovee C. Miller. Mount Vernon Nazarene College
PRESENTATIONS

Responding to State Mandates: A Case Study of the Implementation of Local Professional Development Committees. C.
Richele O'Connor, Wright State University, Janet Herrelko, Wright State University

The Mactools Training Program: Trainee Characteristics and Their Effects on Training Effectivencss and Transfer. Eul-
Kvoo Bae, The Ohio State University; Anne Marie Thomas. The Ohio State University

The Relationship Between Critical Thinking Proficiency and Decision Making Skill in Prospective Respiratory Care
Practitioners. Thomas V. Hill, The University of Davton; A. William Place, The University of Davton

I.1340.LH | Follow-up Discussion from the Luncheon Address
MWERA — Alternative Session
Friday, 1:40 pm to 3:00 pm ~~ Lake House
PRESENTATIONS
Follow-up Discussion from the Luncheon Address: “What Makes Teachers Good?” Donald R. Cruickshank,
Ewmeritus, The Ohlio State University

[ F.1340.MA | Division C Business Meeting

Division C: Learning and lnstruction — Meeting

Friday, 1:40 pm to 3:00 pm — Mansion House
SR. DIV. CHAIR Juames W Reineke. Winona State University
JR. DIV. CHAIR Cynthia Camphell, Northern Hlinois University
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l F.1340.SH | Division D Business Meeting with INVITED SPEAKEK

Division D: Measurement and Research Methodology — Meeting
Friday, 1:40 pm to 3:00 pmi — Shakespearc Hotel

SR. DIV. CHAIR Gene A, Kramer, American Demal Associaiion
JR.DIV. CHAIR Janet Sheehan-Holt, Northern Illinois University
PRESENTATION

“Catastrophes™ that Influenced the History of Testing in America. Avres ID'Costa. The Ohio State University
Division D Business Meeting to follow.

t F.1340.5T ITrends in Principal Preparation

Division A: Administration — Paper Presentation
Friday, 1:40 pm to 3:00 pm — Steamboat Hotel

CHAIR Barbara Martin, Sowlnwest Missouri State University
DISCUSSANT  Barbara Martin, Southwest Missouri State University
PRESENTATIONS

Becoming a Professional Development School: Planning, Institutional Outcomes. and Leadership. Theodore J. Kowalski,
Ball State University, Duncan "Pat” Pritchett, Indianapolis Public Scliools

Principal Development Academy: Mentoring Results. Thomnas J. Matezynski, University of Davion: A. Williamn Place,
University of Dayton; James A. Williamns, Davion Public Schools

Virtual School Planning: A Study of Partnerships. Randall L. Turk, Wichita State University

Division K: Invited Panel
Division K: Tcaching and Teacher Education — Alternative Session
Friday. 1:40 pm to 3:00 pm — Western Stage House
CHAIR Carmen Gichelhaus, University of Dayton
PRESENTATIONS
Setting State Teacher Preparation Standards. Carmen Giehelhaus, University of Daxton:. John Nichelsorn. Oliio
Department of Education; Kathivn Lind. Wisconsin Department of Public Insiruction

A pancl of mid-western state departrient of education officials will discuss the changes occurring in teacher preparation
standards for licensure/certification.  Topics will include INTASC. NCATE/State Partnership agreements, standards
setting, and performance-based assessments for licensure and programt approval, as well as the impact of national
initiatives like the institutiona! report cards.

[ F.1510.LH | Workshop in Fiistorical Research
Division F: History and Historiography — Workshop
Friday, 3:10 pm to 5:3C pm — Lake House

CHAIR Louise E. Fleming, Ashland University
DISCUSSANT  Elizabeth Johnson, Eastern Michigan University
NOTES All divisions welcome.

Maximum Evrollment 30; Fee: NIC
PRESENTATIONS

This is a workshop in historical research, what it is and how 1o conduct it. Participcats are invited to bring several
copies of a work-in-progress, and following the presentation of method. the participaries and presenters will read
and omstructively critique one another’s work.  This session is especially enconraged for newer researchers or
people who are trying 1o conduct historical research aud get it published.

[ F.i510.SE | Roundtables Discussion/Poster Session #2
MWERA — Roundtable Discussion/Poster
Friday. 3:10 pm to 4:00 pm — Sauganash Grand Ballroom East
TABLE 1 An Analysis of Reading Attitudes of Secoud and Fourth Grade Students Before and After a Peer Tutoring
Reading Program. Stuct M. Muntgomery. University of Davton
TABLE 2 Authentic Assessment & Proficiency Testing: Assessing Students” Mathematical Understanding. Roland
G. Pourdavood, Cleveland State University; Lynn M. Cowwen, Assistant Principal, Lomond School:
Lesvrence V. Svee, Principal, Lomond Scliool
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TABLE 3
TABLE 4
TABLE 5

TABLE 6

TABLE 7
TABLE 8
TABLE 9
TABLE 10
TABLE 11
TABLE 12
TABLE 13
TABLE 14

TABLE 15

TABLE 16
TABLE 17
TABLE 18
TABLE 19

TABLE 20

TABLE 21

TABLE 22

TABLE 23

TABLE 24
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Measurement and Influence of Pre-service Teachers™ Knowledge Structure in an Educational Psychology
Course. Clare Coco, Loyola University Chicago

Picture This: Teacher Constructions of Pedagogical 1dentities. Kim M. Pitnman, Aurora University: Dr.
Linda O'Neill, Aurora University

Pre-Service Teachers Perceptions of Teaching in Rural Arcas. Dowg Feldmann, Southern Hlinoiy
University at Edwardsville '

Recruiting Minority Youth. Brice W. Jones, Notre Dame College of Ohio, Bonnie Kellv, Cleveland
Heiglus-University Heights Schools/NDC Graduate; Deborah Picker, NDC Graduateidayfield Heights
Schools Consultani; Lanrel Shamakian, Cleveland Heights-University Heights Teacher

Teaching Migrant Students: The Voice of Classroom Teachers. Michael H. Romanowsti, Oliio Northern
University

Classroom Teachers™ Persanal Representations of Leamning Theory.  enee W. Camypsoy, Murray State
University

Kindergarten Teachers™ Perceptions of Play: A Case Study. Glenna M. Weis, Springfield Public Schools:
E. P Johnsen, University of Kansas

An Empirical Investigation of Three Interdisciplinary Course Models. Alhert M. Bugaj, Universine of
Wisconsin-Marinette

Engaged Learning: A Transition for Higher Education. Thomas J. Cody, Western Illinois University,
Rodney J. Greer, Western lllinois University

Redefining Parental Involvement in a Diverse Society: A Psycho-socio Development Paradigm af African
American Families. Emescia M. Torbert-Richardson, Cleveland State Universiey

* Hot Topics Discussion: Youth Identity in Crisis Again. Joen S. Tinun, University of Wisconsin-QOshkosh;
Marguerite Penick-Parks, Ripon College

* Hot Topics Discussion: Y2K: Is It a Problem for Your School? James MceCluskey, Central Michigan
University; James Necessary, Ball State University

* Hot Topics Discussion: A Diversity Dialogue: Race Issues in Higher Education. A. William Place,
University of Davton; Roberta Bovd, Wright State University; Chervl Marcus, Central State University;
Jean Sanders, Bowling Green State University: Reva Cosby, University of Daxton

* Hot Topics Discussion: Kids Killing Kids. Richard P. Lipka, Pittsburg State University: Brenda
LeTendre, Pittshurg State University

* Hot Topics Discussion: An Examination of Problem-based Learning. Jean W. Picrce. Northern {llinois
University; Sarah Sage, University of Indiana, South Bend

* Hot Topics Discussion” A Comparison of Educational Effectiveness Between the C.LS. and the U.S.A.
John Daly, The Jolns Hopkins Universitv: Thowas S. Parish, Kansas State University

* Hot Topics Discussion: Ways to Teach Values and Responsibility to Antisoeial Boys. Donald A. Boyvd,
Arkansas Special Education Resource Center: Lisa Johnson, Arkansas Special Educationt Resource Center
* Hot Topics Discussion: Can Faculty Predict Successtul Field Performance from Students™ Classroom
and Laboratory Waork? Beverly M. Klecker, Eastern Kentucky University: Linda M. Martin, Eastern
Kentucky University

* Hot Topics Discussion: Assessment for Substantive Post-sccondary Curricular Reform, Margaret A.
Simpson, Nortlwestern University Medical School: facqueline Rickinan, Western Hiinois University

* Hot Topics Discussion: Meeting the Challenge of Children with Special Needs in the School System: A
Winning Combination with School Counselors and Special Education Teachers. Eddic E. Glenn. {llinois
State Universitv: Mack Bowen, Hlinois State University

* Hot Topics Discussion: Assessment [ssues in Case-based Teaching, Mary Sudzina, University of Davton:
Theodore Kowalski, Ball State University

* Hot Topics Discussion: Pre-service Teacher Education Programs: Arc They Working? Kathleen
Sparrow, Akron Public Schools: Francis Broadiway, The Uni ersity of Akron

116




| F.1610.AH I'Strategies for Teaching With Cases in Teacher Education
Division C: Learning and Instruction — Workshop
Friday. 4:10 pm to 5:30 pm — American House

CHAIR Muary R Sudzina, The Universite of Davion: Theodore Kowalski, Ball State University
NOTES Maximum Enroliment 30; Fee: N/C
PRESENTATIONS

This workshop will focus on strategies for successfully imtegrating case studies in undergraduate and graduate teacher
education programs. Teaching with cases can offer educators a variety of opportunities to expand and extend their
teaching skills, problem-solving abilities. and grasp of contemporary issues in classroons today. The session will
begin with an introduction 1o teaching with cases and then discuss the myihs of case-based teaching. A checklist for
getting started with cases and adapting a case 10 course content will be illustrated.  Five steps for successfully
Jucilitating a case will be demanstrated followed by a question and answer period.  All participants will have the
opportunine to purchase Case Study Applications of Teacher Education:  Cuases of Teaching and Learning in the

Content Areas (Alfyn & Bacon, 1999) at a special MWERA conference rate. The session will conclude with o ook
signing.

AR10.BE | Evaiuation Methodology and Issues: Session 11

Division H: School Evaluation and Program Development — Paper Presentation
Friday, 4:10 pm to 5:30 pm — The Bulls Head

| F

CHAIR Sharon Valente, Ashland University
DISCUSSANT  Philip Griswold. Ashland Unijversity
PRESENTATIONS

Perceptions of Graduate Education Students Regarding Scientific Cheating and the Relation to Personaf Behavior.
Isadore Newman, University of Akron:. Donna Waechter, University of Akron

The Feasibility of Using Multiple Assessments to Measure Student Performance on State Content Standards. Chad V.
Buckendalil, University of Nebraska - Lincoln; Barbara 8. Plake, University of Nebraska, James C. Impara,
University of Nebraska; Rob Spies, University of Nebraska; Gerald Giraud, University of Nebraska; Pairick Trwin,
University of Nebraska

The Influence of a Message's Reception us a Function of Perceived Feminist Authorship. John M. Laux. The University
of Akron: Isadore Newman, The University of Akron

F.1610.CH Recognizing Gender/Ethnicity Issues

Division G: Social Context of Education — Paper Presentation
Friday, 4:10 pm to 5:30 pm — Columbian House

CHAIR Walluce Sherlack, University of Wisconsin -Whitewater
DISCUSSANT  Anne Stinson. University of Wisconsin-Whitewater
PRESENTATIONS

American and Asian College Students™ Perceptions of an Easy Course, Challenging Course. and Just Right Course. Afmin
Wang, Miami University

Perceptions of Gender by Pre-service Teachers - Practical Implications for an Understanding of Marginalized
Experiences. Michael L. Slavkin, Indiana University - Bloomington

The Thing You Think You Cannot Do: One Woman's Journey into Doctoral Swudies. Mariaune R Mercer, Indiana
University

Undergraduate Women's Unique Struggles In the Absence of a Visible Same-Gender Role Model:- The Desire for a
Carcer in Medicine versus Traditional Values. Jovee C. Miller, Mount Vernon Nazarene College

F.1610.MA | Making Sense Out Of The Dissertation Process and Outcome

Division A: Administration — Symposium
Friday. 4:10 pm to 5:30 pm — Mansion Housc

CHAIR Randall L. Turk, Wichita State University
DISCUSSANT  Randall I.. Turk, Wichita State University
PRESENTATIONS

Making Sense Out of the Dissertation Process and Outcome. Michael L Supley, Texas A&M University--Kingsville:
James K. Walter, Texas A&M Universitv--Corpus Christi; William L. Sharp, Southern [llinois University at
Carbondale
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ﬁ“_ﬂ_ﬁ_]_M Factors That Affect Academic Performance and Grade Inflation in Post-secondary
Students
Division J: Postsecondary Education —— Paper Presentation
Friduy. 4:10 pm to 5:30 pm — Shakespeare Hotel
CHAIR Tom Codv, Western Hlinois University
DISCUSSANT  Muargaret A. Simpson. Northwesierin Universite Medical School
PRESENTATIONS
Dimensions of Grade Inflation at a Midwestern University, Yanling Zhang, Ohio Universitv: Donna Tromsky, Ohio
University: Humeira Al-suleimani, Oltio University: Gulsalh Goemen, Qhio Undversity: Robert Bareikewski, Ohio
University
Ettects of Liking and Disliking the Instructor on College Student Motivation and Achievement. Gregony PP Monialvo,
Wosiern Hlinois University: Eric A, Mansficld, Western Hlinois University
Predictions. Personality Traits, and Attributions: Successiul and Unsuccesstul College Students, Peter f. Brady, Clark
Stare Communiry College

£.16i10.ST | Cross Currents in Educational Reform
Division K. Teaching and Teacher Education - Paper Presentation
Friday, $:10 pm 1o 5:30 pm — Stcamboat Hotel
CHAIJR Carole Newmau, The University of Akron
DISCUSSANT  Jay R Price. University of Wisconsin - Stevens Point
PRESENTATIONS
Eight Forms of Positive Teaching Efficacy that Create Obstacles for Educational Reform. Karl F. Wheatley, Cleveland
Stare University
The Tmpact of Two Professional Development Schools on Secondary Education Majors: A Five-Year Review. Barbara
M. Powrell, Eastern Illinois University: Elizabedh A. Wilkins-Canter, Towson University
The Role of Teachers” Decision-Making in Middle School Retorm: A Case Study. Linda E. Morrow, Muskingion
College: Kave M. Martin, Muskingum College: Patricia Bennent, East Muskingian Middle School

| F.1610.WS | Validation Issues Related fo Various Instruments and Groups
Division I! Measurement and Research Methodology -~ Paper Presentation
Friday. 4:10 pm to 5:30 pm — Western Stage THouse
CHAIR Dennis W, Leimer. Southern llinois Universiry
DISCUSSANT  Thomas Knapp. Olio State Umversity
PRESENTATIONS
Meta Analysis of Equivalence of Computerized and Pencil-and-Paper Testing for Ability Measures. Jong-Pil Kim.
Michigan State University
Test Score Growth Patterns for Student Groups Defined by Fihnicity. FFree Lunch and Maobility. Jeffrex Kelly, Universiny
of Kansas: Md Huafidz Omar, University of Kansas; Mark Pomplun, University of Kansas
The Perceived Effects of Instructional Strategics on the Success of Graduate Level Education Students in Introductory
Statistics Course. Simone W. Bess, Northern Kentucky University
Validity of the Prototype Dental Hygiene Admission Test. Gene Ao Kramer, American Pental Association

D‘:._Z_&O._VVPA] President’s Reception : Invitation to the President's Reception
MWERA -- ¥ IFriday stands for fun,
Friday, 9:00 pm 1o 12:00 am — 3 and special desserts plus good music, oo,
Woif Point Pre-Function Roony ; will he at the President’s reception,

e T . . K just waiting for you!
HOS1 Thormas ‘,S' P(”-"\;h' . ) ; ll’.;lour hignii:hl mygclhcr.
Kansas State University So join us when you can.
We'll save a special place for you,
‘cause you're part of the M-WERA clan!
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Chronological fListing of Sessions
Saturday, October 16, 1999

MWERA — Workshop
Saturday. 8:00 am 10 9:20 am -~ American House
CHAIR Jeffren B. Hech. Hlinois State University
NOTES Strongly reconmmended for Associate Prograim Cheairs, and nevely elected Division Senior and Junior
Chairs who have an interest inaiilizing the on-line proposal submission and review system for next year's
conference,

MWERA — Alternative Session
Saturday, 8:00 am to 9:20 am —- The Bulls Head
CHAIR L Jane Williams, The Ohio State University
NOTILS Come and give your feedback abowt this vear's conference; help to plan next year's meeting!

L_S;QB_OO-QHJ Curricular Issues for Diverse Learners
Division B: Curricufum Studics -~ Paper Presentation
Saturday. 8:00 am to 9:20 am -~ Columbian House
CHAIR dames Powell, Ball State Universiry
DISCUSSANT  Brad Oliver. Ball State University
PRESENTATIONS
A Study of the Retirement Experience. Marsha Rossirer, University of Wiscansin Oshhoxh: Patricic . Koll, Universiy of
Wisconsin Oshkosh
Deteating the SES Trap: Direct Instruction as Comprehensive School Retorm Judith A May, Bowling Green Stte
Universitv/Toledo Public Schools: Amy Wichman-Warner, Toledo Public Schools
Relational Views: Instrument Development and hmplications for Teacher-Student Inteructions, Mailene Schonimer,
Wichita State University: Orpha K, Ducll, Wichita State University
The Efficacy of a Curricular-predicted Stratagem and the Advanced Placement English Language and Composition
Examination, Nauwey LaPointe, Texas A&M - Corpues Christu/Kingsville

| S.0800.LH | Multicultural Studies
Division K: Teaching and Teacher Education -+ Paper Presentation
Saturday. 8:00 am 10 9:20 am -— Lake Houxe
CHAIR Muaria J Coleman, University of Nebraska
DISCUSSANT  Maria M Ferreiva, Wavne State University
PRESENTATIONS
Culturally Responsive Instruction of Indigenous Learners and Correspondence of this Insteuction with Canstructivist
Learning Theory. Judith Hankes, University of Wisconsin Oshikost:. Gerald R. Fast, University of Wisconsin-
Oshkosh
Diversity: Teacher Pereeptions of Implementing a Vision in IHinois. Larry F Cross, Governors State Universiiy; Burton
Collins, Gavernaors Sttte Universitv: Raguiel Herrera-Byrme, Governors State University; I Jean Jolnson,
Governors State Universite: Karen M. Peterson, Governors Stale University
Training of Cooperating Teachers in India. Hema Ramanathan, Butler Universin
What Do You See? Clara A New. University of Wisconsin-Parkside
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[ S.0800.MA | Special Education: Helping Children Learn
Division I%: Counscling and Human Development - Paper Presentation
Saturday, 8:00 am to 9:20 am -~ Mansion llouse

CHAIR Connie L. Bowman, University of Dayton

DISCUSSANT  Connie . Bovenian, University of Davton

PRESENTATIONS

Parenting and Achievement: Are Elfective Styles Different Among Diverse Student Groups”! Sharon 12 Paulson, Ball
Stare Universievs Barbara A, Rothlishery, Ball State Universiey; Latra R. Gerig, Tavlior University
Secondary Teachers” Pereeptions of Regular Education Initiative. Linda 11 Chiang, Anderson University

{ 8.0800.SH | Evaluation of Educational Programs and Class Scheduling
Division H: School Evaluation and Progran Development - Paper Presentation
Saturday. 8:00 am to 9:20 am - Shakespeare Hotel
CHAIR ot Fraas, Ashland University
DISCUSSANT  Katlifeen Sparrow. Akron Public Sehools
PRESTENTATIONS
Block Scheduling: Physical Education Teachers™ Pereeptions of a Magic Cure-ull for the Hls of Sceondary Physical
Education, Anne D Stinson, Universite of Wisconsin-Whiteweater: Britee Bukowski, U of Wisconsin-Whitewaier
Program Evaluation sor Curricutum Development. J-Lowis P Dassier, University of Sonthern Mississippi
The “Baby Think ttOver” Dol Evaluation of a School-based Teen Pregnancy Prevention Program. Stephanic A,
Johaon, Fastern iinois University: Chervl 1 Somers, Wavne Swate University

S.()SUO.Sﬂ Issues of Successful Schools
Division A: Administration — Paper Presentation
Saturday, 8:00 am to 9:20 am - Steambout Hotel
CHAIR Jav C Thampson, Jr.. Ball State University
DISCUSSANT  Jox C Thampson, Jr.. Batl State Thiiversity
PRESENTATIONS
Interpersonal Relationshaps of Successtul Teams. Raudall L. Turk, Wichita State Pniversitve Keeri L. Turk, Jones
Madison University
Pluralism in Rural Amierica: A Case Study of Leadership Responses to Stadent Diversity. Michael Bruna, Western
HMinois University
The Vexing Problem of Perennial Substitute Teacher Shortages in Ohio. Philip A Grissold, Ashland Universitv: Willian
Hughes, Ashiland University

[ $.0930.MH | MWERA Presidential Address
MWERA — Invited Address
Saturday. 9:30 pm to 10:20 am - Merchants Hotel
CHAIR Jeffrev B, Heeht, Hlinois State University
PRESENTATION
Education in Crisis. Solution: Don’t Get Tough. Just Get Connected! Thennas S, Parish. Kansays State University

Thomas S. Parish is a professor in the Departiment of Founditions and Adult Education at Kansas State University. He has
authored or co-authored approximately 220 articles that have been published in more than thirty referred journals plus bhe has
presented or co-presented 300+ rescarch papers. symposia and workshops at various regional, national, and international
professionid meetings.  He is currently serving on the editorial bourds of five professional journals. and also serves as a
fuculty member for the William Glasser Institute,

The presentation will seek to address how qnd why our nation’s schools are currently in trouble. and what teachers need to do
in order to overcome these problems in the foreseeable future.

BEST COPY AVAILABLE
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['S.1030.AH | A Potpourri of Trends
Division A: Administration — Paper Presentation
Saturday, 10:30 am to 1 1:50 am — American House
CHAIR William L. Sharp. Southern illinois University at Carbondule
DISCUSSANT  William L. Sharp, Southern Hlinois University at Carlriondale
PRESENTATIONM "
Cosmosphere /. demy: A School of the Future, Randall L. Turk, Wiclita State Universioy
Hypertrophice Shifting: Creating a Systemic Model of Transtformational Leadership and Change in Public Education,
Page A, Smith, The Olio State University
Machiavelli vs. Stephen Covey: Two Contrasting Theories of Educational Leadership. Donald J MeCarty, Cardinal
Strively University
Principals and Pastors as Partners in Administration: An International Perspective. Barbara L. Brock, Creighton
University: D, Jenngfer Fraser, St Michael's Primary School, New South Wales

[ S$.1030.BH | MWERA 200¢ Conference Planning
MWERA — Meeting
Saturday, 10:30 am to 11:50 am - The Bulls Head
CHAIR Carmen Giebelhans, University of Dayton
PRESENTATIONS
Come and help plan next year's conference. All division chairs for the 2000 conference should attenel.

['5.1030.LH | Enhancing Posi-secondary Students’ Performance
Division J: Postsecondury Education — Paper Presentation
Saturday, 10:30 am to 11:50 am — Lake House
CHAIR Radney L Greer, Western Hlinois University
DISCUSSANT  fucquelive Rickman, Western llinois University
PRESENTATIONS
Action Research: The Use of Hypernews Helps Enhance Learning Outconic of Students. N7 Chang. University of
Wisconsin-Whitewater
Case-based Instruction in Post-secondiary Education: Developing Students” Problem-solving Lxpertise. Peg A Ermmer,
Purdie University: Don Stepich, Northeastern Hlinois Universiy
Cheat Sheets: Do They Really Improve Swudents” Test Performance. James A Salzman, Ursuline College

[5.1939_,_1\4_@ Issues in Tests and Measurcment
Division C: Learning and Instruction — Paper Presentation
Saturday, 10:30 am to [1:50 am — Mansion House
CHAIR Cynthia Campbell, Northern Hlinois University
DISCUSSANT  Envin I, Sparapan?, Saginaw Vallev State University
PRESENTATIONS
An Analysis of the Characteristics of the Sternberg Triarchic Abilities Test. Cassandra J. Mevers-Tate, Southern lllinols
University
Changes in the Underlyiag Structure of an ESL Reading Comprehension Test. Kvle Perkins, Southern Hlinois University:
Johne Pohimann. Southern Hlinois University; Sheila Brutten, Southern Hlinois University
Convergent and Discriminant Validation of Flexible Combination Ability. Ronna I, Dillon, Southern Iliinoiy University:
George M. Vinevard, Southern Hlinois University
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S.1030.SH I Data Analysis in Teacher Education

Division K: Teaching and Teacher Education — Paper Presentation
Saturday, 10:30 am to 11:50 am — Shakespeare Hotel

CHAIR Rose M Scon, University of Wisconsin - Parkside
DISCUSSANT  Kim Metcalf, Center for Evaluation, Indiana University
PRESENTATIONS

Teachers as Raters: Data Analysis and Lessons Learned. Hema Ramuanathan, Butler University, Annette Jones,
Immaculate Heart of Mary School: Deb Lesser, IPS Enmerich Manual High School; Amy Schaffer, College Park
Elementary Schaol

Teachers™ (Mis)Conceptions of Classroom Test Validity & Reliability. Craig A Mertler, Bowling Green State University

The Multidimensional Character of Teaching Effectiveness: A Comparative Analysis of Student Evaluation Responses of

Full and Part-time Faculty. Jerry C. Obiekwe, The University of Akron-Wayne College

| S.1030.ST | Training of Pre-service Teachers

Division K: Teaching and Teacher Education — Paper Presentation
Saturday, 10:30 am to 11:50 am — Steamboat Hotel

CHAIR Sue Amidon, Wright State University
DISCUSSANT  Carole L Bentley, Chicago State University
FRESENTATIONS

Differences in Needs During Different Teacher Training Situations. Charles K Runyun, Pittsburg State University;, Alice
Sagehorn, Piusburg State University

Predictors of Pedagogical and Conceptual Change in Pre-service Teachers. Patricia A. Sellers, indiana Universiiy-
Purdue University, Fort Wayne; Kathryn A. Ahern, [ndiana Universitv-Purdue University, Fort Wayae

Windows and Mirrors: Using Literature as a Reflective Tool. Allison K. Hoewsich, University of Missouri-St. Louis

[ S.1300.SH | MWERA-99 Board of Directors Meeting

MWERA — Meeting

Saturday, 1:00 pm to 5:30 pm — Shakespeare Hotel
CHAIR Jeffrey B. Hechi, Hllincis Srate University
NOTES

MWERA Board of Directors Meeting. Thomas S. Parish, Kansas Stare University; Jeffrex Hecht, Illinois State
University; Kim Metcalf, Center for Evaluation, Indiana University; Jean W. Pierce, Norihern Hlinois University; L.
Jane Willianis, The Oliio State University; James Powell, Ball State University; Carmen Giebelhaus, University of
Dayton: Roberr Barcikowski, Ohio University: Margaret A. Simpson, Nortlswestern University Medical Schoo!

Thank you for helping make this a special conference!
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Cross-Index to Session Sponsors

Division A: Administration

T.0800.LH / Achieving Achievement. Quality, or Numbers?

T.O800.MA / School Safety. School Violence, and the Law

T.1030.LH / The Superintendency: Ever Present Issues

T.1610.5H / Impact of Personal Dimensions and the Schooling
Process

T.1610.ST / Where Does Authority Reside?

F.G800.1L.H / School Administration in the Next Millennium

F.O800.ST / Leadership Preparation: Two Perspectives

F.1030.WS / Division A Business Meeting

F.1340.ST/ Trends in Principal Preparation

F.1610.MA /Making Sense Out Of The Dissertation Process
and Outeome

5.0800.8T / Issues of Successful Schools

S.1030.AH / A Potpaourri of Trends

Division B: Curriculum Studies

T.1030.AH / Classroom Discourse as an Analytic Resource in
Educational Research

T.1340.MA / Division B Business Meeting

T.1610.LH / Teaching Strategies in Higher Education

F.08C0.AH / Preparing Pre-service Teachers Using a
Multicultured. Learner-Centered Focus

F.1340.BH / Issues and Trends in Mathematics Curricutum and
Instruction

S.0800.CH / Curricular Issues for Diverse Learners

Division C: Learning and Instruction

T.1340.AH / Music and the Brain: Rescarch Linking Music
Study to Academic Achicvement

T.1610.BH / Leaming Processes and Strategies

[F.0800.CH / Blurring the Boundaries: New Ideas in Teaching
and Leamning

F.1030.AH / New Ideas in Teaching and Learning

F.1340.MA / Division C Business Mecting

F.1610.AH / Strategies for Teaching With Cases in Teacher
Education

S.1030.MA /1ssues in Tests and Measurement

Division D: Measurement and Research Methodology

T.0800.BH / Presentation of Various Statistical and
Measurcment Issues

T.0800.CH / Minority Bias and Fairness Issues Related to
Admissions Tests

T.1340.WS / The Design and Anaivsis of the Structure of
Instruments

T.1610.MA / Issues Related of Multiple Regression and
Multivariate Analyses

F.OB00.WS / Sctting and Evaluating Various Types of

Standards
F.1030.SH / Teaching Statistics: A Debate over Goals and
Strategies

F.1340.SH / Division D Business Meeting with INVITED
SPEAKER

F.1610.WS / Validation Issues Related to Various Instruments
and Groups

Division E: Counseling and Human Development

T.1030.CH / Division E Business Meeting

T.1340.1LH / Risks for Females in Adolescence and Midlife

F.1030.LH / Influcnees of Nature and Nurture on Cognitive
Development

S.0800.MA / Special Liducation: Helping Children Le..

Division F: History and Historiography

T.1340.CH / Division F Business Meeting with INVITED
SPEAKER

F.ISTO0.LH 7/ Workshop in Historical Research

Division G: Secial Context of Education

T.0800.ST / Acknowledging Our At-Risk and Ethnically
Diverse Students

F.1030.CH / Division G Business Meeting

F.1340.AH / Examining School Cultures

F.I610.CH / Recognizing Gender/Ethnicity Issucs

Division H: School Evaluation and Program Development

T.0800.SH / Evaluation Methodology and Issues: Session |

T.1030.MA / Division H Business Mecting

F.0800.BH / Evaluation of Voucher Programs and Alternative
Schoal Programs

F.1030.ST / Life in Marianist-Affiliated Schools: A Reader’s
Theatre Presentation

[F.1610.BH / Evaluation Mcthodology and Issues: Session I

S.0800.5H / Evaluation of Educaticnal Programs and Class
Scheduling

Division I: Education in the Professions
1-.1020.MA / Division I Business Meeting
I-.1340.CH / Lducation in the Professions

Division J: Postsccondary Education

T.0800.AH / Division J Business Meeting

T.1340.ST / Effectiveness: Policy, Communication. and Adult
Learners

. 1610.SH / Factors That Affect Academic Performance and
Grade Intlation in Post-sccondary Students

S.1030.L.H / Enhancing Post-secondary Students” Performance

Division K: Teaching and Teacher Education

T.0800.WS / Mentoring Teachers: A Maodel

T.1030.WS / The Challenges of Preparing Pre-service Teachers

T.1340.BH / Issues on Faculty Development

T.1610.AH / Inclusion in Special Education

T.1610.WS / Pre-service Teacher Knowledge

F.0800.MA / Mentoring and Professional Development in
Educational Reform

F.0800.SH / Critical Issues in the Design and Supervision of
Field Experiences

[F.1030.BH / Division K Business Meeting

15.1240.WS / Division K: Invited Pancl

E.1610.ST / Cross Currents in Educational Reform

S.0800.LH / Multicultural Swudies

S.1030.SH / Data Analysis in Teacher Education
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Division K: Teaching and Teacher Education (cont'd)
S.1030.ST / Training of Pre-service Teachers

MWERA

W.I510.AH/ MWERA Association Council and Officers
Orientation

W.2000.SE / Kick-Off Fireside Chat & Social with John Sikula

T.0930.SE / Keynote Address

T.1030.BH / New Member Welcome

T.1030.SH / Follow-up Discussion from the Keynote Address

T.1030.8T / Writing Proposals for Funded Research Projects

T.1200.WP / MWERA Association Council Mceting

T.1340.SH / Building Capacity for Literacy Teaching and

MWERA (cont’d)

T.1610.CH / Mid-Western Educational Rescarcher Editorial
Board Meeting

T.1800.WP / Cracker Barrel Social

F.0930.S5E / MWERA Business Mceting

F.1200.SW / Luncheon Address

F.1340.LH / Follow-up Discussion from the Luncheon Address

F.1510.SE / Roundtables Discussion/Poster Session #2

F.2100.WP / President’s Reception

S.0800.AH/ MWERA Wcbsitec Workshop

S.0800.BH / MWERA-99 Conference Feedback

S.0930.MH / MWERA Presidential Address

$.1030.BH / MWERA 2000 Conference Planning

Learning in Urban Schools

S.1300.SH/ MWERA-99 Board of Dircctors Meeting

T.1510.SE / Roundtable Discussion/Poster Session #1

Accountability
TOSO0.LH. FAOI0.BIL F10I0.MS
Accreditation
T.1510.8E
Achievement
T.O800.LH, T.1340WS. T.16 10.511.
F 103001, F1340.CHL F 161051,
SUR00.CH, SUS00.MA
Action Research
T1030.8T. T.1S10.SE, 150800111,
P 1340.AH, S.1020.1.1
Adaptive Testing
S.O800.CH
Adniinistration
W.ASTO0.AH, T OS00.NA. T.USO0.SH,
TR0, T I610.8T, F.0800.L1,

F.OS00.ST, FP030.WS. S OS00.51, S.O8G08T

Admissions
T.O800.CH, F1610.WS
Adolescence
F.1510.8E, S.0800.5H
Adult Education/Development
T I30.LH, T 1340.5T. 1.1510.5E.
TAGHLILH, FI30.CHL F.ISI0.SE,
F.2100.WP. 5.0800.C11
Affective Education
T.1510.5F, F.1510.5F
Aging
S.0800.C1
Aptitude
T.134OWS
Artifical Intelligence
T.1610.MA
Arts Education
T I30.AH, FAOIOAIL F.1030.0LH
Asian Education
F1390.AH
Assessment
T OSO0.LH. F.OR00.BH, F.OR0O.CHL.
FOS0O0MA. F.OS00.MS. 1. 1510.S1..
FAO10.WS. S.0800.AH

Subject Index

At-Risk Studcnis
T.0800.MA, T.OS00 ST, T 16 10.AH.
TAGIOLLL F.OSOG.BI, FA0300LH,
S O800.CH
Attitude
T I340WS, T ISI0.SE. T.1610.\Fl.
FAMOAM. F 1610511
Attribution
FA610.51
Business Education
T 1200.WP, T 1610.C1L F.0030.8E
S 1300.5M
Case Studies
TUSIOSE FASI0AIL 11510 SE,
FA610AH
Certification/Licensure
T.U800.S, F.1340.WS. 5 1030.1.1
Child Developrnent
T SI0.SE, F1030.AH, F.1030.0.11
Classroom Management
TIS10.5E
Classroom Research
T 340.8H, F.1340.811
Cognition
F1030.111
Cognitive Processes/Development
T A3H0AH, TA6IOBH, F.2100.WP,
S.1030.MA
Collaboration
TO800.WS, T.1 340,811, T.1510.5F,
T1610.LH. F.OS00.MA, F.1030.AIL,

FA240.8T, F.1610.8T, $.0800.CH. S.O800.8T

Comparative Educaticn
FA3MO.ATL S.0800.AH, S.0800.1.11
Computer Applications
T.I610.MA, F.1030.51
Computerized Testing
FA610.WS
Computers and Learning
T.A510.SE, T.1610.001
Conceptual Change
11310.SE 8.1030.85T

Constructivism
F.OS00.CH, I 1510.51
Continuing Education
F.1340.0H
Cooperative Learning
TA610.LH, FOSOO0.BH. I 1030.AH
Counseling
TA030.CH. T. 1340111 1. 1510.5E.,
S 0930 MH
Critical Thinking
TASIOSE, 1. 1340.CH
Cross-Cultural Studics
TASHOSE, FORO0AH. I 1030.A1,
FA610AH. S.0500.0.1
Curriculum
TARA0MA, TASI0SE 11610111,
FOSOOLH, F1340.BH. 1 15101,
S.OR00.CH. S.0800.511
Data Analysis
T.US00.8H. T 0S00.51, T.OS00.ST,
11610.MA.F.1610.MA
Deciston Making
FA340.CH, FA6I0AN. F.1610.ST.
S1030.AH
Differential Item Functioning
T ISIOSE
Dimensionality
S.0800.A11
Dropouts
T.1610.5H
Early Childhood
FAO30AH, 1151051,
Economics of Education
T 00 LH. T 1610.8T
Educational Policy
TOR00.L11, T.0800.MA, T.OS00.SH.
TA200.WP, T.1 08T, T1610.C11L
FUR00.BH, F.0Y30.8E, F.1610.81,
S.1300.51
Educational Reform
TAO030.SH, T.1340.811. T.1S 15T,
TAGIOLIL T.1610.ST, T1610.WY,

F.O800.8B1, F.OR00WS, FAI340.ATL
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Educational Reform (cont'd)
F.I340.8BH., F.1340.CH, F.1340.5T,
F.1610.5T. 5.0800.5T, 5.0930.MH,
S 1U30.AH

Elementary Schools
T1610 AH

Equity
T.1610.8T. S.0800 111

Ethnicity
T.O800.8T, F.1610.WS, S.0800.1 7

Evaluation
T.OR00.SH. T.1030.MA, T.1340.B1H,
T USI0.SE FOROO.BH, F.1340.CH,
F.1610.BH, $.0800.4H. S.0800.BH.
S.1030.811

Experimental Design
T.O800.BH, T.1SIO.SE. T.1610.MA

Factor Analysis
T.1340WS, T.1610.MA, 5.0800.AH.
$.1030.MA

Faculty Development
T.1340 BHH

Family/Home Education
S.0800.MA

Finance
TAOIOLH. T.1030.51. 1.1610.5T

Gender Studies
FA610.AH

Gifted Education
S.0800.CH

Governance
T.1030.811, T.1610.5T

High Schools
TA340.0H

Hispanic Education
T.USO0.ST, FF.1510.SE. S.0800.8T

History
TA340.CH, F.I5101H

Individual Differences
T1610.BH, S.0800.CH, 8.1030.MA7

Information Processing
T.1030.BH. TIS10.8E, T.1610.RH,
S.1030.CH

Instructional Practices
T.1340.BH, T.I510.SE, F.1030.5H,
FASI0.AH, FASIOSE S 0800 L1

Instructional Technology
TASI0.SE T.1610.B3H. S I030.CH

Intelligence
$.1030.MA

International Education/Studics
FA340.BI1 F.1510.SE

Item Response Theory (IRT)
T.1030.WS

Language
Comprehension/Development
T.I610.MA, S.1030.MA

Language Processes
T.1030.A1. S.1030.A83

Law/Legal
T.O800.A8A

Leadership
T.0800.8H, T.1030.0.H. T.1610.SH,
F.O800.BH, I .0R00.1.H. F OR00 ST,
F.1340.5T. S.0S00.ST, $.1030.A11

Learning Environments
T.0800.ST. T.1340.8T, F.1030.L11,
F.I030.5T, F.15]10.8F

Learning Processes/Strategies
T.ISI0.SE. T.1610.B1H. F.1340.MA,
FASI0.SE

Literacy
TISI0SE, 5.1030 ST

Literature
S1030.ST

Mainstreaming
T.1610.AH

Mathematics Education
V1610181, F 1 340.8H. F.1510.51..
S 1030.8T

Measurement
TOSO0BH, T.1340WS, T.1610.AH,
FOSUO.WS. F.I340.5H

Media
F 340811

Memory
T.1610.8H

Mentoring
T.0800.WS, T.1510.SE, F.OS00.3A

Meta-Analysis
FAB10.WS

Metacognition
F.I510.SE

Midd!le Schools
FAMOAH, F.1610.81

Minorities
FASIO.SE. S.0800.LH

Moral Education/Development
TISI0SE, F.1610.81

Motivation
T.0800.LH, T.1510.5E. T.1610.B11,
TU6I0WS, FJO0.AH, FF1510.SE,
FI610.SH. F.1610.ST

Museum Education
F1030.AH

Organization Theory/Change
W.ISI0AH. T.OS00LH, F.13H0.AH.
FMO.CH, S.0800.5T. 5.1030.A11

Peer Interaction/Friendship
S.0800.ST

Performance Assessment
T1030.WS. T.ISI0.SE, F.OSO1,
F.OSODMA, F.13H0WS

Philosophy
F.1030.AH

Physical Education
S.0800.SH

Planning
TA030.CH, T 1030.LH. T.{ 3-40.CH,
FASHOMA, TASIOSE T.1610.MA.
FOSO0AH, F1030.CH, F1030.MA,
FA030WS, F. 1 340MA, FI030.BH

Postsecondary Education
F.U800.AH, F.O800.LH. F.0800.5T.
FAO0AH, F.1 SE FA1610AIL
F.I610.8H. S 1030.LH

Principals
T.1610.8H, F.OS00.LH, F.0800.8T.
FA30.8T

Private Education
TA0LIL FA00.8T

Problem Solving
T.0800.SH, T.1340WS, F.1310.AH.
F.A510.SE, S.1030.AH. S 103014
Professional Development
T.1340.BH. T.16/0.LH, F.0800.MA.
F.1030.MA. F.1340.ST, F.1510.SE,
S.0800.8T, S.1030.8T
Program Evaluation
T.1030.L41, T.1030.MA, T.1510.5E,
FO800.SH, S.0800.SH
Psychiometrics
T.13HO0WS
Qualitative Research
T1030.AH. T1SIOSE, T.1610.R1.
F O30 ST, F 30N FASIOLIL
SO800.AH
Race
F.1510.81
Reading
TASIOSE TAGI0.AIL F1030.LH,
FASIOSE
Research Methodology
T.OR00.BH, T 1030.AH, T.1510.SE.
FA340.SH. FASIOLH, F.16]0.MA
Regearch Utilizations
T1340.AIL S.0800.811. S.1030.811
Restructuring
T.1610.8T. F.0800.L11
Rural Education
T.0800.ST, F.1S10.8F, S.0800.87
School/Teacher Effectivencss
W.2000.8E, T.0930.SE, T.1510.5E,
T1610.WS, F.OSNLBH, F.O800W'S,
F.I510.5E
Science Education
F.1610.AH. S.1020.8T
Self-Concept
TAS10.SE. T.1610.8H, F.1510.SE
Social Context
T.O800.ST. T.1610.5H, T.1800.WP.
FLI030.CH, F.1340.AH, $.0800.CH.
S.0800.MA
Social Processes/Development
S.0800.511
Social Studies Education
F.16l0.5H
Sociology
T.0030.81, T.1300 WP
Special Education
T.0800.BH, T.1610.AH. F.1510.5E,
$.0800.MA
Staff Development
T.1510.5E
Standard Setting
FLOSO0.WS. F.1340 i
Statistics
LUSOOBH, T.1610.MA, I 1030.5H,
FI610.WS
Stress/Coping
T 10308
Student Behavior/Attitude
T.0800.8T, T.1340.BH. T.1510.SE.
TI6I0.SH. F.ASIOSE FAGI0.ALL
F.I610.SH, S1036.L11
Student Cognition
F1610.A1
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Student Kniowledge
FOSO0MA, F.ISI0.SE

Student Teaching

T.1030.WS, F.OSO0SE F.1510.SE.

S.OS00.L.H, 5.1030.8T
Supervision

T.OS00.LH, T.1340.8H, 5.0800.1.H
Survey Research

FA0AH. FA6I0.SH

Teacher Assessment
T I030WS, §.1030.8T

Teacher Characteristics

T.OR00.ST, T.I030.WS, T I1340WS, 1510 Sk
Teacher Cognition

TASIOSE TS IOWS. FISIOSE F1010.ST

Teacher Education/Development
TOS00.BH, T.1030.WS, T.1 3-40.311,
TUSIOSE TA6I0AH, T1610.1H,
TAGI0.WS. F.OS00.AH, F.0800.CH.
F0SO0.MA. F.OS00.SH, F.1200.5W,

Adair, Donna L. F.0800.MA

Ahern, Kathryn A.. s./030.87

Akindes, Simon A.. F.0800.AH

Al-Khatab. Anisa. 7./5/0.SE

Alghalib, Saddiga J. r./340.811

Al-suleimani, Homaira. r./6/0.5¢

Alyounes, Younes. r.oson.5if

Amidon, Sue, 10800.WS, I 0800.MA.
S1030.5T

Antal, Judit, r.os00.BH

Anunike, Emmanuel, 7./30.57

Aquila, Frank. 7.0s00.ws

Astroth, Kim. 7.1610.314

Bae, Eul-Kyoo. F.1340.c11

Bainer Jenkins, Deborah L. w./510.401.
THO0. B, T 120082 T 1611 CH

Bakken, Linda. 7./020.¢11. T.1340.1 1.
TASI0.8SE, F1030.L3

Barcikowski, Robert, w./s10.4H,
TO800.B1. T.1610.5MA. F. 1030 SI.
F.A610.SH, S.1200.511

Bardas, David. 7./5/0.851

Basturk, Ramazan. 1.0s00.C11

Batson, Dr. Ted. 7 1610111

Batt, Steve. 7.0800.51

Bauer, William L 7.7.4c.004 1101011
T 1340.AH

Becker, Ruth. rosoo.an

Bendixen-Noe, Mary, w./si0.A11
TAO30.8H, T 12008 P, 1.1610.CIF.
FORO0.AMA. S 1300.541

Bennett, Patricia. #-.1010.51

Bentley, Carole L., 7./610.A11. 8 1030 51
Bercik. Janet T. r.os00.511

Berman, Greg, 7/610.WS

Bess, Simone W.. 1 ioiuws
Bhojwani, Shalu. 7:6500.M4
Bohannon, Rhonda, 7./a10.511

Teacher Education/Development
FIMO.LH. F 1340.WS, F.1510.SE.
FI610.AH. F1610.ST. FIO30.BH,
S.0800.AH. $.0800.CH. S.0800.1H.

S 1030.8T

Teacher Knowledge
TA610.AH. T.1610.WS. F.1510.SE.
F.I610.AH. S.0800.AH

Teacher Research
W.2000.SF, T.0930.SE, T.1030.SH,
TISIOSE, T.1610.%'S
Teaching Context
T I340BH, T IS10.SE, F.1200.5W,
FAMOLIL FA310.8E
Technology
T.0800.LH, T 1SI0.SE. T.1610.B1.
TI610.LH, F.O800.LI. .1 510.5E,
S 1030.CH, 8. 1030.L.H

Test Theory/Development
TA3OWS. FI6]0.MS

Participant Index

Bowdeuris. Dr. George J.. 1.{030.L11
Bowen, Mack, £./510.8E

Bowman, Connie L. w.75/0.41.
T.1200,WP. T.16]0.AH, F.O800.MA.
S.0800.MA

Boyd, Donald A.. r./5/0.8E

Boyd, Reberta. 1. /510.51

Brady. Peter J.. £ 1610511

Bresden, Janet. . /030.AH

Broadway, Franeis. £./5/0.5E

Brock, Barbara L. 7./0/0.5H. 5. 1030.AH1
Brown, Abbie. 7./610 WS

Brookhart, Susan. 7./40WSs, 1.1610.8H
Bruce, Carolyn, 7.1610.AH

Brunn, Michael. T.0500.5T. 5.0800.5T
Brutien, Sheila. s./030.MA

Bryk, Tony. 7.1.340.511

Buckendahl, Chad W., r.1670.811
Bugaj, Albert M. 115/0.5E
Bukowski, Bruce, s o&0.5H
Burroughs, Melissa A.. 7./030.1.H
Campbell, Christina. 7./510.5t

Campbell, Cynthia. .0800.C11. F.1340.8A.

SA030.MA
Campbell, Mary. 7 10:0.ws
Campoy, Renee W., 1.1510.5E
Cavins, Bryan. r.0s00.811
Chaffin, Greg, 7./340.0.11
Chang, Ni. s.;030.LH
Chappell, Cathryn A. F.7340.011
Chen, Jing. T.0800.Cli
Chester, Cher. 7./340.%5
Chiang, Linda H. s.0800.M4
Clark, Dawn. 7./340.Cl1
Clinkenbeard, Pamela R.. 7:/5/0.5¢
Cochran, Keith. 7161041
Coco, Clare, #.1510.5F

Testing
T.O800.LH, T.1340WS, F.0800.WS,
S1030.LH
Textbooks
F 0811
Urban Education
T.0800.5T, T.1340.5H, FF.0800.BH,
F.I340.8T
Validity/Reliability
F.OROOWS, FAGIOBH. F.1610.WS,
S.0800.AH, S.1030.MA

Women's Issues
T 1340.LH. FA6IDAIL F 16 10.B
Work
T.1510.81
Writing
T1030.5T. T.1610.Cl, F.I1SI0.5E,
I 1610.MA

Cody, Tom. T.OSU0AH. F.OS00.AI,
FASI0.SE, F.1610.5H

Coleman, Marta J. £.0800.Ws. S0800.1.H

Collier, Sunya T.. 71510 SE

Collins, Burion. $.0800.1.H

Colweli, Brad, 7.0800.41A

Cook, Perry A. T.i6/0.WS

Coshy, Reva. F.1510.5E

Coutts, John D, r.os00.LH

Covrig, Duane, r.0500.L11

Cowen, Lynn M., F./5/0.SE

Cross, Larry F. 7./340.8H. S.0800.L11

Cruickshank, Donald R.. £./200.5w.
F.340.LH

Cruz, Josue, 7.16/0.CH

Cummings, Katharine. 7 /oi0.4s

D*Costa, Ayres, T.0800.CH. F.1340.5H

Daly, John, 115105

Dassier, J-Louis P, s.0800.511

Delaney-Barmann, Gloria A.. 7.0800.5T

DeLuca, Barbara M., ros00.1.H

DeMoulin, Donal. 7./6010.AH

Dillon, Ronna F.. $./030.414

Dimitrov, Dimiter M., r.0800.311

Dretzke, Beverly J.. 7./610.8H. F.1030.5H

Duell, Orpha K.. w./51041, T.1200.WP,
T.1510.SE, $.0800.CH

Duncan, John C.. T./6/0.MA
Echols, Celina, F./030.CH, F.1340.A1
Edinger, Marlea, .1020.A11
Edwards, Audrey. T./030.WS
Enyart, Susan E. 7.1610.0.1

Epps, Virginia, F.os00.5H4

Ertmer, Peg A, 5.1030.L.H
Estabrook, Robert S.. r.os00.57
Fager, Jennifer J. /030§
Fahoome, Gail, T./1030.W5
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Fast, Gerald R.. s osvo 111

Feldmann, Douglas, 7.1600111 F.151051.
Ferreira, Maria M. #7040 A S0s00.0.11
Fiester, Herb. 7161018

Fleming, Louise. 7./340.C 11, IF 6500 M4,
FASIOLI

fraas, John vosoosir 1o s,
S.0800 81

Fraser, Dr. Jennifer. s./0:0 11

Freiberg, Melissa R.. - os00 i1

Galvez-Martin, Maria Elena. 1 /030w,
FI030 Bl

Ganser, Tom. 1./510.8E, 11200 WP,
FAOSO0MA, 1 .OS00.ST

Geer, Cynthia H.. 7 o500 111

Gerasolo, Britt, 7./5/0.5¢

Gerig, Laura R.. 5.0500.314

Giebelhaus, Carmen. W.i5/0.4/1
T.AS0MWS, 1. 12000 P, F.0S00.M A,
FAOYIUSE, F.13H0BH. 1134005
S 1030.8H

Giraud, Gerald. r.1a10.81

Glaney, Marian. +.oso0.s1

Glenn, Eddie L. 7151058

Gocemen, Gulsah, + 1610.511

Green, Timothy D. r.ra10.w

Greenberg, Sharon. 11540 511

Greer, Rodney J.. rosoo Al Fsiosr,
S 10304 H

Gregory, Dana. 1./5/0 51

Griles, Casey. 7161005

Griswold, Philip. r.oso0.50. 1 1010811,
SO800.8T

Gwynne, Julia. 7./:340 511

Hankes, Judith, S.oso00.0.11

Hardy, james. /080001

Harris, Ben, 7./510.52%

Hecht, Jeffrey B.. W.1sto.1, Tosoo.pil,
TAOIOBIL T A200WP, T 1610811,
F 12005\, F.OVIOSEL S.OS00.A1,
NOYIOALI S 1300 51

Herrelko, Janet., 17240001
Herrera-Byrne, Raguel sosoo i
Hill, Thomas V. r./340.CH

Hinrichs, Brian R.. 7080031
Hinton., Samuel. 7/570.8E

Hoewsichi. Alison K.. 51020 51
Hofmann, Rich. 7.0s60.0.11

Hwang, Young Suk. 1./5101

Huck. Schuyler W.. ¢+ 103051
Hughes, William. s.osoo sr

Ilg, Timothy J. 11610.57

Impara, James C.. FoSoo.ws, r. lo10.RI1
Irwin, Patrick M. r.0s00.Ws, 1 1610 Bl
Isenhour, Thomas. 77610811

Islam, Chhandra. 7./510.5F

Jacob, Brian, 114054

Jason, Martin H,, 71610 si

Jeffrey, Tahma Rowe. 1 151057
Johnson, Donne. 7.7570.51

Johnson, EKzabeth Jean, 7.1540.811,
1161005, S osoo.LH

Johnson, Elizabeth, 7./300.c1 11510 11

Johnson, Lisa, r./510.5t

Johnson, Stephanie A.. sosoo.s1

Jones, Annette. s./030.511

Jones, Bruce W.. r.13550.5%

Kallio, Brenda. +oso0.s11

Karle-Weiss, Adria. 7./200.v0, 11510.51.

Keating, Thomas M., 7./ 340.811

Kelly, Bonnie, r.1510.51

Kelly, Jetfrey. r1o010.4s

Kerbow, David. 7.1340.511

Kiewra, Ken. riot0.¢11

Kilgore, Jenny A.. r.os00.0.11

Kim, Jong-Pil. r.i610.Ws

Klecker, Beverly M. w./sioan.
FOSO0.WS, 1151081

Kline, Charles E.. 7101081

Knapp, Thomas, 11030511 F.1610.8s

Koll, Patricia J.. Sosoo.cn

Kowalski, Theodare J.. .osv0.a14.
FAHOST, [ 1510.SE FA010.ALT

Kramer, Gene A.. W./310AH. T 103081,
TA200.WP, T340 WS, T.1610.C11.
FAMOSH, F1616WS

Kruse, Sharon, r.osuo.r

Kuthy-Saenger, Lourdes. 7.0500.51

LaPointe, Nancy, s.oso0.¢H

Larkin, Kevin C.. T.0s00.¢1t

Laut, John T.. 7 /5/0.5¢

Laux. John M.. 1161081

Lavelle, Ellen. 1030411

Lee, Kari J. rioiorn

Lee, Yo-An, rj030.a1

Leitner, Dennis W.. 7.7510.80 1 joso.sil,
F610WS

Lesser. Deb. § o0 511

LeTendre, Brenda. /5105t

Levin, Joel. ¢ 1030.511

Lind, Kathryn. r /24008

Lindsey-North, Jill L. + ;o081

Lipka, Richard P. w.ssioan, 1.1200.wp
FASIOSE

Leadman, William, r.osou.pi1. 11510 Sk

Ludwig, Robert . r.os00.1.4

Lyons, Carol. 7.1440.511

MakKinster, James G.. 7.1340.811

Malone, Bobby. rosoo 1. 1 1510.5r,
TA61G.8T

Manges, Charles D.. r.oso.ii

Mansficld, Eric A.. 17101051

Marchant, Greg, W./5/0.A1L 1.1 340.0H1

Marcus, Cheryl. r1510.51

Martin, Barbara. 1124057

Martin, Kaye M.. 1 16/0.51

Martin, Linda M.. 1155085

Mascazine, John R.. 7141080

Mason, Lynn, r. /030 111

Matezynski, Thomas J.. 1 1240 57

May, Judith Jackson. r.oswi i,
F.OS00.MA, S.0800.C1

McAllister, Peter A.. 727340411

McCann, Wendy Sherman, 1./030.A1¢

MecCarty, Donald J. 8701041

MecClain, Margy. Iosoo.s1

McClain-Ruelie, Leslie, 7.75/0.81-

McCluskey, James, W./510.A1L 7.1 340WS,
FAS10.51

MeCown, Rick, 72751051

MeDougle, Kenny. 7703008

Mercer, Mariangie R, r.1610.011

Mertler, Craig A. T /1610.MA S 104051

Messmer, Karen L. 7 12400101

Metealf, Kim, w./s/0.AH. T 1020.811,
TUGI0.CH, F.OS00.B11, F.G930.81,
SA030.8H, S.1200.5H

Meyers-Tate, Cassandra J.. 1 /0 811
S 1030.01A

Michel, Francine, 7 7030 11

Miller, Joyce C.. F.1o30.MA. F.1340.011,
FA6io.clf

Molinari, Susan. T.0800.w'S

Monroe, Connie J.S.. F.740.411

Montalvo, Gregory P. 1./300 5 1.
F.1010.51

Montgomery, Staci M., 7./570.51.

Moore, Nancy Vajtash. 1. /0041,
F 134081

Morgan, Ronald R, rosvo.cn. Fooso g,
1340811

Morrow, Linda I5.. +. 101081

Mutler, Patricia. rosoo.si

Munke, Peggy. 7 0s00.81

Murphy, Patricia, roso ws

Mutua, Kaegendo. 7.0s60.511

Nay, Frederick W.. 1.1510.51 1.1610.011

Naylor, Sharon. 70800414

Necessary, James, +./5/10.5E

New, Clara A. F.osoo.AllL S osou L

Newman, Carole, W./ 510011 T o8008,
FA2000P, FI030.8T Flolo ST

Newman, Isadore. 70500814, 71030 3 A,
TASIOSE. T.1610.CH, F.OS00.BH.
F1610.B11

Nichelson, John. i os00.M15. F. 134088

Nicholls, David. r.osvo.r11

Nichels, Joe D.. 11340411

Nvirenda, Suzgo. +.10:0.Al

O'Connor, C. Richele. 7.1.440.1.
TASIOSE. FA40.CH

O*Neill, Thomas R.. 1 1340.¢1

Obiekwe, Jerry C.. s.1030.81

Ogunnaike, QOluyomi A.. 1. 1030.414

Oliver, Brad. 7:/340.MA, F. 13401311,
S.0800.CH

Olsen, Dwayue, r.0800.AH

Omar, Md Hafidz. r.ior0ws

Padula, Daniella. + osoo. 511

Parish, Joycelyn G. r.o800.87, 1.1510.81,

40

Mud-Western Fducational Researcher

Yolume 120 No. 3, Suimmer [999




Parish, Thomas S.. w./510.441, T.0800.57,
TUO30.BH, T 12008 P, T3 10.SF,
TUSUO. WP, F.0930.5E, 120050
FASIOSE F.2100.8P, S.0930.MI1,
S.1300.51

Partridge, Cynthia. rosuo.c

Pauken, Patrick D.. 70800310, 1 oS00 Lit

Paulson, Sharon L. w.rsro. At 7.1200.17,
S.O800.MA

Penick-Parks, Marguerite, 1751651

Perkins, Kyle. 7./610.414, 5. 030,014

Petersen, George J.. 1 100w

Peterson, Karen M., s.oso0.001

Peterson, Sarah E. 1./510.5E 1 1610811,
F.1030.AH

Petropoulos, William Z. #. /20511

Phunlapthawee, Kanda, 7 120u7,
FO800. WS

Picker, Deborah. Fis10.sk

Pierce, Jean W W.r510.AH. 1.1030.811.
T2 P, FO930.SE, FASIOSE

Pinnell, Gay Su. 7102087 1 130 811

Pittman, Kim M., +./5/0.51

Place, A. William. 7/030.0.11. 1. 1200 1,
FAROCH. F 134081 P15 10.ST

Plake, Barbara S., r.oso0.Ws, 1. 1610.5H

Plog. Michael B. r.os00.511

Pohlmann, John T.. 7.1610.814. S. 100,417

Pomplun, Mark. + /510,45

Pourdavood, Roland G.. r.s510.51

Powell, Barbara M. r.1610.81

Powell, James, W./510.A14. 1. 1030.811.
T 2008 T S10.5E, T.A6 1L LH.
F.OU30.8E, 171240811, S.0800.C 1,

S 1300.58H

Price, Jay R w.isioan. w1200,
TASI08E. T 0610.WS, F.I010.ST
Pritchett, Duncan “Pat™. r./3m.81
Quigney, Theresa A.. F.osuusT
Quilter, Shawn M. 7./340w0°5
Rahman, Mohammed A. r.0sm.51
Raisch, Chad D.. 7.0s00.87
Raisch, C. Daniel. 7./610.857
Ramanathan, Hema. 7.0800.511,

TAU30WS, TA610.WS, S.0800.1.11.
S. 1630811
Rapp, Dara. 7 osoo.57
Reale, Thomas G.. 7./6/0.57
Reineke, James W, 7.1a10.811. 1 0so0.CH,
F O30 T 340.MA
Richtig, Rena E.. r.osoo.sr
Rickman, Jacqueline, /57044,
T SI0.SE, F.ASI0.SE, S.1030.1.11
Ridenour, Carolyn S., W.7550.410.
TA200.WP, F.1030.5T
Riggs, Dr. Ernestine. 7:/310.111
Rogers, Bruce, W./510.A1L 7.1200 W7,
TAHOWS, FOSOMWS
Romanowski, Michael H.. /510 5¢
Ross, Panla, 7.0s00.18
Rossiter, Marsha. S.osoo.cn
Rothenberg, Lori F.. / juiows

Rothlisberg, Barbara A.. 5.0800.5:4

Rotou, Qurania, F./340811

Rourke, Cheri, 7oso0. 15

Runyan, Charles K.. 7. 100 ws. s 1020 57

Sage, Sara. 1. /151051

Sagehorn, Alice. s.1030.57

Salazar-Valentine, Marcia. » s 11

Salzman, James A, W.1510.001 T.OS00 WS,
1161001, FIO0.B1. S. 103010

Sanders. Eugene T, Fosoositi, r.osovin

Sanders, Jean, 1755051

Saunders, Nancy G.. 7.1010.A/1.
PA0MA, FI6IOLIL F.osca A1

Schaffer, Amy. s./030.511

Schoelein, James, 7.0s00 $7

Schommer, Mariene, w./510.411,
1.1510.SE. 5.0800.CH

Scott, Rose M. s 1030501

Scllers, Patricia A.. S.1o20.87

Serafin, Ana G.. 7.1:40.811

Shamakian, Laurel /. /57081

Sharp, William L.. 7080004, 121030 14,
TA6I0.ST, FOSUOST. F 1610 MA.
SAU0.AH

Shavw, Mrs. Pauline. 7./550.51

Sheehan-Holt, Janet. 7 /5/0.51. }. 134054

Sheridan, Marcen E.. 7./340.811

Sherlock, Wallace. r.to10.¢ it

Sikula, John. w. 200651 170v30.81.,
T.1030.511

Simpson, Margaret A. (/57044

TA200WP, | ASTOSE 110105,
S 1300.5H

Skar, Christine C.. 1. /030.0.H

Slavkin, Michael L. v.1oi0v.5 610,011

Smalley, Carla Jo. 1030114

Smith, Bashiel H. 7 /57051

Smith, June E.. Fosoows

Smith, M. Cecil. 1151051

Smith, Page A.. s.100.41

Smith, Riclrard M., W.rs10.84. T.1030.811,
A0, A6 CHL T 103000

Snider, Jennifer. v./510.5k

Snodgrass, Donna. 1./n10.411

Snowman, Jack. r./5t0.50

Somers, Cheryl L.. s.os00.817

Sommers, Norman L. 7./0201 11

Sparapani, Ervin E. 7.1a10.501. 5. 1030 MA

Sparks, Rozanne, 7./030.W%

Sparrow, Kathleen, /751055, s.uso0 51

Spies, Rob. r.1o10.61

Stacey. Nicole M., 7.1340111

Stein, Mary. 7. /030 ws

Stepich, Don. s./o20r.11

Stevens, Mark. 77030011

Stinson, Annc D.. 7 .oso0.S1L 1 1610011
S.0800.8H

Stone, Kathy. r.1030.40

Strand, Kenneth L. 7. 760/0.01y

Strand, Teresa, W.15i0.41

Sudzina, Mary, W./5/0.40, 1120080,
FASIOSE F 101041

Sumner, Karen. 7./5/05r

Supley, Michael L. rosooss, 1.1030.011,
FOSO0LIL FI610.MA

Svec, Lawrence V.. FI5/vsi:

Sweeney, Jim. r.oxo0.s11

Tait, Polly. 7:1350.0.11

Thayer, Jacki, #.1.340.811

Themas, Anne Marie, 7./5/0.8E,
10800 BH, FA340.01

Thormpson, Jr., Jay C. 1./510.5¢.
T 1610.LH, $.0800.5T

Timm, Joan 8., r.157081:

Toellner, Sharon, 7./570.5k

Torbert-Richardson, Ernescia M..
FASISE

Trenta, Louis S.. 70500511

Tromsky, Donna. r.16/0.5H

Turk, Kerri L.. s osoo.sT

Turk, Randall L.. r.1340.87. 1161034,
SJOSGOST, S AUSUAH

Valente, Sharon, 1.0x00.51. F. 102051,
FA610.BI

Vinevard, George M.. $./050.A14

Wacechter. Donna, 11610 BH

Wallace, Steve. r.o200.CH

Walter, James K. 708000108, T.1030.011,
TAOI0.SH, 11030 WS, I, 16]0.MA

Wang, Aimin. 7./340.810 F.1610.C1

Weis, Glenna M.. r./510.51

Weiss, Barry rosow.Si

Wham, Mary Ann. W./SI0.0H, T.0S00.57.,
TAOIBH. 1120087, F1030.CH

Wheatley, Karl F.. 71010058, F.1610 ST

Wichman-Warner, Amy. soson.Clt

Wigle, Stanley E.. 11610411

Wilcox, Daryl J. r.7010.411

Wilkins-Canter, Elizabeth A. 7./030.0s,
FI610.8T

Williams, Bonnie. 7.0s00.vs

Williams, E. Jane. ./57/0.401. W.2000.5F.,
T0930.8E, T030.BH. 1.1 20001,
FO0930.8E, S.0800.8H. 5.1030.CH

Williams, James A.. r.71240.8T
Wingren, Rebecca L. 7. 16/0.8H
Wohler, Therese J.. 1030111
Wuelfing, Margaret A, 7 /510851
Yang, Yongwei. 7./5/0.5k
Ylimaki, Rose, 7./5/0.51

Young, Alice. 7./0:0.408

Young, Ned D.. 1./340.57. 1 0soo 311
Zachariah, Sajit. 1.0s00.1.H
Zakel, Lori. 7124087
Zazelenchuk, Todd. 7./010m8
Zbikowski, John M.. r.osvo.st
Zhang, Yanling. r.inius1

Zhu, Weimo. 7./0:0.W8

Volume 12, No 30 Swmmer [90Y

Mid-Western Edwcationial Researcher

470
J.C.u

41

BEST COPY AVAILABLE




Address Directory of Participants

Adair, Donna L. dladair@juno.com

Georgia State University, 1001 Garden View Drive #1042, Atlanta, GA.
0319

Ahern, Kathryn A

Indsana University - Purduc Unive'vy Fort Wayne
Akindes, Simon A.

University of Wisconsin - Parkside
Al)-Khatab, Anisa

Eastern Kentucky University, 406 Combs Classronm. Richmond, KY.
40475-3111

Alghalib, Saddiga J saddiga@siu.edu
Southern Illinois University at Carbondate, P. O. Box 2163, Carbondale, IL.,
62902

Al-suleimani, Humaira
Ohio University, Athens, OH

Alyounes, Younes,
Ohio University, Athens, OH, 45701

Amidon, Sue sramidon@aol.com
Wright State University, Department of Educational Leadership, Mitlett Hall,
3640 Colonel Glenn Hwy, Dayton, OH. 45435-0001

Antal, Judit antal. 4@postbox.acs.ohio-state.edu
The Ohio State University, 310 Ramseyer Hall. 29 West Woodrulf Ave..
Columbus, Ohio, 43210

Anunike, Emmanuel
Ohio Department of Development

Aquila, Frank
Cleveland State University. Clevelund. OH

Astroth, Kim
IHlinois State University. Department of Ed Admin & foundations, Normal,
IL. 61790

Bae, Eul-Kyoo bae.25@popservice.ohio-state.edu
The Ohio State University, 310 Ramseyer Hall. 29 West Woodruff Ave..
Columbus, Ohio, 43210

Bainrer Jenkins, Deborah L. buiner.{ @osu.edu
The Chio State University - Mansfield, 1680 University Drive, Mansfield,
OH, 44906

Bakken, Linda bakken@wsuhub.uc. twsi.edu
Wichita State University. ACES Box 123, Wichita. KS. 67260-0123

Barcikowski, Robert S. barcikow@oak.cuts.ohiou.edu
Ohio University, 322B McCracken Hall, Athens, OH. 45701

Bardas, David
Carmel High School

Bast' ck, Ramazan
The Ohio State Universit:. .15 Ramseyer Hall. 29 W. Woodruff Avenue,
Columbus, OH, 43210

Batson, Ted thatson@ indwes.edu
Indiana Wesleyan University, 4301 S. Washington, Marion, IN, 46953

Batt, Steve
Wichita Public Schools, Wichita, KS. 67220

Bauer, William 1. whauer@bsu.edu
Ball State University, Scheol of Music/College of Fine Arts, Muncie, IN,
47306

Becker, Ruth
University of Wisconsin - Parkside

Bendixen-Noe, Mary hendixen-noe. | @osu.edu
The Ohio State University - Newark, 12384 Wouodsfield Circle, Pickerington,
OH, 43147

Bennett, Patricia
East Muskingum Middle School

Bentley, Carole L. ligon@ ix.netcom.com
Chicago State University, 9211 S. Halsted St.. Chicago. IL. 60620

Bercik, Janet T j-bercik@neii.edu
Northeastern Hlinois University. 1521 Lake Ave., Whiting, IN, 46394-1138

Berman, Greg
Indiana University

Bess, Simone W. besss@nku.edu
Northern Kentucky University, Department of Technology. Nunn Drive,
Highland Heights, KY, 41099

Bhojwani, Shaiu
Bowling Green State University, 509 Education Building, Bowling Green,
OH, 43403-0250

Bohannon, Rhonda TAMS _rb@SWOCA.OHIO.gov
Miami University, 350 McGutfey Hall, Department of Educational
Leadership. Oxford, OH, 45056

Bowdouris, Dr. George J. geargej. @stratos.net
Ashland University, University Center-LCCC, 1005 N. Abbe Rd.. Elyria,
Ohio, 44035

Bowen, Mack
Hllinois State University

Bowman, Connie L. bowman@udayton.edu
University of Dayton, University of Dayton, Department of Teacher
Education, Dayton, OH. 45469-0525

Boyd, Denald A.
Arkansas Special Education Resource Center. 1405 No. Pierce, Suite 101,
Littte Rock, AR, 72207

Boyd, Roberta
Wright State University

Brady, Peter J. bradvp@clark.cc.oh.us
Clark State Community College. PO Box 570. Springfield, OH. 45501

Breault, Rick A. breault @fucstaff.uindv.edu
University of Indianapolis, 1400 E. Hanna Avenue, Indianapolis. IN 46227-
3697

Bresden, Janet

Loyola University Chicago

Broadway, Francis
The University of Akron

Brock, Barbara L. bbrock@creighton.edu
Creighton University, 2500 California Plaza, Omaha, NE, 68178

Brown, Abbie
Indiana University

Brookhart, Susan brookhart@dug.edu
Duquesne University, 102 North [8th Street, Wheeling, WV, 26003

Brooks, Gordon gordo_b@ameritech.net
Ameritech, 601 Courtland Lane, Pickerington, OH, 43147

Bruce, Carolyn
Rowland Elementary School

Brunn, Michael Michael _Brunn@ccemailwin.edu
Western Hlinois University, 302 N. Sherman Avenue, Macomb, IL, 61455

Brutten, Sheila
Southern Ilinois University

Bryk,Tony brvk@consortivin-chicago.org
Center for School Improvement. University of Chicago. 1313 E. 60th Street,
Chicago. 1i., U637

Buckendah), Chad W. cbuck@navix.net
University of Nebraska - Lincoln. 151 Bancroft Hall, University of
Nebraska, Lincoln, NE, 68588

Bugaj, Albert M. abugaj@uwe.edu
University of Wisconsin-Marinetie, 750 West Bay Shore Street, Marinctte,
WI, 54143-4299

Bukowski, Bruce
University of Wisconsin - Whitewater

Burroughs, Melissa A,
Education Service Center, Region 2, P.O. Box 458, Banquette, TX, 78339

42

Mud-Western Echcational Resea hen 3
4. L

Volume 12, No 3. Summer 1999



Camphell, Christina christina.campbell@wavne k12 inus
Ben Davin I HS L7220 Vidlage Phws . Dr. 6, Indizmapalis, 1IN, 46254
Campbeil, Cynthia ccamphell@uiu.edu
Nosthern Hhpois University, EPCSE, DeKalb, 1L, 60115-2867

Campbell, Mary meampbell @ sau.edn
Saint Xavier University . 3700 W 103rd Su, Chicago, 1L, 60055

Campoy, Renee W. rence.campoy@coeanurraystaie. edu
Murray State University. Department of ESE, PO Box 9, Muray, KY,
42071

Carlan, Carl R.
University ol Tevas -
TX. 78539

Cavins, Bryan
Bow ling Green State Umivensty

Chaffin,Greg
Indiana University

Chang, Ni clangn@ wwwrax, uww. i
University of Wisconsin-Whitewiter, Curriculum &Instruction, 860 W, Man
St Whitesater,. W, 531490

Chappell, Cathryn A, Chappeca@ email. ue.edu
University of Cincinnaty, Edacational Foundanions, 630 Tafel Street,
Cincsnnati. OH, 45225-2330

Chen, Jing
The Ohio State University, 318 Ranseyer Hall, 29 W, Woodruf{t Avenue,
Columbus, O, 43210

Chester, Cher
State University of West Georgia

Chiang, Linda H. ) thehiang @ anderson.edu
Anderson Limversity, 100 East I1fth Sureet, Anderson, IN, $6012-34958

Clark, Dawn
Eastern Michigan Universuy, 234 Boane Tlall, Ypsilant, ML 48197

Clinkenbeard, Pamela R. clinkenp@uww.edu
University of Wiscansin - Whitewater, Depi of Ed Foundations, 800 West
Matin Steet, Whitewater. WE S3T90-1790

Cochran, Keith cochran-k@mail.mssc. edu
Missourt Southern State College. Depariment ot Psychology, 3950 [ast
Newmun Road, Jophing MO, 64501

Coco, Clare ceaca@indsor.igy.net
Lovola University Chicago, 3760 Thintimgton Street, Windsor, Ontarto
CANADA,NOE 3WR

Cody. Tom TJ-Codv@win.edu
Western Hlinoss University, 1 Universite Crrele 8ON Horrabin Hall,
Macomb, ., 61455

Coleman, Marta J. meoleman@unlgradl.unl.edn
Umiversity of Nebrasha {143 G Steet, Apt. 3, Lincoln, NE, 68508

Collier, Sunya scollier.2@ gsu.edu
Georgia State Universuy, University Phaza, College of Education Sth floor,
Atlanta, GA, 30303

Collins, Burton
Governors State Umiversty

Colwell, Brad beolwell@ sin.edu
Southern hnoss Umversiy. Dept. of Educatonal Adnimistration,
Carbondale, 1., 629014606

Connoliy, Mary meonnoll@sinclair.edu
Sinclair Community Cotfege. Sincline Communits Coflege, 444 W Third St
Dayton, OH. 45102

Cook, Perry A,
Unaversity of Wisconsin - Stevens Pagnt. School ot Education, College off
Professional Sindies, Stevens Poing, W, 54481

Cosby, Reva
University of Daston

Coutts, John D. coutts@ipfw.edu
Indiana Pardue University Fort Wayne, Nelt Hall 2408, 2107 Coliseum
Blvd. East, Forl Wayne, IN, 46845

Pan American, 1200 Umiversity Avenue, Ldinbe -,

Covrig, Duane
Universy of Akron

Cowen, Lynn M.
Lomond Schoal, Assistant Prinespai

Cramer, Susan cramer@uwaosh.edu
Uiiversity of Wasconsin - Oshkosh, COTTES - UW Ostihosh, 800 Algona
Boulevard, Oshkosh, W1, 54901

Cross, Larry F. l-cross@govst.edu
Governors State Universaty . University Parkway, University Park, IL, 60466

Cruickshank, Donald R. cruickshank [ @asi.edu
The Ohto State Umversity, 2817 Waicklifle Road, Columbus, OH, 42220

Cruz, Josue jeruz@rempest.coeduust.edu
University of South Flonda, 10506 Norval Place, Tempie Terrace, FIL 33617

Cummings, Katharine
Western Michigan Uiiversity, 2431 Sangren Hall, Education and
Professional Development, Kaliamazoo, MI, 49008

I>’Costa, Ayres deasta. 1 @aosiedu
Ohio State Universuy, 315 Ramseyer Hall, 29 W Woodralt Avenue.
Columbus, OH, 43210

Daly, John
Central Asia-Caucuses Institute, Paul H. Nuve Institate, Schoal ot
International Studies. Johns Hopkins Untversity, 1619 Massachusetts
Avenue, NW, Washiglon, DC 20030

Dassicer, J-Louis P. Jdassier@emailansn.com
Unisersity of Southern Mississipps, 87 B1 Richburg Road, Pasyvis, NS,
9478

Delaney-Barmann, Gloria A.
Western Hinois University, 302 NUSherman Avenue, Macomib, 11., 61455

DeLuca, Barbara M. deluca @ udayton.edu
University of Daston, 3K Codege Park, University of Dayton, Dayton, OH,
45469-0534

DeMagulin, Donal
Cnversite of Tennessee-Martin

Derby, Leann derbvd@reinet.com
The Unted States An Foree, Wright-Patterson Air Foree Base, Day ton, OH

Dilton, Ronna I, rdillon@siv.edu and rRDillon@aol.com
Sauthern Mhnois University . Department of Educational Payehology and
Specal Education, Carbondale, 11., 62901

Dimitrov, Dimiter M. ddimitrov@emerald.educ.kent.edn
Kent State Uneversity, S07 Whate Hali. College of Education, Kent, O,
44242-0001

Dretzke, Beverly J. dretzkbj@wec.edu
Uiniversity of Wisconsi-Fa Claire. Department of Psy chology, Ean Claire,
W, 547024004

Drummer, Sue sdrummer@enc.org
The Ohio State University, ENC, 1924 Kenny Road. Columbas, O 43210

Duell, Orpha K. ODuell@wsuhub.ue.twsiedu
Wichita State Umiversity, 322 Hubbard, Boa 123, Wichita, KS, 6072600123

Duncan, John C. IDuncan@tecl.kent.edu
Kent Siate University, HOT Temple Trail, Stow, OH, 44224

Echols, Celina V. cechols@selu,edu
Southeastern Lowsiana State University, College ot Educaton, Box 749,
Hammond, LA, 70402

Edinger, Marlea
Loyoli University Clucago

Edwards, Audrey
Eastern Hlinois Umiversity

inyart, Susan E. senyart@otterbein.edu
Ouerbein College. Mathematics Department, One Otterben College,
Westerville, OH. 43081

Epps, Virginia
(University of Wisconsin - Wintewater, Curricutum and Instruction,
Whitewiter, W, 5390 1790

‘rtnier, Peg A. pertmer@purduc.cdu
Purdue University, 13 Pautax Die Latayeute, IN, 47905

Estahrook, Robert S. r.estabrook@cmich.edu
Central Michigan University. 312 Ronan Hall, Mount Pleasant, M1, 48850

Volume 12, Noo 3 Sumiier 1999

Mid-Western P ducanonal Researclier

43

47
Loy

BEST COPY AVAILABLE




Fager, Jennifer J. Jennifer. fuger@wimich.edu
Western Michigan Univeraty, 2431 Sangren Hall, Education and
Protessional Development, Kalanmazoo, M, 49008

Fahoome, Gail
Wayne State University, Detroit, M1, 48202

Fast, Gerald R.

University of Wisconsn - Oshhosh

Feldmann, Doug dofeldm@sine. edy
Seuthern Blinors Univeraity at Edwardsvitle, Boy 1122 - S1UL,
FEdwardsvitle, [L. 620261122

Ferreira, Maria M. mferrei@coeavavne.cdu
Wayne State University, Coilege ol Education. Room 270, Detioit, Ml
48202

Iiester, Herb
Indiana University

Flanagan, Kathlecn kflanag @axliland.edu
Ashland Umiversity, 215 Bixier Hull, Ashland University, Ashland, OH,
H4808

Fleming, Louise Ifleming @ asitland.edu
Ashland University. 313 Bixder Hull, Ashland. OH. 44805

Fraas, John W, Ifraas@ashland.cdu
Ashland University, 220 Andrews Hall, Ashland, O 44805

Fraser, Dr. Jennifer
St. Michael’s Primary School, New South Wales

Freiberg, Melissa [reiberm@ uwwvax.nvwedu
University of Wisconsin - Whitewater, Curriculum and Instructian,
Whitewater, W1, S3190-1790

Galvez-Martin, Maria E. galvez. 2@osiedn
The Ohio State Universuy -- Lima, Galvin Hall 370-D. 4240 Campus Drive,
Lima, OH, 45804

Ganser, Tom gansert@inwvax. i edu
University of Wisconsin - Whitewater, Offiee of Field Experiences, 800 W,
Main St.. Whitewater. W1, 53190

Garmon, Arthur Garmon@wniicl.edu
Western Michigan University, 827 Farrell Ave, Kalamazoo. ML 49006

Geer, Cynthia H. eeer@xavier.xu.edu
Xavier University, 3800 Victors Phwy, Cincinnati, Ohio, 45207-7321

Gerasolo, Britt
Coastal Carolina University. Kearns Hall, Conway, SC. 29528-6054

Gerig, Laura R.

Taylar University

Gerrick, Gregory egerrick@ashiond.edu
Ashland University. 112 Binder tHall, Asntand University, Ashland. O
44805

Giebelhaus, Carmen R. dreich@aol.com
['niversity of Dayton. 866 Grandon Avenue. Bealey, OHL 43209

Giraud, Gerald
Unisersity of Nebraska

Glancy, Marian glanex@keiko.ndavton.edu
University of Dayton, 321 Chaminade Half, Das ton, OH, 45469-0535

Glenn, Eddie E. eglenn@ilsticedu
Iinois State Universits, S0 SED. Norpal, 11, 61790

Gocinen, Gulsah
Ohio University, Athens, OH

Green, Timothy D. tigreen@ indiana.cdu
Indiana University, 610 East Hikade Drive, Bloommgton, IN, 47401

Greenberg, Sharon greenber@ consortisun-clicago.org
Cenier for School Improsement. Universits of Chicago, 1313 18 60th Street,
Chicago, IL, 60637

Greer, Rodney J. RI-Greer@win.edu
Western [Hinows Universty, 80 Horaban Hall, E University Crrele, Macomb,
IL. 61455-1300

Gregory, Dana
Coastad Carolma University, 215.C Kearns Hall, P.OL Box 261084, Conway,
SCL29828-6054

Griles, Casey
Indiana University

Griswold, Philip A, puriswol@ashiland.edu
Ashland University, 401 College Ave., ICL 17, Ashiand, OH, $48058

sustafson, John JGusiafson@vax2.avinona. msus.edu

Winona Staie Unversiy . Bducaton Departiment. Winona, MN, 55987

Gwynne, Julia
Center for School Improsement, University of Chacago, 1313 L 60th Streel,
Chicago, L, 60637

Hankes, Judith
University of Wikeonsin Oshkosh, 800 Algoma, Oshhosh, W, 54901

Hardy, James
Uiniversity of Akron

Harris, Ben
Coastal Carohioa Universiy, Keatns Hall, Conway. SC. 29524-6054

Hecht, Jeffrey B. Jhliecht@tieriab.ilsuedn
[Hinois State University, 336 Degarmo Hall, M.C. 59000 Narmad, UL,
61790-5900

Helmirger, Molly
Ballinger ISD. Ballinger. TX. 76421

Henriksen, Larry W. 00 hwhenrikse @ byu.cdu
Ball State University, Educational Psychology, 524, Muncie, IN, 47300

Herrelko, Janet
Wright Stite University

Herrera-Byine, Raquel
Governors State University

Hill, Themas V tom_hill@ketthealth.com
The University of Dayton, 12006 Captin’s Bridge. Centervilie, OT1,
45458-5710

Hinrichs, Brian R. brhiinri@ilxtu.edu
Hlinoks Stae Unpversits . Campus Bos 5900, Educational Administration and
Foundatsons Dept., Normal, H.. 61790-5900

Hinton, Samuel
Eastern Kentueks Uniseisity

Hoewsich, Allison K. sakhoew @umsivme.umsl.edu
UM-St. Loois, 269 Marillac Hall, 8001 Nuatural Bridge Road. St Lowis, MO,
63121

Hofmaann, Rich RHOFMANNG@GMIAMIUMUQHIO.EDU
AMiami University. Department ol Educational Leadership, 350 McGultey
Hall. Oxford. OH. 45050

Hogan, Frank R.
Beevilie 18D, Beeville, TX, 78102

Huck, Schuyler W, shuck@utk.edu
University of Tennesser (Kooasilley, Room 108 CEB. Universiy of
Tennessee, Knoxville, TN, 3794963400

Hughes, William
Ashland Universily

Hwang, Young-Suk Young_Suk_Hwang@cemailwin.edu
Western [Hinois Universits . [ University Cirele. Horrabin Hall, Dept. of EIS.
WIU, Macomb, [ 61455

Ilg, Timothy J. ilgt@keiko.udayton. edie
University of Daston, School of Education, Chanunade Hall 309, 304
College Park. Dayton, Ohio, 45469

Impara, James C. Jimpara@unl.edi
University of Nebraska, 135 Bancrott Hall, Lincoln, NE, 68588-0348

Irwin, Patrick M. pinvin@unlgradi aml.edic
University of Nebraska Lincolng 138 Baneroft Hall, Lincoln, NIZ,
(RSER-0348

Isenhour, Thomas
Duquesne University, 102 North 181h Soeel. Wheelmg, WV, 26003

Islam, Chhandra
Cumberland Universaty

Jacob, Brian
Center for School Tmprovement. University of Chicago, 1313 E. 6Oth Streel,
Chicago. 11, 60627

mollv.ielminger@auetxy, net

44

Mid-Western Educationad Researcher

Yolume 12, Na, 3 Sumimier 1999




Jason, Martin H.
Roosevelt University, 430 South Michigan Avenue, Chicago. 1L,
GOO05-1304

Jeffrey, Tahma Rowe
Coastal Carabima U'miversiy, Kearns Halt Conway, SC, 29528-6054

Johnsen, E. Peter piolinser @ ukans.edu
University of Kansas, PRE Dept., Lawrence, KS 66045

Johnson, Donna djolnson@ xurfsouth.com
Valdosta State University, G.O. Bailey Elementary, 6009 Lake Share Drive,
Tifton, GA, 317494

Johnson, Efizabeth
Eastern Michigan Universiy, 234 Boone Hall. Ypalanti, MIL 18197

Johnson, Elizabethk jean J-iohnso@govsi.edu
Governors State University, College ot Educiation, University Packway,
University Park, 1L, 60400

Johinson, Lisa
Arkansas Special Education Resouree Center. 1405 No. Pierce. Suite 104,
Little Rock, AR, 72207

Johnson, Stephanie A. stephjo120@aol.com
Eastern Hlinoss Utmiversity . 304 Ryegrass Court, Aurora. [1., 60504

Jones, Annette
Immaculate Heart of Mary Schoot

Jones, Bruce W. hjones @nde.edu
Notre Damie College of Ohia, 4345 College Road, South Luclid, OH, 44121

Kallio, Brenda
Bowling Green State University

Karle-Weiss, Adria akarie-weiss@cumberland. edu
Cumbertand Universits, $12 Welton Cio, Nashyille, TN, 17221

Keating, Thomas M.

Boston Callege, Boston, MA

Kelly, Bonnic
Cleveland His - University His. Schouols

Kelly, Jeffrey Jeffh@ukans. edn
University of Kansas, B1OT Bailey Tafl, CETE, University of Kansas,
Lawsence, KS. 66045

Kenney, Larry Kennexl@mail.uvww. edu
University of Wisconsn-Whitewater, Pniversity of Wisconsin-Whitewater,
B0 West Main Strect, Whitewater, W1, 53160

Kerbow, David kerbow@consortivin-chicago.org
Center tor School lmprovement, Unisersits of Chicago. 1313 E. oUth Steet,
Chicago, I, 60637

Kercheval, Aaron akerchev@indiana.edu
Indiana University - Bloomington, 7401 At Zion Rd.. Bloomington, IN,
47403

Kiewra, Ken

’ University of Nebraska ~ Lincoln, Departiment of Educational Psychology,
1307 Seaton Hall, Lincoln, NE 68588-0641

Kiger, Derick durkiger@sdh.ki2wi.us
School District of Belon, 1633 Keeler Avenue, Belatt, WL 11T

Kilgore, Jenny A. Shilgore @ juno.com
Miami University, 350 McGuffey Hall, Departnient of Educational
Leadership, Oxsford. OH, 45056

Kim, Jong-Pil kimjongp@pilotansu.edi
Michigan State University, 1442 C. Spartan Village, East Lansing, ¥11,
J8K23

Kinnucan-Welsch, Kathryn kinnucan@keiko.udavton.edic
University of Dayton, Dept of Teacher Fducation, 300 College Park. Dayton,
OH. 45469-0525

Klecker, Beverly M. cadkleck@acs. cku.edu
Eastern Kentucky University, 406 Combs Building, LKL, 821 Laneaster
Avenue, Richmond. KY, H475-3102

Kline, Charles E. click@purdue.edu
Purdue University, 5136 LAEB. West Lalayete. IN, 47907

Knapp, Tem Kknupp. 5@ osu.cdu
The Ohio State University. College of Norsing, 491 West Third Avenue,
Columbus, OH, 42210

Koll, Patricia J.
University of Wisconsin - Oshkosh

Kowalski, Theodore J. oltjikovwalski@ by, edu
Ball State University, Department of Educational Leadership, TC 915,
Muncie, IN. 47306-0590

Kramer, Gene A, kramerg@ada.org
American Dental Association, Bepartient of Tesung Services, 211 Fast
Chicago Avenue, Suite 1846, Chicago, 1., 6061 1-2678

Kruse, Sharon
University of Akron

Kubiak, Anna aknbiak@ers,org
Educational Testing Service, 15-1. Rosedale Road. Princeton, NJ, 08541

Kuthy-Saenger, Lourdes
Western Hinois Umversny, 302N Sheeman Avenue, Macomb, 11, )55

Lad, Dr, Kacetlyn
George Washington Universiy. 1837 Monament Avenue, #1C, Richnsend,
YA, 47306

LaPointe, Nancy somerseiR@ aol.com
Texas A&M, Corpus Chisti/Kingsydie. 609 Maoray PL, Corpus Christ, TX.
TRILL

Larkin, Kevin C, larkink @uda.org
American Dental Associattor, Departimient of Testing Services, 211 Fast
Chicago Avenue, Suite 1836, Chicago, H. 6061 1-2078

Laut, John T. laur@ coastal.edu
Coustal Carolia University ., 215-C Keams Hall, P.CL Bos 2019584, Conway.
SC. 29528-6084

Laux, John M. Laurn@qol.com
The University of Ahron, 150 Torest Lake Ceant, Detaware, OH, 43015

Lavelle, Ellen clavelle@usd. edu
Universits of South Dakota, 601 Canby Street, Vermillion, §D, 57069

L.ce, Kari J.
Muncie Commanity School Corporation, Riley Altersatine School. 1901 N,
Walnut, Muneie, IN, 473058

iee, Yo-An lee. 754@ osu.cdu
The Ohie State Universny, 196 West 11th Ave #627, Colambus, OH, 43110

Leicester, Jean JLeicester@vax2avinanamsis.edu
Winona State University, Educanon Department, Winona, MN. 55987

Leitner, Dennis W, denleimer@aol.com
Southern Hlinois University . Department EPSE, Mail Code 4014,
Carbondaie, 1., 02901-4618

Lesser, Deb
IPS Emmerich Manual High School

LeTendre, Brenda
Pittsburg State Umisersity

Levin, Joel R. levin@mucewisc.edn
University of Wisconsin - Madison, Department ol Educational Psychology,
1025 W, Johnson Sucet, Madison, Wi 53706

Lind, Kathryn
Wisconsin Departiment of Public Instraction. 125 South Wehster. Box 7841,
Madison. W1 53702

Lindsey-North, Jill L. lindsejl@keiko.udaytan.cdu
University of Dayvton, SOWEducational Administration C310, 300 College
Park. Dayton, O, 45469

Lipka, Richard P. rlipka@pittstate.edu
Pittsburg State University. SSLS - School of Fducation, 17018, Broadway .
Pittsburg, KS., 66762

Loadman, William loadman. ! @osu.edu
The Ohio State Umserary, 101 Kitbouwrne Drive, Worthington, Of{. 43085

Ludwig, Robert

Bowling Green State Universily

Lyons, Carol Ivons. 1 @osu.edu
The Ohio State University, 200 Ramsever Hatl, 29 West Woodruff Avenue,
Columbus, OH. 13210

MakKinster, James G. Jmakinst@indiana.edu
Indiana University. School of Education, 201 N. Rose Avenue Room 31240,
Bloomington, IN, 47408

Volume 12, Nu. 3. Sunmer 1999

132

Mid-Western Educational Rescarcher

45

BESTCOPY AVAILABLE




Malone, Bobby bmalone@bsi.edu
Ball Suite University, Department of Educationat Leadership, Muncie, IN,
47306-0590

Manges, Charles DD, C-Manges@wiu edu
Western Hlinos Universits . 99 Horrabin Tlall, One Umiversity Cirele.
Macombh, 1L, 601455

Mansfield, Eric A,
Western [Hinois University

Marchant, Gregory J. SNIN@aaol.com
Ball State University, Fducationad Iy chology . Muncie, IN 47306-0398

Marcus, Cheryl
Central State Univeraty

Martin, Barbara
Southwest Missouri State University, HE Maonroe Hall, 90T S Nauonal.
Springficld, MO, SN

Martin, Kaye M.
Muskingum Collepe

Martin, Linda M.
Eastern Kentuchy Unnversiny

Mascazine, John R. mascazine. | @osu.cdu
The Ohio State University. 2271 Teardrop Avenue, Colurabus, O, 33235

Mason, Lynn
Wichita State University, 202 Belmont Road, Prant, KS. 67124

Matczynski. Thomas J. matezxns@keiko.ndavion.edu
University of Dayton, 300 Coltege Park, Chamimade Hall 318, Dayton, O11,
45469-0534

Matthews, Celeste CMatthews@veax2ovinonc.msus.cdit
Winona State Univeraty, Edacanon Department. Winona, MN., S5087

May, Judith Jackson Judyjac @ bgner.bgsu.edu
Bowling Green State Umiversity . 512 Education Bustding, Bowling Green.
OH. 43403

McAllister, Peter A,
Ball State University, School of Muac/College of Frane Aits, Muncie TN,
47306

McCann, Wendy Sherman
The Ohio State Universiy . Columbus, OH 43210

McCarty, Donald J. mecartv@facstaffwise.cdu
Cardinal Striteh University, Readimg Learmng Center, Cardinal Strieh Unny
6801 N. Yates Rd., Milwinikee, WIL S3217-3985

McClain, Margy
University of Wisconsin - Whitewater, Curricuum and Instruction.
Whitewater, W1, 53190-1790

McClain-Ruelle, Leslie

Uiniversity of Wiscansim - Stevens Point. School of Ediicaton, College of

Professional Studies, Stevens Pomnt, W, 53481

McCluskey, James J. James faceluskex@ cmich.edi
Central Michigan Unmiversity, Room 307 Moore Hall, BCA Department. Mt
Pleasant, M1, 38K59

McCown, Rick
Duguesne University

McDougle, Kenny O. kimedougl@pitistate.edu
Pittsburg State University. 1701 South Broadway, Pitishurg, KS 66762

McKnight, Oscar omcknigh@ashland.edu
Ashland University, 247 Hawkins-Conard Student Center, Ashland
Universaty, Ashland, O, 44805

Mercer, Marianne R nmercer@ indiana. ediu
Indiana University, 816 Tulip Tree, Bloomington, IN, 47408

Mertler, Craig A. mertler@bhguerbgsiu.edu
Bowling Green State University. Departiment ot Lducational Foundations &
Inguiry, Bowling Green, OH, 43403

Messmer, Karen L.
Ball State Universaty, Educational Psychology . Muncie, IN, 47306-0595

Metcalf, Kim kwercalf@ indiana.edu
Indiana University, Center for Evaluation, Suite 174, 2808 Fast 10th Street,
Bloomington, [N, 47308

Meyers-Tate, Cassandra J. casstale@inedu
Southern 1llinois University, 5360 Cherokee Lane, Carhondale, IL. 62901

Michel, Francine E. michel 27 @osu.edu
The Ohio State Unsversity. 2024 Sherwoad Road - A, Columbus, OH, 43208

Miiier, Joyce C. JmillerS@uvnce.edu
Mount Yernon Nazarene College, Chemistry Dept. - Regeats Hall, 800
Moartinshurg Road. Mount Vernon, OH. 43050

Molinari, Susan
Narth Royalton City Schools

Monroe, Connie J.S. c-imonrae msn.com
Utiversity of Dayton, 70 Willow Court, W PATFE, OH, 45431

Montalvo. Gregory P, GP-Montalvo@wiv.edu
Western Hhnois Universsy Horraban Hall, Depr of EIS, T Universsty Cuele,
Macomb, H., 61455

Mentgomery, Staci M. staciM70@ aol.com
University ol Dayvton. 3690 Waterbuy Drive, Keiteriag, OFHL 45439

Moore, Nancy Vojtash moornvOl @haolmes.ipfiv.edu
[ndiana Unisersty -Purdue Unoversiy Tort Wasne, 2214 Muoscuoday Pass,
l‘ort Way ne, IN. 46800

Morgan, Ronald R, rmorga@ luc.edu
Lovola University Chcago, 1041 Ridge Rd., Wilmette, HL, 60091

Morrow. Jean Jamorrow@earthling.net
Emporia State Universsty, 907-13 South Edgebrook Lane. Olathe. KS. 660601

Morrow, Linda K. Imorrow @ muskinguiedu
Mushingum College, Montgomers Hail, New, Concord, OH, 43762

Muller, Patricia
Indiana University. Center for Eyvaluation, Suste 174, 2805 Fast 1Gth Sucel,
Bloonungton. IN. 47408

Munke, Pegpy P, pounike@selu.edu
Southeastern Loutstana State University, Dept al Soctology, Social Work
and Criminal Jistice, Flammond, L.y, 70402

Murphy, Patricia
North Royalom City Schools

Mutua, Kaegendo
Kent State University, College ol Bducation, Keni, O11 4-48242-0001

Myers-Tate, Cassandra casstate @ si.cdn
Southern Hinois University, Depariment ol Educagonal Psychology.,
Counscling.. Carbondade 1L, 620014618

Nay, Frederick W.
Ball State University. Associate Duector Computing Senvices, Muncre, [N,
4736-0590

Naylor, Sharon
Hinois State University, Campus Box 5900, Educanonal Admstration and
Foundations Depr. Normal. 1L, 61790-5300

Necessary, James O0jrnecessar@bsuye bsiedu
Ball State University, 3318 W Friar Drive, Munce, IN 47304

New, Claru A, clara.new@ wwp.edn
University - Masconsin-Parkside, 900 Wood R, Dept. ol Teacher
Education, ko0 ha, WE S341-2000

Newman, Carole cnewman@uakron.edu
Thie University of Akron. 2995 Stanley Rd.. Farlawn, O 44333

Newman, Isadore inewman@uakron.edit
The University of Ahron, 2995 Stanley Rel o Fanlawn, O, 44232

Nichelson, John

Ohio Departmient of Education, 63 South Front Street, Suite 1004,
Columhus. OFF 43245

Nicholls, David
Bowling Green State University
Nichols, Joe D\

[ndiana Univeraty - Purdue Universiy Fort Wasne

Nyirenda, Suzgo SNYIREN@LUC EDU
Lovola University Chicago, 6628 N. Shendan Rd #337, Chicago. 11,
60620-4609

O'Connor, C. Richele richele@bright.net
Wright State University, 1142 5 Parkwood Street, Sidney . OFL 45365

46 Mid-Western Educational Researcher

Vv olume 12, No. 3. Summer 1999

G

4 -~
4J




’Neill, Linda
Attrors Universty:

’Neill, Thomas R. tom_o " neill@avep.ory
Amesiean Society of Chiical Pathologisis, Board of Registry, 2100 West
Huarrison Steeet, Clucago. 1 60612

Obickwe, Jerry C. obickwe@yakron.edu
The Uimversity of Ahson Waspe College, PO Bov 411, Orrville, OFLL 44667

Ogunnaike, Oluyomi A, oagunnai@uvsp.edu
Uiniveraty of Wisconsi - Stevens Point, Roam 449, School of Education,
College ol Protessional Studies, Stevens Pomnn, W, 54481

Oliver, Brad Brad_ Oliver@mail nobl k1 2.in.us
Ball Stte University. 1471 8. 16th Streer " wblesvalle, TN, 46060

Olsen, Dwayne
Uonversity of Wisconsin

Omar, Md Hafidz
Uimversity of Kaisas

Padula, Daniella
Bowling Green Stae Uminersiry

Parish, Joycelyn G. Jparish@hotmail.com
Wichita (KS1 Public Schoals, 2801 N, Pathstuod, Wichita, K8, 67220

Parish, Thomas S. tparish@isw.edu
Kansas State Ueversits, 447 Bluemont Hall, Foundations & Adult
Educanon, Maolatain, KS, 66506

Partridge, Cynthia
The Ohto State University, 318 Raniseyer Hall, 20 W Waedrufl Ay enue,
Calumbus. (JH. 43210

Pauken, Patrick D. pawkenp@@bgnet. bhgsiedic
Howling Green State Universits, S09 Education Buitdiag. Bowling Green,
O 434030250

Paulson, Sharon E. spatdson @ bsiu.edu
Bal State University . Department of Bducational Psy chology, TC 824
Muncice, IN, 47306

Penick-Parks, Margueriie
Ripon Collegy

Perkins, Kyle NPERKINS @ SIUEDU
Sauthern [Hineis Universita, 2ihee of the Viee Chanceor Academie
Altares, Mail Code 4305, CARBONDATL L il L 6290]

Petersen, Georpe J. petersen_gf@ hotmail . com
Southwest Missount State Universiy, Departinent of Lducational
Adonnistration, 901 8. National Avenue, Sprmghield, MO, 65804

Peterson, Karen M.

Governors State Unisversity

Peterson, Sarah petersonse@dug.edu
Duguesne Uniersity, Dept. ol Foundations and Leaderstip, School ol
Education, Putsburph, PAL 15282

Petropoulos, William 7,

Loyvala University Chicago. 164 Ridge Road. sWilmente. If . 6009t

Phunlapthawee, Kanda Phunlapthavwee. ! @ osu.edu
The Ohio State University . 100 Curl D Ape #704, Columbu, OHL
J3210-1113

Picker, Deborah
May field His, Schools Consubtant

Pierce, Jean W, Jpicree@nin.edu
Northeen Hlinois Universaty, Departinent ot LPCSE, DeRalb 11, 00115

Pinnell, Gay Su pinnell. [ @ osu.edt
The Ohio State University. 200 Ranisever Hall, 30 Wedt Woadruff Avenue,
Columbus, O, 43210

Pittman, Kim M. kpittman @ aurord.edn
Awrora Unisersity, 980 Raleigh Road. Glenview, 1, 600254330

Place, A. William place @kciko.adavton. edie
The University of Dayton, Departiment of Educational Administeation, 300
Callege Park, Dayton. OH. 45469

Plake, Barbara §. bplake@unl.cdu
University of Nebraska. 135 Bancroft Hall, University of Nebrasha, Lincoln,
NE. 6858R-0348

Plog, Michael B. mplog@ smutp.ishe.state.il.us
lllinors State Board of Education, 100 N. Fira, Springfield. 1L, 62777

Parksnte

Pohimann, John I\ Johnp@siu.edu
Sovthern Hinois Upiversisy. Educationa! Psyehology ard Special Education,
Mail Code 018, Carhondale, (L, 62901

Pomplun, Mark
University of Kansas, GO0 Choutea VO aience. KS, 66049

Pourdavood, Roland G. rpourdavood @esuohio.edu
Cleveland State University, 1333 Rhodes Fower, Euchd Avenne at Last 24th
Street, Cleveland, O1, 441152440

Powell, Barbara M cfbmp@cin.edu
Eastern Hlinois University, Dept. of Counseling and Stadens Deselepment,
Chatlestan, 1L, 61920- 3094

Powell, James O0jhpowellte beve.bsiedu
Ball State Umversiy, TCROY, Muneie, IN, 473000590

Price, Juy R. Jprice@uwsp.e-lu
Universtly of Wisconsin < Stevens Pomt, School of Education, Collepe of
Profossional Suudies, Stevens Point WL 54481

Pritchett, Duncan “Pat”

Indinnapolis Public School

Quigney, Theresa A. Lyuigney@popimail.esuehio.eduy
Clevetand Siate University, Rhodes Tower 1308, Euchd Avenue at East 2.0
Street, Cleseland, OHL 44115

Quilter, Shawn M. squilier@online.emicivedu
Eastern Mrchigan Unnversaty, 234 Boone TTall, Ypsilanii, M, 48197

Rahman, Mchammed A. Craliman. S@osu.cdu
The Ohio State tniversity, 554 Riverview Drive #3, Columbus, O, 43202

Raiscli, Chad D, raisehc@keiko.davton.edu
Universiy of Dayton, 1007 Wilmington Axvenue 836, Davion, QH. 45420

Raisch, C. Danie}

University of Dayton, 300 College Park, Dayton, OH, 45469-0525

Ramanathan, Hema hramanar@butler.edu
Butler Univeraty, 4600 Sumset Avenue, nduanapolis, IN. 46208

Rapp, Dana drapp @ashlond.edu
Ashband Universas . 325 Bander [all, Ashiland, OFLL 44808

Reale, Thomas G.

Purdue Universits,

Reineke, James W. JReinche@ var2avinona.msus.edu
Winona State University, Education Department, Gildemeister Hall 201,
Winonz, MN, 55087 5838

Renick, Patricia R Prenick@-vright.edu
Wright State University, 6700 Washington Civele, Frankling O, 45005

Ridenour, Carolyn S, benz@keike,udayion.edu
University of Dayton, School of Educatian, Day ton O11,45469-0534

Richtig, Rena E.

Centrzdl Michigan Universiy . Mount Pleasant, M1, J3859

Rickinan, Jacqueline Jo-rickman@sin.edu
Western [Hinois Univeraty, 804 Hortabin Hidl 1 Universaity Cirdle.
Macomb, 11, 614851300

Riggs, Dr. Ernestine
Lavola Universits . Chicage, 11

Robinson, Dan robinson@louisville.cdu
Untversity of Lomsadle, School of Education. Eouisville, KY., 40292

Rogers, Bruce brucerogers@uni.edu
Universty of Northern lowa, Departiment of Edueeational Payehology, Cedar
Falls. 1A, S0614-0607

Romaneowski, Michael H. nm-romanoski@onnedu
Ohio Northern Universuty. Center tor Teacher Education, Ada. OH. 45810

Ross, Paula
North Rosalton City Schoeels

Rossiter, Marsha rosyiter@iwosh.edu
University of Wisconsin Oshkosh. Division of Continging Education &
Extension, BOO Algoma Bivd L Ohkosh, WL 549018623

Rothenberg, Lori F. I_rothenberg@wavne.edn
Wayne State Untversity, Room 347, Callege ol Education, Detront, ML
48202

Volume 12, No. 3. Summer 1999

4
4

Mid-Western Educaiional Recearcher

47

. BESTCOPY AVAILABLE
31




Rothlisherg, Barhara A.
Bl State Universiy
Rotou, Ourania
Sauthern Winois U'mversaty,
Rourke, Cheri
North Royalion Ciiy Schools
Runyan. Charles K. krunyan@ pitistate.edu
Pittsburg State Unisersis. TH7C Huphes Hall Dept ot Curnculum and
Instruction, Pitsbung, RS, 66702
Sage, Sara
gy ersity ol Indiana -
J0034-711¢
Sagchorn, Alice
Psttsburp State University
Salazar<Valentine, Mircia
Bowhng Green State University
Salzman, James A. Isalzman@ursuline.edu
Ursuline Colleye, 2550 1 ander Rowl, Peppet Pike, OFL 4] 24
Sanders, Eugene T.W, ctugenes@henet.hgsu.cdu
Bowling Green State University, Dept ol Educational Admimstranon &
Supersivion, S10 Pducation Bldg, Bow hng Green, O, 43403-0250
Sanders, Jean
Bowhog Green State Ui ety
Satory, Beth satorv@mai. wlax.edn
University of Wisconsin - 1 aCrosse, 200 Pearl St T aCrasse, WL 54601
Saunders, Nancy G. gsauiders @ fquestiet
Indiana Westeyan University . 1301 W Riverade, Muneie, IN, 47304
Schaffer, Amy
College Park Elementary Schoot
Schoelein, James
Ketterimg FFairmont High School, Dayton, OI1
Schonimer, Marlene schommer@wsuhub.ee.ovsiedn
Wiechita State Universiy, College ol Education, Campus Bos 123, Wicluta,
KS, 67200-0123
Schunk, Dale H. dschunk @ purdue.cdn
Purdue Unneraty, Depattiuent ol Educatnonat Studies, 1446 T ALB Roam
STOR West Lafayette, INL 47607 1446
Scott, Rose M

Ssage@iush,edu
South Hend, 1700 Mishasciha Ave, South Bend, IN,

rose.scott@ uwp.edn
University of Wisconsn - Parkside, 2971 N SSthSe, Milwankee. WL 53240

Sellers, Patricia A. sellersp@ipfiv.edu
Indiana Univeraty - Purdue Uninversity. 2101 Bast Cobiseant BIsvd, Nelt Hadl,
Fort Wayne, [N, 46805

Serafin, Ana G. A-Serafin©@neiv.edu
Nostheastern [Hiposs Universits, 8500 NCSC T ows Avenae, Choeago, 1
60025

Shamakian, Laurel
Cleveland His,  Viversus Hiss, Teacher

Sharp, William L. sharp@sjuedu
Southern Hlinois University at Carbondale, Departinent of Educationat
Admmistration, College of Iducaton, WHANM Building, Carbondale. .,
62401

Shaw, Mrs. Pauline
Warthmgten Kilbourne High School, Waorthmgton, O11

Sheehan-Holt, Janet Jsheelan@ ninedn
Northern Hhnois Umiversity, Depaantment 1-PCSEL Northern Uhinois
University. DeKalb, I, 60115

Sheridan, Marcen I-. msheridan @ jush,edu
Indiana University - South Bend, Indiana University - South Bend, Division
of Pducaton 7 2.0 Box 7111 Seuth Bend, [N, 40614

Sherfock, Wallace sherlockw @ mvwvax. i edu
University of Wisconsin - Wintewater, Department of Currieulum and
Instruction, Whitewater, W1 83190

Sikula, John Jstkida@mail.asiand. edu
Ashland University, Dean. Collepe of Education, Ashland. OFL 44808

Simpson, Margaret A, psimpson@nwiedu
Northwestern University Medical School. Ward Butlding 4-295/W 150, 30}
L5, Chicago Avenue. Chicago, (L, 60611-3008

Skar, Christine C.
Wichita State Universaiy, 400 W Central Avenue, Apt. 2100, Wichita, KS,
a7203

Slavkin, Michael L. mslavkin@ indiana.edu
Indrast Pniversity-Bloonmgton, School of Fducation 40158, 201 North
Rose Avenue, Blovmimgton, IN, 17403

Smatley, Carla Jo
Wichita State Univeesity, 105 Faberts Street, Hutelinson, KS, 67501

Smith, Bashiel 1. bsmith2@ Capital.cdu
Capitad University, 2199 E Maw Soeet, Columbus, OHL 43209

Smith, June L, Jexmith@brvanlgh.org
Crnversity of Nebrashit - Lincolu, 0405 Lerghton Ase, Lincoln, NI, 68507

Smith, M, Cecil mesmith@ i, edie
Northeers linens Enversit, Bepartiment of 1LPCSE DeKalh. 13
O §s 285

Smith, Page A. smith. 31 30@osu.edu
The Ohio State Unesersits - O3 Rasnseser Halle 29 Wese Woodratt Avenue,
Columbus, OFL 43210 1177

Smith, Richard M. Jomeaw rfi.ore
Refabilicnion Foundavon, Tue. 2102 Tunberbne, Wheaton, 1., 60187

Snowinan, Jack Jsuowman @ sin. edu
Southern Hlinos Univeraity, Lducational Paychology: & Special Lduciton,
WHAM 223, Carbondale, 11, 62090

Snider, Jennifer
Coastad Carohna University, Kearns Hatl, Conway, SC, 20528 6054

Snodgrass, Donna
South Fuclid - L ndhurst Ciay Schoole, SO8E Moy freld Road, Ly ndhurst, O1L
44124

Somers, Cheryl L.

Wayne State Universaty
Sommers, Dr, Norman L.
Ashland University, Ashland, O 44805

Sorensen, Christine K, csorensen@ . edn
Northern Blinois Universits, 152C Gabel Fall, Northern THhnoic Paiverdn,
Dekalb, L, 60118

Sparapani, Ervin F. efs@e tardis.svsi edu
Sagmaw Vadtey State Uninversaty, Brown Hall - Room 385, University
Center, M ART10

Sparks, Rozanne
Pittsburp State University . Prttsburg, K8, 60762

Sparrow, Kathleen ksparrow@akron.oliio gov
Akron Pubbie Schoals, 65 Swemer Ave. Akron, O 443010

Spies, Rob
Universuty of Nebiaska

Spradling, Carol c_sprad@mailapvmissouri.edu
Northwest Missourt State University. Colden Hall 2240, Maryville, MO,
64468

Stacey, Nicole M. nstacex@indiana.edu
Indrana Universie . 2308 West Beavmont Lane, Bloomingtoa, [N, 47404

Stein, Mary
Oakland Unsversity

Stepich, Don

Northeastern Hhinots Universiiy

Stevens, Mark mark.stevenx@wright, edu
Wright State Unnversity, Department of Educational Leadershup, Nailet Hadl,
2640 Colonel Glenn Hws, Davton, OHL 454250001

Stinson, Anne D, stinsona @ newravanew.edu
Liniversity of Wisconsm-Whitew ater, Dept. of Curniculun & Instruction. 800
ALain Street, Whitewater, W1 53190

Stone, Kathy
Loyola University Chicago

Strand, Kenneth H. khstran@ilstu.edu
[Hinois Stite Vniversity, Department of Ed Adunn & Foundations, Nonmal.
11.. 61790

Mid-Western Educational Researcher

Valume 12, No, 3. Sumimer 1999




Sudzina, Mary sudzinag @ udayton.cdu
The University of Day ton, Department of Teacher Education, Daston, OH.
45469-0525

Sumner,Karen
Valdosta State University. G O Bailey Elementary. 6009 Lake Shore Drive,
Tifton, GA, 31794

Supley, Michael L.
Texas A & M University - Kingsville, Rhode Hall, PO Box 610, Kingsaiile,
TX. 78363

Svec, Lawrence V.
Lomond School, Principal

Sweeney, Jim
Hlinors State Board of Education. 100 N Fiest. Springfietd 11, 62777

Tait, Polly
Indiana University

Thayer, jacki thaverjk@aol.com
West Carrollton Fhgh School, 5833 Student Street. West Carrollion, O11
45449

Thiel, William B.

W 352N 5292 Lake Drive, Oconomowor, W1, 53060

Thomas, Anne Marie thomas. 799 @osu.edu
The Ohio State University. 310 Ramseyer Hall. 29 West Woodruft Avenue.
Columbus, OH. 43210

Thompson, Jr., Jay C. Jrhompso@wp.byi.edu
Ball State University, Depariment of Educational Leadership, TC 915,
Muncie, 1N, 47306-0590

Timm, Joan S. timm@vava.cis.anvosh.edu
University of Wisconsin-Oshkosh, COEHS, 80O Atgoma Avenue, Osbhosh,
W1, 584901

Toellner, Sharon
Wisconsin Rapids Pablic Schools

Torbert-Richardson, Ernescia M. torherem @ email.uc.cdu
Cleveland State University, Curriculum & Foundations. Colfege of
Education, Rhodes Tower, 1860 I 22 Strect. Cleseland, OH 44114

Trenta, Louis S. ltrenta @uakron.edu
University of Akron, Colfege of Educaton, Zook Hall 3019, Akron, OH,
$4325-4208

Tromsky, Donna
Ohio University. Athens, O

Turk, Kerri L.

Jumes Madison University

Turk, Randall L. ik @sesuhmb.ue. nvsu. edu
Wichita State Universtty . 1845 Fannmount, Wichita, K8, 67260-0142

Valente, Sharon svalente@ashiland. edu
Ashland University. 355 Nudler Hall. Ashland, O, 44805

Vineyard, George M.

Southern Hlinois University

Waechter, Donna waechter@ I x.iteteon.comn
University of Akron. 4496 Lahm Grive, Akron, OH, 44319

Wallace, Steve
Northern Hhnois Umiverainn, EPCSE. DeRalb, 1L, 60115-2867

Walter, James K. Jwadlter@ fulcon.samuce.edu
Texas A & M University - Corpus Chnisti, FC 219,6300 Ocean Drive.
Corpus Christi, TX, 78412

Wang, Aimin wanga@muolio.edu
Miamu University, 200 McGuttes Hall Mianm University. Oxtord, OH,
15056

Weis, Glenna M. clot pjohnsen @ ukans.edu
Sptingficld Public Schools, PRE Dept., University of Kansas, Lawrence., KS
66045

Weiss, Barry
Hinois State Board ol Tducaton, 100N, Tirst, Spunghietd, T, 62777

Waesson, Suzanne
Corpus Christi ISD. Corpas Christ, TX, 78401

Whale, David E.
Centrat Michigan University . Mount Pleasant, M1, 48859

Whanz, Mary Ann whamm@uvwvax.aww.edu
University of Wisconsin-Whitew ater. Dept of C and [ 800 S. Main Street,
Whitewater, W1, 53190-1790

Wheatley, Karl F. kavheatley@csuohio.edu
Cleseland State L'niversity, 1470 Waterburs Road, Lukewood, OH. 44107

Wichman-Warner, Amy
Toledo Public Schaols

Wigle, Stanley E. swigle@iunhawlivn.indiana.edu
Indiana University Northwest, Hawthorn Hail 357-A. 2400 Broudway. Gary.
[N, 46408-1197

Wilcox, Daryl J. dwilcox@wsegatewsce.edu
Wayne State Coltege, 120 Brandenberg Hall. Wayne State College. 1111
Muaine Strect, Wayne, NE, 68787

Wilkins-Canter, Elizabeth A,
Towson University, 250 South President Street #404, Baltimore, MDD, 21202

Williams, Bonnie
Uiniversity of Dayton. Department of Teacher Education. Dayion. OH.
13469-0523

Wiiliams, E. Jane williams, 483 @ osu.edu
The Ohio State University, 1929 Kenny Road. Suite 160, Columbus. GH.
43210

Williams, James A.
Dayton Public Schools

Wingren, Rebecca L.
Moand Schoo! District, MN

Winters, Rod RWinters@vax2.vinona.msus.cdu
Winona State University, Education Department, Winona,, MN, 55987

Wise, Connie J. cwise@smip.isbe.state.il us
iHnois State Board of Education, 100 North First Street, Room §-284,
Springfield. L. 62777-0001

Wohler, Therese J.
Wichita (KS) Public Schools, 1435 N. Judith, Wichita, KS 67212

Wuelfing, Margaret A. PWuelfing@aol.com
University of Dayton, 300 Cotlege Park. Da_ton OT], 45469-0534

Yang, Yongwei vang@unlgradl.unl.edu
University of Nebrasha at Lincoln, 1415 B Sireet. #2. Lincoln, NE. 68502

Ylimaki, Rose
Stevens Point Area School District

Young, Alice
Morchead State Universiy

Young, Ned D. nyoung@sinclair.edu
University of Davion. 3601 Winston Churchtll Drive. Beavercreek. OH,
45432

Zachariah, Sajit zace@uakron.edu
University of Akron, Zook Fall 3¢1 A, College of Education. Alron. OH,
443254201

Zakel, Lori
Sinclar Community College

Zazelenchuk, Todd
Indiana University

Zbhikowski, John M. shikenvsj@ wwvav.invw.edu
University of Wisconsm-Whitewer, 1ept of Curniculam and Instruction.
Whitewater. WL 83100

Zhang, Yanling Vi 78989 @ odk.cars.ohicn.edu
Ohio University. 202 MeCracken Hall, College of Education, Athens, OH.
15701

Zhu, Weimo
Wayne State University, Detroin, ML 48202

Volume 120 X003 Suniner 1699

Mud-Western Lducanonal Keseardlier

49

. BEST COPY AVAILABLE

36

4
L




Conference At-A-Glance

Time Amnericon Columbian Lake Mansion Merchants Sauganush Sauganash Shakespeire Stezmbaoat The Bull's Western Wolf Paint
House House ifouse House Hotel East West Hotel Hotel Head Stage House | Pre-function
Wednesday
3:10pm MWERA
Workshop
3:10pm - 5:30pm Conference Registration
B:00pm Kiek-Ofl
Lr Sihole
Thursday
| &Olam - 5:00pm Conference Registration
4-tiham D} D Dy [SIFRY Div A Dn H G D D D K
Mecting Symposium Paper Paper Puper Papcr Papes Symposaum
9:Mam Keynote
Dr Sihuly
10:Xlam D B Al Dn E DA D i Keynote Grant Wnting New Dn K
Sesaon Meetng Paper Mecung Follow-Up Warkshop Member Paper
Nooa Assoviatnn
Council
Mectng
1:40pm Din C Al Liv b Invited DukE Dn B MW ERA D) D K Da D
Seswon Speaker & Paper Aecting Symposiom Symposium Paper Paper
Mecung
3:10pm Roundiablev
Pasters
4:i0pm Din K Fdutoria Dn i b D DA Dn A D C TR
Paper Board Paper Paper Paper Paper Paper taper
4:06p Cracker
Burrel
Friday
I - Thursday
-
[ #:00um - 5:00pm Conference Registration
i
— — T .
A:002n Dun B Dn C Dn A D K ik DA ™ H D
: Sympsium Ssinposium Paper Paper Symposem Paper Puper Paper
tam Busies
Mecting
10 3am Dn C/F D G D Dt Div D Al b B Ak I K i A
Paper Mectinp Daper Meeting Sesuon Sesston Mretmg Meeung
Noan Luncheon
Dr
Cruich<hank
1-40pm I G Do i Luncheon Dis ¢ Dis D Insated D A D B
Paper Paper Fallow - Meeting Speaker & Paper Paper Insned
Up Mecting Pancd
Y:lupm D F Roundtablev
Wurkshop Posters
1:4upm [N i Gt Div A [ DK s H Iha D
Warkshop Paper Symposiem Paper Paper Papet Paper
9:Mpm Prevudent’s
Recephion
Saturday
#:002m MWERA D B D K D Lt Do D A Confererce
Workshop Paper Papee Paper Tapes Papet Feedback
9:%0um Prestdentual
D Panl
10: Mlam D A i) ¢ v K n K Confcrence
Paper Paper Paper Paper Puper Planning

50

BESTCOPY AVAILABLE

Mid-Western Lducanonal Rescarcher

Volume 12, No. 3

Summer 1999




Notes

Volime 12, No. 3 Sumnier 1999

Mud-Western Educational Researcher

138

51




Notes

Mud-Western Educ atronal Revearcher

4 ~ -
i
4L Ju

Volume 12, N0 2}

Sunminer 1999




Columbian
House

The Bulil’s
Head

Western
Stage
House

Holiday Inn Mart Plaza
14" Floor Meeting Rooms

West

Sauganash Giand Ballroom

East

Lake
House

40

L |

Mansion
House

Merchants
House

Steamboat
Hotel

American
House

Shakespeare
Hotel




Nonprofit Gzg.
T _H E U.S. Postage
PAID
Columbus, Ghio
f ! ;ﬁ; I l E Permit No. 711
The Onio State University

2500 Kenny Road
UNIVERSITY N

Columbus, Ohio 43210

RANK B AR K I A AA AR Ak kb ko

‘ AUTG**MIXED ADC 430
562 10
SUSAN VOELKEL 31
PROCESSING, ERIC/CRESS

PO BOX 1348
CHARLESTON WV 25325-1348

‘Illlll'lslll”llllIll]l'llll"””lllll”llllllli”ll'lIllll!

O
r-_‘

Fa




Volume 12, No. 4 Fall 1999 MIWES I ERN

U.8. DEPARTMENT OF EDUCATION
QOfice of Educationel Resasrch and improvament
3 ATIONAL RESOURCES INFORMATION
ROpCATIO CENTER (ERIC)
This document has been reproduced as
received from the person of organtzation
onginating 1t
O Minot changes have been made 1o 1mprove
reproduction quahty
e Points of view of oplnlonssuleo inthia docu:
ment do not necessarty represent offtciat
QERI posiion of policy

- EDUCATIONAL
RESEARCHER

“"PERMISSION TO REPRODUCE THIS
MATERTAL HAS BEEN GRANTED BY
‘ {

WA

[\> VWAL +E'\

>

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC).”

¢ Official Publication of the Mid-Western Educational Rescarch Association ¢

The Newark Campus, The Ohio State University at Newark

142

M O e

Lo o pohg oy

ey

W

e e, W

ALY

s —— e mry——




On the Cover

Students from Central Ohio Technical College and The Ohio State University at Newark <hare the
facilitics that comprise the Newark Campus. The 155-acre campus, which features four acads. mic build-
ings, contain all the necessary components for this unique partnership. A library, recreational facilitics,
child development center, and classrooms and laboratories that utilize all the latest technologies are just
some of the {eatures within the Newark Campus which assist in providing students with a well-rounded

education. The campus also offers the students a varicty of programs to mect the social, recreational and
family life nceds.

The Ohio State University at Newark offers one to four years of study toward most of Ohio State’s
220 undergraduate majors in business, art, science, humanitics and the pre-professional areas of allied
medicine, dentistry, law, medicine, nursing, optometry, pharmacy and veterinary medicine. The campus
also provides baccalaureate and master’s degree programs in Early and Middle Childhood Education.
Selected graduate-level courses in business administration, social work and education are also offered.
The Associate of Arts Degree is awarded to students who have completed two years of specificd study.

Central Ohio Technical College offers programs that provide a blend of technological and theoretical
instruction designed to meet the needs of area employers. The college grants associate degrees in
Nursing (RN). Radiographic Technology (RT), Diagnostic Medical Sonography, Physical Therapist As-
sistant, Early Childhood Development, Human Services, business Management, Accounting, Computer

Programming, Office Administration, Criminal Justice, Drafting and Design, Electronic Engineering and
Electromechanical Engineering.

Information for Contributors to the Mid-Western Educational Researcher

The Mid-Western Educanonal Researcher accepts research-based manuscripts that would appeal to a
wide range of readers. All materials submitied for publication must conform to the language, style. and format of the
Publication Manual of the American Psychological Association, 4th cd., 1994
(available from Order Department, American Psychological Association, P.O. Box 2710, Hyattsville, MD 20784).

Four copics of the manuscript should be submitted typed double-spaced (inciuding quotations and reference* an

82 x Il prper. Only words to be italicized should be underlined. Abbreviations and acronyms should be spelied
mentioned. Pages should be numbercd comsccutively, beginning with the page afier the title page.

Manuseripts should be less than 20 pages long. An abstract of less than 100 words should accompany the manuscrpt.

The manuscript will receive blind review from at least two professionals with expertise in the arca of the manuscript,

vhen {irst

The author's name, affiliation. mailing address, telephonc number, e-mail address (if available), should appear on the title page

only Efforts will be made to keep the review process to less than four months. The editors rescrve the nght to make minor
changes 1n order to produce a concise and clear articie.
The authors will be consulted if any major changes are necessary.

Manuscnpts should be sent with a cover letter to:

Mary K. Bendixen-Noe, MWER Co-Editor
1179 Umiversity Dr.. The Ohio State University at Newark, Newark, OH 43055

The Mud Western Educunonal Researcher (ISSN 1056-39971 1« published quanierly by the MidWestern Educatinnal Revearch Assaziation thruugh The Ohua State University

The Summer 135uc sencs as the anneal meeung program Non-profit postage pad at Columbus, Ghio, with permission of the College of Educaton. Dary! Siedentop, {nenim Dean

POSTMASTER. Scnd address change o Jean W Pierce, Dept EPCSE, Northem Bhinos Umiversity, DeKalb, 1L 60115

143




Co-Editors

Deborah L. Bainer
The Ohio State Universiry,
Mansfield
email. bawner.! @osu.edu

Gene A. Kramer
American Dental Associanion
emal: kramerg@ada.org

Richard M. Smith
Rehabilitation Foundation, Inc
email: jomea@rfi.org

Editorial
Advisory Board

Thomas Andre
fowa State University

Mary Bendixon-Noe
The Chio Siate Universiry-Newark

Josue Cruz
Unwersity of South Florida

Louise Flemuing
Ashland Universuy

Tom Ganser
University of Wisconsin-Whitewater

Kenneth A. Kiewra
University of Nebraska, Lincoln

Kim K. Metcalf
Indiana Universiry

Isadore Newman
University of Akron

A. William Place
University of Dayton

Rose Mary Scott
Unversity of Wisconsin at Parkside

Eenjanmun Wright
Universisy of Chicago

Layout and design

Judy E. Teska
JET Desktop Solutions

— MIDWESTERN

[EDUCATIONAL
RESEARCHER

Volume 12, Number 4 Fall 1999 ISSN 1056-3997

Mentoring: An Introduction
Mary K. Bendixen-Noe,The Ohio State University, Newark
Carmen Giebelhaus, University of Dayton

2

Issues in Mentoring Programs for Teachers
Deborah L. Bainer, The Ohio State University, Mansfield
3

Index of Authors: 1999
6

Mentor Accountability: Varying Responses
to the New Jersey Provisional Teacher Certification. Program
and their Implications for Proposed Changes in Wisconsin Licensure
Anne D’Antonio Stinson, University of Wisconsin, Whitewater
7

Leading the Way . .. State Initiatives and Mentoring
Carmen Giebelhaus, University of Dayton
10

Mentoring: Aim and Assess
Charles K. Runyan, Pittsburg State University
14

The Principals’ Role in Mentor Programs
Barbara L. Brock, Creighton University
18

Mentering and the Impact of Local Teacher Organizations
Mary K. Bendixen-Noe, The Ohio State University, Newark
22

1999 MWER Reviewers
26

With a Little Help From My Friends: A Course Designed
Jor Mentoring Induction-Year Teachers

James A. Salzman, Ursuline College
27

Index of Articles: 1999
32

Extending the Vision: Mentoring Through University-School Partnerships

Connie Bowman, University of Dayton
Patricia Ward, Miamisberg School District
33

MWER Publication Address MWERA Membership Information
Mary K. Bendixen-Noc Jean W. Pierce

1179 University Dr. Dept. EPCSE

Newark, OH 43055 Northem lllinois University

DcKalb, IL 60115
Phone: (815) 753-8470
Fax: (815) 753-9250
cmail: P30JWPI1 @mvs.cso niv.edu

email; Bendixen-Noe.i@osu.edu

144

VYolume 12, Number 4 - Fall 1999

Mid-Western Educational Researcher




Mentoring: An Introduction

Mary K. Bendixen-Noce
The Ohio State University, Newark
Carmen Gicbelhaus
University of Dayton

Only one in five teachers feels “very well prepared™ to
work in today’s classroom (NCES, 1999). One reason cited
was the lack of opportunity for conferring with colleagucs.
Among teachers whose schools dedicate time for working
with other tcachers, 40% say it improves their teaching “a
lot”, and another third say it improves iheir tcaching “"mod-
crately” (NCES, 1999).

From this and other studies. teachers are teiling us that
collaboration and having time to work with others is impor-
tant to them, their teaching, and ultimately our children.
Mentoring was mentioned as onc vehicle to develop these
associations. Sadly, however, only 19% of the tcachers said
they had been formally mientored by another teacher. Of
those, over 709 said once-a-week mentoring helped their
teaching and professional growth “a lot™ (NCES, 1999).

Currcntly, twenty-cight states and the District of Co-
lumbia have instituted some form of mentoring (Halford,
1999). Obviously, policies to establish mentoring programs
have been and continue to become an important issue. The
wave of teacher retirements, the publics focus on educational
quality, and the high attrition rate of new teachers have com-
pelled legislators and the public to create induction programs
1o support new teachers.

Education organizations havc responded with special
interest groups on mentoring, numerous working sessions at
annual conferences and thematic issues. As my five year-
old son would say, “It's hot hot hot!™

This special thematic issue of the Midwest Education
Rescarcher focuses on mentoring in the Midwest, Members
of MWERA from various states who have conducted re-
search in mentoring and who have been involved cither in
planning, implementing or evaluating mentoring programs
were asked to contribute. We have attempted to bring a
diverse range of views regarding mentoring. Bainer de-
scribes her rescarch where issues regarding mentoring in
clementary school settings have emerged. Stinson looks at
the impact of legislated mentoring programs in New Jersey

and their implications for Wisconsin's newly mandated
teacher licensing in which mentoring is required. Giebelhaus
gives evidence regarding the irnpact of mentor training on
beginning teachers in her study. Runyan looks at why it is
important to have a clear framework in impiementing men-
tor programs and the importance in assessing their cffec-
tiveness. ‘

Stakeholders in mentoring have also been addressed
this issuc. Brock analyzes the importance and impact of
principals with tegards to induction ycar programs.
Bendixen-Noe deseribes issues facing teacher unions as they
negotiate contracts in which mentoring has become a factor.

Finally, two articles deal with the role of universitics
and mentoring programs. Salzman gives details about a
university course that was designed for mentors of begin-
ning teachers. Bowman and Ward write about an award
winning university/school partnership program focusing on
mentoring based on rescarched effective pedagogical prin-
ciples and the use of technology in that program.

We think you will find the articles presented, ones that
will not only inform you, but may encourage you to look at
the mentoring programs in your arca. The impact of
mentoring programs are far reaching. Ultimately, such pro-
grams should help our children reach appropriate Icarning
goals by ensuring that highly qualificd teachers are in their
classrooms.

References

Halford, J. M. (1999). Policies to support new teachers.
Educational Leadership, 56(8), §5.

National Center for Education Statistics (NCES). (1999},
Teacher quality: A report on teacher preparation and
qualifications of public schoal teachers. Washington,
D.C.: author.

Editorial Note: This special issuc on mentoring is an invited issue. The articles were not peer-reviewed, but
solicited by the editors of this special issuc: Mary K. Bendixen-Noe and Carmen Giebelhaus. We would like 10
thank the two special issuc editors for their hard work on this issue.
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Issues in Mentoring Programs for Teachers

Decborah L. Bainer
The Ohio State University, Mansficld

Hundreds of years ago, the land known today as Kampuchea
was a strong and peaceful Asian kingdom. The land was virtu-
ally impervious to attack from the fierce nations surrounding it.
Their defense? A thick, impenetrable forest of bamboo plants
surrounding the nation. For gencrations, the Kampucheans lived
safely and worked together, protected by the stand of bamboo.
Their downfall came when one innovative aggressor scaitered
gold nuggets among the bamboo plants. The Kampucheans
scrambled greedily to collect nuggets for themselves, cutling
down the bamboo plants to more casily mine the gold. They
were no longer working together and their best defense was
lost: their nation was overrun and & history of decline began.

In America today. public education is frequently under at-
tack. Our greatest strength as educators should be in working
together, nuriuring each other, and protected by a strong bound-
ary of valid, research-based educational practice. Instead, teach-
ers generally work individually in often hostile work culiures.
After the first year of her move from an upper clementary to a
lower grade level, onc experienced and capable teacher shared
her feclings:

Since moving to the elementary wing of the building, 1
have felt very isolated from my peers. Alllever sceall
day is my students. I have only developed one close
relationship and I do feel that this has affected my pro-
fessional self-image. T am becoming very dissatisfied
with my situation because 1 feel like an outsider. Not a
day goes by that T don’t wish that I hadn't left my old
posiuon. [thought the grass looked greencr on the other
side, but what I found was a lot of crab grass.

When we fail to work together, we increase our vulnerabil-
ity to attack from outside forces. The result is that experienced
teachers become immune to or cynical about schooling and with-
draw. Worse yet, the individualistic environment is often fatal
to novices and to those most committed to good teaching.

Mentoring programs are a promising strategy todefend and
build cur ranks by pulling educators together to work and build
cducational practices. While mentoring programs arc receiv-
ing increased state and national support, the way we tradition-
ally implement these programs may not be the best way to draw
educators together and to provide professional development.
Further, the context of American education me - not be condu-
cive to effective mentoring practices. This pap.r raiscs three
issucs regarding mentoring practices which have arisen from
my collaborative rescarch on how tcachers work together in
naturalistic elementary school settings.

Issue 1: Mentoring is just one of the types of support
behaviors needed and practiced by teachers in
elemenmtary schools.

+46

Our research suggests that teachers interact for a variety of
reasons in elementary schools. A content analysis of over 500
teacher interactions across 76 days showed conversations fo-
cused on teaching (problem solving, decision making, solicit-
ing help, giving help, and completing tasks), focused onteachers
(expressing {rustration and/or helplessness expressing feclings,
empathizing), and general interactions (giving information. re-
ceiving information, discassing, conversing lightly, receiving
encouragement, giving encouragement, and building relation-
ships) (Bainer and Didham, 1991).

Teachers supporting cach other. often referred to as
“mentoring,” is one function of those interactions. That is. for-
mal mentoring, as itis generally defined and practiced in school
districts, is just one way teachers naturally support cach other
in school settings. Closer examination of over 400 tcachers'
pereeptions of the types of support they give and recerve in
ciementary schools identified six dimensions or types of sup-
port practices regularly among teachers (Bainer and Didham,
1994).

. Mentoring—a non-reciprocal relationship for receiving
advice, information, encouragement, and guidance irom
more experienced others in the workplace;

*  Supporting—a reciprocal relationship providing mutual
psychosocial support including friendship. confirmation.
and emotional support;

> Collaborating—a career-enhancing relationship among
colleagues that enables them to fulfill professional respon-
sibilities and address student needs and school-related prob-
lems;

*  Carcer Strategizing—a non-reciprocal relationship provid-
ing visibility, recognition, and responsibility in the school
and community;

«  Supervising—a nan-reciprocal relationship in which so-
licited and unsolicited feedback is provided; and

«  Grounding—providing “insider information” about the ins
and outs of the district, school, and larger tcaching field.

‘These findings concur with rescarch in business and industry
that a varicty of personal and professional support is available in
the workplace{Kram and [sabella, 1985). In clementary schools.
problems arise when teachers are unable or unwilling to develop
support relationships. Lack of supportive relationships leads to
poor professional self-image (Cruickshank and Associates, 1980),
low job satisfaction (Friesen, Prokop. and Sarros, 1988), and is
frequently cited as a leading cause of teachers leaving the profes-
sion (Alexander, Adams, and Martray. 1983; Lortic, 1975). These
findings are well illustrated by the teacher quote shared carlier.

Not only do teachers perceive of a variety of types of sup-
port. butthey also attest that this comes from a range of individu-
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als in the workplace (Bainer and Didham, 1991). This reiterates
research from the business world that support lends to be pro-
vided by a variety of people ata variety of levels within the hier-
archical structure of the organization (Kram and Isabella, [985).
What dees this say to mentaring programs in education?
It suggests that the traditional mentor-portage dyad may not be
an appropriale model. One person, assigned (o work with a
neophyte teacher, may not be capable of providing the profes-
sional, personal, and social interactions and support required
for healthy professionalism. Instead, teachers may need to turm
to a varicty of people to meet a variety of needs in the broad
cducation context. A more appropriate model may be the “clus-
termadel” of mentoring, in which numerous situation-centered
relationships arc developed rather than just one close mentoring
relationship. Thatis, we all need to work together in the schaol
context. Mentoring, or providing support, is cveryone’s re-
sponsibility and our best defense against outside forces that
would disrupt or distract us from the goals of education.

-~

Issue 2: Support networks differ benween male and
Jemale teachers.

Qur carly rescarch identified a profile of six separate di-
mensions or types of support perceived of by elementary teach-
crs (Bainer and Didham, 199+: discussed above). Contrary to
the popular assuinption that novice teachers need and reccive
more and different types of support than do expericneed tecach-
ers, data analysis showed no significant difference in the pro-
file of types of support given or received based on the tcachers'
years of experience.  Further, there was no difference in the
types of support given or received based on school locale. That
i1s. urbarn, suburban, and small town/rural elementary school
teachers said they needed, reecived, and rendered the same types
of support. Gender, however, did significantly impact support
networks. A follow-up study to investigate gender differences
in how teachers perceive their support for cach other reaffirmed
the six separate dimensions of support among female teachers
(Bainer, 1995). Incontrast, male clementary teachers perceived
of cight dimensions or types of support in their networks in
clementary schools. While relationships identified by female
teachers tended to integrate or blend work-related and psycho-
sacial functions, relationships identified by males served dis-
crete, focused psychosocial or professional functions.
Specifically, factor analysis suggested that the female teachers
pereeived of a dominate Mentoring factor which broadly de-
fined mentoring as a combination of personal and work-related
support behaviors. In contrast, the male teachers separated this
Mentoring factor into four distinet factors. Males clustered
many items related to professional development and success,
cspecially understanding how to influence others and how to
function within the organizational structure. Males also sepa-
rated out a distinct Pecr Mentoring factor, in which colleagues
take action on the teacher’s behalf; and Advocating faclor in
which a superior or influential person provides opportunitics
and visibility in a varicty of social and professional settings:
and a Modeling factor in which the teacher had a clear role
model to emulate. The delineation of these four factors sug-

gests a clearer emphasis on professionat development and ad-
vancement through networking for males than [or female teach-
crs, 2 phenomenon noted in business and industry by Nicva
and Gutek (1981). It further suggests that female teachers think
of the adults in their workplace as filling a variety of roles or
providing support at a varicty of levels; sort of as “best friends.™
This agrees with the findings by Stonewater, FEveslage, and
Dingerson (1990) which showed that female academics tended
to combine personaf and work-related support while males dif-
ferentiated between the two. [t also reiterates Gilligan's theory
(1982) that females sce their persanal and professional lives as
more intertwined than do males, and their carcer development
more connected to others than would men.

Further, female teachers thought that supportive relation-
ships with others in the school setting, whether current or in the
past, had a significant and lasting impact on the way they thought
about the support relationships they were currently experienc-
ing. In contrast, malc teachers thought that while these relation-
ships had a lasting impact on their career success and mobility.
they had little impact on them personally or socially, or on how
they performed the daily tasks of teaching. As Gilligan (1982}
noted, the women in this study tended to define themselves and
their teaching careers in the context of human relationships, main-
taining relationships or the tendency to develop support networks
across the years of their professional lives. Male teachers tended
to be less influenced by relationships with others in the long run.
They tended to think about and perhaps to foster support net-
wurks related to professional development and success rather
than relationships which provide psychosocial or routine work-
rclated benefits. This seems to suggest that while both male and
female teachers need support networks, they need and tend to
utilize them to different ends.

What doces this suggest about mentoring programs in edu-
cation? These findings suggest that male and female teachers
may nced different considerations and resources in order to de-
velop professionally and to establish healthy, comprehensive
networks in the clementary school workplace, Taken further, it
reminds us that “mentoring™ or programs aimed at developing
support networks within schools may need to be highly individu-
alistic and situation specific. That is. a “cookie cutter™ approach
1o mentoring will be minimally effective. Individualized ap-
proaches and programoptions arc essential, even within the same
building and district. if we are to pull cducators together for the
common good.

Issue 3: Informal mentoring occurs ix schools
whether or not formalized programs exist,

Qur research as well as the rescarch from business and
industry attest to the importance of support relationships to
emotional health and professional effectivencss. Further, our
research suggests that an active informal network of support
relationships exists in elementary schools whether or not a for-
malized mentoring program cxists (Bainer and Didham, 1995).
The results of this quantitative study echo the results of Cole's
qualitative work (1991), leading her to raise the question: Why
should we make artificial what comes naturally? Thatis. why
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invest considerable time and money to formally structure rela-
tionships that can and do occur naturally, especially if that for-
malization inhibits the development of other naturally occurring
support relationships? One teacher shared her experience with
forraal and informal mentoring as follows:

My first year teaching, I had a mentor, and I can ad-
mit that it was a waste of ime. Because [ was as-
signed to her, nobody clse talked to me. It was an
absolutely horrible experience. The second year the
significant relationships with other employees that 1
made were on my own. These happened naturally
and to this day we still have a wonderful work rela-
tionship/friendship. My mentor from the previous year
is someone I don’t even talk to now. We never had
anything in common from the beginning, Hopefully,
administrators can leam to see the significance of
teacher support systems, because I almost quit that
first year. I'm glad I stuck it out and tried on my own
the following year. I know how important those rela-
tionships are to the work environment. My co-work-
crs are half the reason [ get up in the morning!!

What does this say about mentoring programs in educa-
tion? As this teacher report suggests, support among teachers
many be better encouraged by focusing attention on the school
context rather than by adopting a structured program that man-
dates traditional mentoring relationships. Administrators who
direct efforts toward creating a conducive environment in which
meaningful interactions can take place might see better resulits,
and at less expense in fiscal and human resources. This in-
cludes considering the use of space. Are there places in the
building for teachers to interact? Are they comfortable spaces,
or do the fumishings send a “stay away™ message? Arce they
accessible, or only available when students and special pro-
grams aren’t using them? Designation of time is also vital.
Can teacher schedules be arranged to provide time for collabo-
rative planning, sharing resources, and just tatking about teach-
ing and about themselves? Arc professional days full of required
meetings and speakers, or 1s there “down time" for teachers to
interact and build relationships? How can extra duty assign-
ments be made to capitalize on teacher professional and per-
sonal interactions? What incentives are available to encourage
teacher collaboration and problem solving? A more fiexible,
“user friendly” elementary school setting secems essential to
establishing an enviromment in which the range of support he-
haviors can naturally develop and flourish,

Support behaviors can also be fostered when teachers focus
onamutual problem or challenge. Suchsituations stimulate teach-
ers to collaborate toward & common goal. One district experi-
cnced this when the statc scicnce curriculum was changed. The
need to change the district curriculum presented a challenge to
teachers, and terrified many of the most cxpericnced teachers. A
representative group of teachers took leadership in reworking
the curriculum, listening to professional development needs per-
ceived by the teachers, and building a year-long professional
development program. The constructivist-based program en-
abled teachers to identify their own professional goals, and to

A

seleet from a menu of options to create a personalized profes-
sional development program, Subsequent evaluation showed that
one of the most valued aspects of the program was that it served
as a catalyst for networking among the teachers. Teachers valued
the opportunity totalk and process with others locaied in the next
classroom or the next huilding, thus developing informal nct-
works of support built around a common goal of reforming the
science curriculum (Bainer and Wright, in press).

‘This networking and support, around a common goal of
enhancing education, will provide teachers with a strong de-
fense against ouiside forces. It provides a model of teachers
working together and nurturing cach other, and practicing vahd,
rescarch-based cducational practice. It has reduced cynicism
and fcar umong the tecachers, and drawn teachers into a stron-
ger commitment to good teaching. In addition, it provides per-
sonal and professionat henefits for the teachers, empowering
them todelightfully do their best at educating children intoday's
troubled classrooms.
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Mentor Accountability: Varying Responses to the New Jersey
Provisivnal Teacher Certification Program and their Implications
Jor Proposed Changes in Wisconsin Licensure

Annc D' Antonio Stinson
Univcrsity of Wisconsin, Whitewaler

The State of Wisconsin Department of Public Instruc-
tion is currently proposing changes in teacher licensing that
will include the ereation of distinct license stages for public
school teachers (State of Wisconsin Department of Public
Instruction 1999). Beginning in the 2004-05 school year,
first-year teachers will be appointed at the “initial cduca-
tor™ level and will be required to complete 35 years of sup-
ported teaching coupled with continued professional
development before progressing to the stage of “profes-
sional educator” and the subsequent stage of “muaster edu-
cator.” Teachers at the initial stage. the state contends, can
expect support from a varicty of sources: administrators,
peers, and, mentors.

The cffects of initial professional expericnces on be-
ginning teachers arc well documented (Hayes and Kilgore.
1991; Shimahara and Sakai. 1995; Zeichner and Gore, 1990).
According to Shimahara and Sakai (1995), this socializa-
tion period may have the more influence on the beginning
teacher than either prior belicfs or tecacher education pro-
grams:

Learning to teach is a complex, intersubjective pro-
cess that occurs in multiple social settings, includ-
ing the classroont. hallways. the teachers’ room. and
other formal and informal places... learning to tcach
is a sustained process of intense engagement in scek-
ing advice from experienced tcachers. (p. 123)

Given the potential influence of these initial experiences,
mentor programs are warranted. And because Wisconsin's
proposed initial educator license wili be non-rencwable, the
mentor’s responsibility to the first-year teacher will be great.
However, while the valuc of mentor programs is well-docu-
mented (Ganser. Bainer, Bendixen-Noeg, Brock. Stinson.
Gicebelhaus and Runyon, 1998; Anctil, 1991), effective men-
tor programs are ncither cffortlessly manufactured nor eas-
ily monitored. Will Wisconsin mentors appreciate their
responsibilities to the first-year teachers they will advise?
And how can this appreciation be monitored? These ques-
tions must be addressed before the implementation of
Wisconsin's proposcd licensure changes. An examinatiorn
of another state-initiated mentor program may offer some
insight.

Recent discussions of proposed licensure reforms for
teacher certification in Wisconsin have given me cause to
look back at some not-so-recent changes in New Jersey's
teacher certification requirements. One such change occurred
in the fall of 1995, when the New Jersey Department of Edu-
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cation implemented its Provisional Teacher Certification Pro-
gram (scc State of New Jersey Department of Education,
n.d.). A first-year teacher applying for iniiial certification
would no longer be awarded a permanent teaching license.
Instead, the first-year teacher would be awarded a Certifi-
cate of Eligibility with Advanced Standing (CEAS) license
which would authorize the holder to seck employmeni. Once
under contract, the first-year teacher would be awarded a
Provisional License and would complete one year of
mentored teaching before being issued a standard license.
The hiring district was to appoint an “experienced™ veteran
teacher to act as mentor to the new tcacherin a non-evalua-
tive, non-supervisory capacity. The mentor’s responsibili-
ties to the new teacher would include bi-weekly obscrvations
during the first ten wecks of school and four additional ob-
scrvations during the subsequent twenty weeks. In exchange
for providing “training, support, and evaluation,” the men-
tor would receive a $550.00 stipend which was to he de-
ducted from the new teacher's salary over the course of the
school ye r.

Coincidentally, during that same [all scmester. I began
collecting dawa for a study of four first-year English tcachers
and the influences that affected their curricular and instruc-
tion decision making. While I had not intended to examine
the new mentor program requirement, it did turn out to be
an important influence on the decision making of my par-
ticipants, both in positive and negative respects. The pur-
pose of this article is to explore the various responses that
four first-year teachers, Betty, Caroline, Lori, Maric, and
their mentors had to one state-mandated mentor program
and to consider the implications for Wisconsin's proposed
program.

A Brief Description of the Study

Four first-year English teachers were selected to par-
ticipate in this study. All four were teaching in a suburban
schools in northern New Jersey. Betty and Lori were teach-
ing in large high schools; both Caroline and Maric were
teaching in middle schools.

Data collection occurred in the teachers’ classrooms,
During cach of eight monthly visits to the four classrooms, |
took anthropological field nates; during available periods
following my observations, the teachers® and I participated
in stimulated recall interviews in which the field notes acted
as stimuli for inquiry into the thinking behind the teachers’
curricular and instructional decision making. On occasion,

n
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our talk turned to the teachers’ feelings about the new state-
mandated mentor program. Each of the teachers’ mentors
and/or building level administrators had varying responses
to thé’program. These respenses indicated four very differ-
ent views of mentor accountability and resulted in relative
success or failure of the program for the four first-year
teacher-participants.

Varying Responses to One Mentor Program

Betry. Wheu considering Betty and her response to the
Provisional Teacher Certification Program, it is important
to note that participation in the program was, in the fall of
1995, mandatory. Interestingly, Betty did not have a mentor.
Aside from myself and two inclusion teachers assigned to
two of her classes, Betty, a half-time tcacher/half-time year-
book coordinator, did not seem to receive a great deal of
support from the other members of the English department,
the department supervisor included. During our last visit,
Betty asked about the other study participants and how they
had fared with their mentors, and she stated that she was not
pleased with the lack of support she had suffered:

Well, it's bad...I don’t know how anyone else is,
from the people you've talked to, how their first
year...you know, the state thing? Where you're sup-
posed to work with a mentor? I realiy wish my ex-
perience would have becn a lot more formal, the
way it's supposed to be, where you're...you know.
I don’t even think they took the money out of my
paycheck. I would have rather that they had done
that and then I would have had the chance to talk to
somebody on a regular basis...Sometime it just
would have helped to cheek in and to have caught
something before it became a big problem.

For Betty, the Provisional Teacher Certification Pro-
gram was a complete failure. Operating on a
technicality(Betty’s half-time teaching load), the district did
not provide Betty with a mentor. Her half-time staius, how-
ever, did not spare her the anxieties experienced by many
first-year teachers. By not providing a mentor for her, Betty’s
building level administrators failed to appreciate the spirit
of the Provisional Teacher Certification Program.

Caroline. Because she held a split position (half-time
at a middle school and half-time at a high school) Caroline
had two mentors. During our first interview, Caroline spoke
of the support she received from her department, and she
micntioned both mentors by name:

lan is my mentor here [at the midd!e school] and
Chris is my mentor at the high school. So I have
twamentors and they're both really good and help-
ful. And they both Jare concerned that] they're
mentoring and helping.

Throughout the course of the year, however, with one
bricf exception, Caroline never referred to these mentors
nor mentioned any support or guidance she might have re-

ceived from them. Furthermore, when lan, Caroline’s men-
tor at the middle school, passed away half-way through the
year, Caroline was not assigned a new mentor. It appeared
that all involved had abandoned the mentor program. Un-
like Betty, who lamented the fact that she did not have a
mentor, Caroline appeared to have much in common with
the 46% of Anctil's (1991) subjects who reported that a
mentor was not necessary, even though they also reported
that the quality of mentoring they had received was “very
high” (p.7). Although the mentor program was mandatory,
and she should have been assigned a mentor, Caroline, ap-
parently, did not see the need for one. The mentor stipend,
however, continued to be deducted from Caroline’s salary.

Lori. In addition to the support and/or evaluation she
received from other teachers in her department, her depart-
ment chair, and her younger sister, who was also beginning
her teaching career that ycar, Lori, in contrast to Caroline
and Betty, reccived a great deal of support from her mentor,
Marty. In fact, Lori often spoke of “Marty-izing” her les-
sons. Lori’s mentor made regular visits to her classroom and
offered suggestions to improve her teaching. He also helped
Lori navigate the politics of that particular school and pro-
vided her with a sounding board off which she could safely
vent her frustrations. As Bower (1991) and Weinstein (1988)
maintain is often the case with beginning teachers, Lori’s
expectations conflicted with the reality of teaching,

Marie. Marie’s story is a worse-casc scenario. Maric
had been assigned amentor; however, as of my last mecting
with Marie, she had yet to meet with her mentor other than
in passing. She described her first year of teaching as less
than rewarding:

They just throw you (into the classroom). Here's
your classes and you're just expected to know what
their expectations are of you and the curriculum
and the program and all these things...] think that's
where the mentor thing was supposed to help. And
I guess that if you had it set up the right way, I can’t
see how it wouldn’t be helpful, at the very least!
Butif it’s not set up where you see this person, and
she gets the extra prep...I told her [{to observe me
during her extra prep], but she’s never done that.
And she tells me “I hear you're doing a good job.”

According to Anctil (1991), “mentor accountability” is
a critical issue in mentoring and an area that receives too
little attention. The inadequate response of Marie's mentor
to this assignment, and the resulting alienation suffered by
Marie, suppert this contention. Clearly, Maric's mentor did
not perceive the important of her role as mentor to this first-
year teacher.

Understanding the Mentor’s Role

Hayes and Kilgore (1991) found that new teachers ex-
pect support and assistance from veteran teachers and that
this support helps new tecachers develop a reflective teach-
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ing stance. To this end, several states, New Jersey and
Wisconsin among them, have instituted or are about 1o insti-
tute mentor programs for first-year teachers. Consistent with
these expectations, the apparent level of reflection in which
each of my participants engaged was affected by the amount
and quality of support she received (or didn’t receive)from
her mentor (Stinson, 1999). My findings suggest the impor-
tance of mentor programs for first-year teachers. My find-
ings also illustrate the varying responses mentors and
building-level administrators can and do have to mentor pro-
grams and the need to place more emphasis on the impor-
tance of the first-year teacher/mentor relationship and the
mentor’s responsibility for fostering that relationship.

The mentors mentioned here exhibited very different
understandings of the mentor role. Betty’s building level
administrators failed her by not providing her with a men-
tor. In not appreciating the importance of a mentor for a
first-year teacher, they chose to not assign one to her, as if
half-time teacher do not have the same fears and concerns
about teaching as full-time teachers. In this school, for this
first-year teacher, this resulted in an inadequately imple-
mented mentor program.

Lori’s official mentor and the other members of her ex-
tensive support staff exhibit a strong appreciation of the first-
year teachcr/mentor relationship and an appreciation of the
importance of the support and assistance many new teach-
crs want and need. In contrast, Marie’s mentor and those
around her failed to appreciate the importance of their roles;
thus, they failed to provide this necessary support. Thesc
failures resulted in the worst implementation of the Provi-
sional Teacher Certification Program of any school in my
study.

Will Wisconsin’s mentors appreciate their responsibili-
ties to the first-year teachers they will advise? I believe there
are some steps we can take to insure that they do. First, men-
tors must be selected from among experienced teachers who
believe that their influence can have an impaci on first-year
teachers. Second, potential mentors should attend inservice
programs or similar training sessions to heighten their sense
of both their responsibility and their scope of influence
with regard to their proposed mentees. Third, administra-
tors must make sure that mentors and mentees have com-
mon prep periods and otherwise compatible schedules.
Fourth, while the level of their participation will be gov-
erned by the first-year teachers themselves, mentor programs
must be made available to all first-year teachers. Finally, to
insure that the mentor programs are being effective, admin-
istrators must be aware of the levels of support being of-
fered in their schools through continued inservice
experiences for mentors and mentees.

~a
it
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Mentor programs are not necessary for everyone. Cer-
tainly Caroline survived, even flourished, without extensive
mentoring. More than likely, Lori would have sought out
her own support system cven without the guidance of her
mentor. However, for first-year teachers like Betty and Marie,
first-year teachcrs who necd and want such support in the
form of formal mentor programs, properly implemented
mentor programs administered by trained individuals who
thoroughly understand their roles as mentors are critical to
first-year teaching success.
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Leading the Way . . . State Initiatives and Mentoring

Carmen Gichelhaus
University of Dayton

Since the carly 1830s, a debate has raged across the
United States concerning how we should prepare teachers.
It begui: when Horace Mann first declared that teachers re-
quired special preparation {Cruickshank, ct. al, 1996). But
nat everyone agreed then, just as not all agree now. Even
those who agreed, did not agree to the form the preparation
should take: the amount and type of preparation. There arc
those who believe that a strong academic background in the
subjects they will teach is all that is necessary; others con-
tend that there is a specialized knowledge-base that informs
best pedagogical practice that teachers need to know and be
able to do; and still others argue for both. In recent years,
there have also been those who insist not only that is there
specialized pedagogical knowledge and skills, but that it 1s
different based on the developmental and cognilive levels
of the children. The chalienge for those responsible for the
preparation of America’s teachers is to make informed deci-
sions given the abundant rhetoric and vociferous debate.
What do teachers need to know and be able to do? Who
should inform such preparation? By whom and how should
such preparation “standards™ be developed, implemenied.
and enforced?

The reform rhetoric surrounding teacher preparation has
been symbolic of the 1980s and 90s. Tt appears that almost
cvery agency, professional organization, and group of aca-
demicians has called for some type of tcacher preparation
reform. The sources of the rhetoric include private founda-
tions, interested individuals, university teacher education
units, teacher associations (both at K-12 and higher educa-
tion), academic learned societices. and federal and state gov-
ernments. Some of these proposals were intended to address
pereetved fallures in the actual preparation of teachers, oth-
crs looked to address scientific/technological, economic, and
socictal demands placed on schools. Some plead for ex-
tending the preparation period, while others suggest less
control or climination of formalized teacher preparation all
together.  Amid all the relorm rhetoric, little attention has
heen given to establishing standards for ensuring that the
preparation that does occur producas teachers that have the
knowledge and skill to be successful practitioners once they
cnter their own classroom. Nor has there been much atten-
tion given to the use of assessment of the knowledge and
skill to make decisions about entry and retention in the pro-
fession.

Historically. the preparation of teachers has been the
exclusive domain of teacher education institutions, both pre-
service education and professional development. States have
made certification requircments for continuing education,
but rarcly has there been any “official™ notice of what a be-

ginning teacher nceds in order (0 be successful during that
first year of full time teaching. That is until recently. A
developing trend in teacher education reform is that states
are mandating certification/licensure requirements for
teacticr preparation, along with induction year programs as
part of tcacher preparation or licensure.  With these state
initiatives, three primary issues, problems and concerns have
surfaced:
I. A lack of consistency in the definition of what consti-
tutes mentoring and support among the stakeholders both
between states and within the states;

2. A nced for the development of appropriate and cffec-
tive models for mentoring; and

3. A nced for adequate funding to develap, initiate and
sustain an effective mentoring program.

Thesc issues, problems, and concerns are faced by cv-
cry state and the local school distriets that hire beginning
tcachers. States that mandate beginning teacher support pro-
grams must address these concerns if they are going to meet
the needs of our beginning teachers and ultimately, the chil-
dren they teach.

Defining Mentoring

What is mentoring? Is a mentor a “buddy” or is the
person recognized for his expertise as a teacher and lcader
within the professional community? Will we provide such
support to all first year tcachers within a building, or only to
those who are first ycar within the profession? Will some
beginning teachers be exempted and under what conditions?
How will mcntors be selected? What support will mentors
he given to facilitate the fulfiliment of their role? Without
clear definition of what constitutes a good mentoring pro-
gram, state policy may not meet the expectations and nceds
of the beginning teacher.

There is wide variation in how the term mentoring is
used and in the programs that are offered. Clearly, mentoring
means different things to different stakeholders. Bendixen-
Noc and Gicbethaus (1997) discussed the origin of the term
from the classic poem The Odyssey by Homer and defining
characteristics of mentoring. [rom this epic poem, the char-
acteristics of mentoring emerge as a more experienced, wiser
person entrusted with the growth and development of a
younger, less experienced person—a novice. It is a rela-
tionship between two individual where the mentor educates
and adviscs the novice as he progresses through life. The
cxpectation for the noviceis to respect and lcarn from the
care of the more expericneed mentor.
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From this carlicst description in Greek mythology, men-
tors and mentoring have been described in many ways: non-
parental career model, role model, professional facilitator,
advisor, counsclor, teacher. Alleman, Cochran, Doverspike
and Newman (1980) defined mentoring as “arelationship in
which a persan of greater rank or expertise teaches, guides,
and develops a novice™ (p. 329). Schmidt and Wolfe (1980)
listed three broad categories as functions of mentoring in-
cluding role model, consultant-advisor, and sponsor. Schein
(1978) suggested cight mentor roles: teacher, confident,
sponsor, opencr of doors, role model, developer of talent,
protector, and successful leader, As states look to mandates
for entry -year mentoring support, they too have established
definitions to guide policy implementation. Ohio’s entry-
year standards define mentoring as “a program of support
praovided by a school district . .. to meet the unique needs of
an individual in the first ycar of employment . . . and a
mentor as “‘a person assigned to an individual in the first
year of cmployment under a classroom tcaching certificate
or an cducational personnel certificate.” (Administrative
Codec. Rule 3301-22-02)

Establishing formal programs to assist cntry persons into
a profession by using more experienced employees was in-
troduced into the world of business and government in the
1970s (Bendixen-Noc and Giebelhaus, 1997). Gold (1996)
and Tellez (1992) state that attempts to establish such pro-
grams in schools, colleges and universitics, and states in an
effort to help new teachers as they entered the profession
began in the 1980s.

As states grapple for dircction, they often look to cach
other; however, with regard to mentoring, state initiatives
that extend teacher preparation into the first year »f teach-
ing vary in tetms of both procedures and processes. The
National Association of State Dircctors of Teacher Educa-
tion (NASDTEC). notes the variation in programs across
states in the 1996-1997 NASDTEC Manual. Of the just 28
states noted in the Manual as having mentoring programs or
Beginning Teacher Support Systems (BTSS). only 15 re-
quirc all beginning teachers to participate in the programs.
Most state initiatives included some sort of training for the
beginning teacher (20), but only 16 states have allocated
additional funding to support beginning teacher mentoring
programs. In addition, there is little mention of mentor se-
lection and/or training and few of the states involve the
tcacher preparation institutions in the support systcmn for
beginning teachers. Finally, the policies regarding the evalu-
ation of mentoring programs and those which extend sup-
port beyond the first year vary greatly from state to state.
Without clear focus of what constitutes cffective mentoring,
that is models, there is little wonder why inconsistency and
lack of focus may occur in mentoring programs.

Mentoring Models

The need to develop maodels, therefore, which can pro-
vide consistency and focus (o the development of local

1
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mentoring programs is warranted. These models should in-
clude: a framework for selection and training of mentors;
opportunities for mentors and théir protégé to work together
——including opportunrities for direct observations of 1cach-
ing; opportunitics for beginning teachers to participate in
on-going professional development: and guidclines for as-
sessment and evaluation of the mentoring program.

The selection of mentors is critical to the success of any
mentoring model. The role of mentor implies that the expe-
ricnced teacher selected will be not only a highly competent
teacher that understands pedagogy and has extensive con-
tent knowledge, but onc who has the desire and ability
nurture others. Not all expericnced teachers possess these
traits. Therefore, it is important for mentoring programs to
have guidelines for selection that address the characteristics
valued in mentors. Enz (1992) four considcrations that
should be examined as a district develops criteria for sclec-
tion of mentors: personal characteristics, professional skills,
functional concerns, and practical concerns. Personal char-
acteristics include such attributes as thoughtfulness
(rei.cetivity), facilitativeness, and integrity. Professional
skills incorporate pedagogical and communicative skills. A
mentor should “possess current professional knowledge and
demonstrate a high degrce of instructional expertise, such
as the understanding of their students’ social, physical and
emotional development, mastery of curriculum, content, and
instructional pedagogy™ (p. 67).  Further. functional and
practical concerns must be considered if the mentoring pro-
gram is to succeed. Functionally, mentors must view them-
sclves as more than “buddies™; cffective mentoring requires
that mentors not only possess cxpertisc in teaching, but have
knowledge of tcacher development, beginning tcacher prob-
lems, adult development and the skills associated with rec-
ognizing cffective teaching, and conducting observations/
supervision (O’'Dell, 1987). Finally there are practical is-
sues that should be addressed. For example, teaching as-
sighments shoutd be considered. Huffman and Leak (1986)
noic thatmatching grade and/or content specialty maximizes
the mentor's opportunity to use the knowledge and skill at-
tributes and increases the likelihood that the protégé will
benefit from such expertise. In addition a mentor should
not only have the time to provide quality mentoring, but
should be close enough in proximity {¢.g. same school) to
atlow opportunities to interact with the beginning teacher.

Once the selection criteria has been established, offec-
tive mentoring programs provide training for the develop-
ment of good mentors. Although recognized as highly
compctent and effective teachers, prospective mentors may
not have a framework of how to talk about tcaching and
lcarning in a logical, systematic way. Providing such a frame-
work enhanees the communication and interaction between
mentor and protégé. In Ohio, where mentoring of all entry-
year teachers is mandated, the 1996 Teacher Education and
Licensure Standards (Administrative Code 3301-24) state
that mentors "will offer the support necessary to success-
fully transition into ‘real world,” full-time classroom chal-
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lenges” (p. 3) with no mention of how this should be accom-
plished. This process is left up to each school district to
determine even though what districts do with regard to
mentoring - or do not do - may impact how well beginning
tcachers are prepared for the state's performance-based as-
scssment for licensure. Recent rescarch (Giebelhaus and
Bowman, 1997, 1999; Giebelhaus, Bendixen-Noe, and
Nichelson, 1999) indicates that training of mentors does in-
crease the effectivencss of mentoring with regard to the dem-
onstration of identified effective teaching behaviors.
Training can provide focused interaction vital if mentoring
programs are to achieve the ultimate goal - providing com-
petent teachers for every child.

Mentoring also requires time for both mentor and
protégé. Itis impossible for a mentor with his/her own class-
room responsibilities to find the time to establish a relation-
ship with a beginning tecachcr, much less to conduct
observations and give feedback, without some form of “time”
support from the administration. Support for the develop-
ment of such relationships is critical in the success of
mentoring programs. School district administrators cannot
assume that by naming a mentor, mentoring wiil occur. Suf-
ficient support includes proximity of mentor to protégé and
time for interactions, both formal and informal.

Just as mentors require initial training in their role and
the associated skills, continuing profcssional development
of the beginning teacher through in-service training is an-
other aspect of meirtoring programs that should be consid-
ered. These activities can be informal workshops and
seminars where beginning teachers meet with each others
and with their mentors to address specific issues, problems,
or concerns. Incentives for additional “formal” training can
also be established for beginning teachers to extend their
knowledge and skills through additional university course
work.

And finally, models of mentoring programs should in-
clude a means for gathering information to assess and evalu-
ate the cffectiveness of the program. Such data could come
from a variety of sources including teacher (administrator,
mentor and protégé) surveys, retention rates, student sur-
veys and/or achievement information, and participation data.
Information should be gathered and analyzed in order to
determine whether the needs of the state, district, school and
individuals are being met.

If models of effective mentoring programs are to be
devcloped based on state initiative and regulations, the state
must support and encourage that process. Expectation need
to be clear. Resources and technical assistance must be avail-
able. Providing leadership by offering various ways in which
mentoring programs can be developed is critical. Finally,
when state policy requires school districts to implement
mandates, it must disseminate information about the models
that work. Once the policy has been cstablished, the role of
the state is to assist districts as they attempt to negotiatethe

Funding

Perhaps the most critical issue facing statcs is that of
funding generally. When it comes to mandated initiatives,
the term “unfunded mandate™ sends chills down the spine of
district boards of cducation and superintendents. The re-
quirement to implement mandated mentoring for induction
year programs is just one more item—one more mandate—
that demands a *siice” of the district’s fiscal pie. For states
then, the questions are, “Where do the funds come from?”,
“How do we disburse funds equitably to all school districts?’
and “How much and to whom is the funding given?” h is
obvious that to train mentors, to provide themn with time to
work with new teachers and to collect information and dis-
seminate the results . . . all of this takes money. States send
a clear message to local school districts regarding the im-
portance of mentoring programs by the amount and kinds of
funds that are allocated.

Some states have initiated the “unfunded mandate™,
which guarantees uneven comgliance or in many cases non-
compliance! Other states have adopted the system of com-
petitive grants. Again, there is an enormous opening for
uneven compliance and unequal opportunity. If a mentoring
and support system for beginning teachers is mandated, then
the funding should accompany the law. The manner in which
the funding is dispersed is not as important as the fact that
money is available to suppori model building and imple-
ment the requirements established within the state policy
decision.

In at least one state, Ohio, where the mandate was first
initialed as an “unfundcd mandate” for most school districts
in the late 1980s, it has since become part of the Teacher
Education and Licensure Standards (1996). Funding has
been provided through granis, both federal and state. In the
grant proposal requircments, ocal school districts and insti-
tutions of higher education have been encouraged to work
together to establish mentoring networks. The state has de-
veloped and adopted a framework for mentor training which
includes identification of and discussion around specific
effective teaching behaviors. Although cach local school
district develops their own model for mentoring mecting their
unique necds, all are linked to the performance-bascd li-
censing requirements for new teachers. Because the fund-
ing is currently limited to those who successful apply for
grants, funding in Ohio to meet the mandated requirement
for mentoring of beginning tcachers is uncqual. Will this
impact the success of beginning teachers on the mandated
performance-based assessment for licensure?

Recent studics (Giebelhaus and Bowman, 1997, 1999,
Giebelbaus, Bendixen-Moe, and Nichelson, 1999) suggest
that it very well may. In a quasi-experimental study of stu-
dent teachers and their mentors, Gicbelhaus and Bowman
(1997, 1999) found that student tcachers whose mentor (co-
opcrating tcacher) were trained in a commeon framework for

unfamiliar territory. RNV discussing tcaching and lcarning—Pathwise (ETS, 1995)—
demonstrated more cffective tcaching behaviors than thosc
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whose mentor had no such training. Findings from a causal
comparative study by Giebelhaus, Bendixen-Noc and
Nichelson (1999) reveal that entry year teachers whose men-
tors were trained and who used specific strategies like ob-
servation and conferencing around a framework of specific
teaching skills were more successful than those who did not
have such mentoring opportunities.

These studies would suggest that quality and type of
mentoring program within a district may be a factor that pro-
spective teachers should discuss and consider as Lhey de-
cide where to teach, especially where “high stakes™
performance assessments for licensure are in place, such as
Ohic.

Conclusions

For states trying to establish and implement high stan-
dards for teacher preparation and professional development
through initiatives like mandated beginning teacher support
programs, the on-going challenge is to erigage the stakeliold-
ers while maintaining consistent standards for cach. With
regard to mentoring, stakeholders include not just beginning
teachers and the children they teach, but the school districts
that hire them and the colleges and universities that prepare
them. Mentoring, although well supported in the literature
as likely to produce more effective practitioners, is achange
from the norm; change is a challenge to some, but to others
it is difficult and threatening. State agency representatives
who are charged with the implementation of such policics
must have the fortitude to stand fast and maintaining consis-
tency in order to provide opportunities for such mandates to
reach their full potential. In Ghio, the state has imnlementcd
a statewide program for training mentors to work with be-
ginning teachers. The state has a'=o developed a source of
funding such programs. The challenge for any state, includ-
ing Ohio, once it has begun the journey down the long road
of successful implementation of initiatives which force
change. is maintaining the momentum of change without
veering off the road.

Linda Darling-Hammond (1996) stated that the lack of
effective mentoring is one of the barriers to having compe-
tent teachers for every child. If this is true, and there is
increasing evidence to support this, then it is imperative that

-—
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states take the leadership role in developing, ensuring. and
maintaining comprehensive, systematic mentoring and sup-
port programs for all beginning teachers. If successful, the
journey towards effective mentoring programs for beginning
teachers will reach far beyond tomorrow . . . it is a journey
that should strengthen the profession and ensurc competent
tenchers for every child.

References

Bendixen-Noe, M., and Giebelhaus, C. (1997). Mentoring:
Help or Hinderance? MidWestern Educational Re-
searcher, 10(4), 20-23.

Cruickshank, D. R., Bainer, D., Cruz, J. Gicbelhaus, C.
McCullough, J., Metcalf, K., and Reynolds, R. (1996).
Preparing America’s Teachers. Bloomington, IN: Phi
Delta Kappa Educational Foundation.

Darling-Hammond, L. (1996). What matters most: A com-
petentieacher for every child. Phi Delta Kappan, 78(3 ).
193-200.

Dwyer, C. A. (1994). The PRAXIS series: Clussroom per-
formance assessments and assessment criteria.
Princeton, NJ: Educational Testing Scrvice (ETS).

Gicbelhaus, C.. and Bowman, C. (1999, submitted). Is it
worth it? The cffcct of mentor teacher training. The
Teacher Educator.

Gicbelhaus, C., Bendixen-Noe, M., and Nichelson, J. (1999).
"Il be there for you: Mentoring and novice teachers. A
paper presented at the annual meeting of the MidWestern
Educational Research Association, Chicago, IL.

Gicbelhaus, C. R., and Bowman, C. (1997). The Impact of
Coopcerating Teacher Training on the Professional De-
velopment of Student Teachers. A paper presented at
the annual meeting of ATE, Washington, D.C.

National Association of State Directors of Teacher Educa-
tion (1996-1997). Section K. In T. Andrews (Ed.), The
NASDTEC Manual 1996-1997 (pp. 1-10). Dubuque, 1A:
Kendall/Hunt.

O'Dell, 8. 1. (1987). Mentor teacher programs. Washing-
ton. DC: National Education Association.

Volume 12, Number 4 - Fall 1999

Mid-Western Educational Researcher 13




Mentoring: Aim and Assess

Charles K. Runyan
Pittshurg State University

Today was just like any other day for Cinderella at the
swimming holc. Justlike all the other days. she would con-
tinue to swim the murky waters alone, perfecting her strokes
in hopes of reaching the distant shore. Unlike ahost of ather
swimmers, she had to swim the decpest parts of the lake for
Cinderella was new, and the more expericnced swimmers
knew the hardships of the deep water currents. They took
up the shaliow arcas near the shore. She v.ould learn just
like everyone else—to sink or swim by handling the rough-
est waters. Thus it is for too many of America’s heginning
teachers. Just like our imaginary Cinderella lcarning to swim
alone in the roughest waters, too many of our heginning
teachers arc learning to tecach in isolation of placed in cli-
mates not conducive to developing effective teaching skills.

Though a number of states and local school systems
have developed induction programs of one sort or another,
there arc still too many of our best and brightest beginning
teachers lcaving the profession. Too many are stiil learning
to swim on their own; too many are still being evaluated and
offered remedial help with little concern for the expressed
needs of the situation or the individual’s uniquc attributes.
Too many programs are simply an oricntation program (o
indoctrinate or simply another layer of cvaluation, a deficit
model which sees the beginning teacher as one who Jacks
specific skills and its role is thus to correct any specific prob-
fem areas.

Today. it is more important than ever to promote com-
prehensive, developmental induction programs which con-
centrate not only on oricntation and development of strengths
but on the situational, personal and professional concerns
of our beginning teachers. Qur beginning teachers need more
than a dosc of standardized pedagogy and evaluation of their
mastery of the “golden rule™ Our programs need to de-
velop personal strengths and ideas to change education for
the better, not stifling the creativity and idealism of first year
teachers by legislating dependency on accepted methods and
materials. It is time to take aim at programs that dignify,
humanize and develop professional personnel who strive to
master the art of teaching, '

So what can be done to make the waters calmer for our
Cinderellas? What restructuring of the swimming hole is pos-
sible that will allow Cinderella to perfect her strokes and swim
the waters of today’s classroom? Perhaps the single most
important answer rests with fellow swimmers designated as
mentors. One who plays a number of roles over time, roles
such as a trusted guide, advisor, model, supporter, protector,
challenger, opener of doors, confidant, and/or simple col-
lcague. One who can facilitate growth in another by being
positive, trustworthy, accepting, non-threatening, and caring,
One who can communicate unambiguously and allow another

his/her own separateness. Perhaps itis the mentor who truly
holds the key to the beginner’s swimn to shore. As with any
cducational program, basic questions come to mind when
examining use of mentors in induction programs.

. 'What should be the primary aims of a mentoring pro-
gram?

2. How should mentoring programs he cvaluated?

3. Whatarc the characteristics of an effective mentoring
program?

4. Who should be in charge of deciding?

These questions offer an argumentative framework for
viewing various mentoring cfforts and for analysis of is-
sues associated with the diversity of programs. Answer-
ing and cxploring the gray arcas provides an avenue for
defining the critical issues. Using this perspective, two
critical elements in teacher mentoring and induction pro-
grams emerge - what should be the primary aims and how
should the program be cvaluated? From answering these
two questions, the other questions are resolved.

Take Aim

First, mentoring programs need to take clear aim at
how they will interact with the carly career teacher. In
examining the diversity in programs goals, most mentoring
cfforts can be divided into cither evaluative (where the
mentor is part of the evaluative process for retention or
certification) or developmental (where the mentor has no
authority to cvaluate but assists in the tcacher’s develop-
ment basced on situational necds). Because first-year teach-
cers have different personality nceds and behavioral
tendencics which arc illustrated in such factors as gender,
marital status, age, parenthood, educational level, school
placement, and other such factors and because each is
placed in different school climates, it is apparcnt that for
mentoring programs to be effective they will have to offer
individualization and diversity through mecting both per-
sonal and professional needs. Following this logic, potent
programs would base most of their interaction on meeting
the situational personal and professional needs as perceived
by the beginning teacher and not only on outside evalua-
tion deficits derived from mentor observations.

As with any cffective program, whether developmen-
tal or deficit oriented, the specific aims should be derived
from a clear philosophical orientation and rescarch ori-
cnted rationale. Though different induction programs de-
lineate their goals in various fashions, effective programs
contain part or all of the following aims. Clearly focused,
cffective programs typically:
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1. Have a fundamental philosophy which recognizes the
beginning teacher as one who has a set of skills and
nceds, and as a result of the program:

a. Develops, cxtends, modifies, or refines these
skills;

b. Orients the beginning teacher to the school sys-
tem; and

c. Addresses and meets the perceived personal
and professional needs of the teacher.

2. Have a well defined set of rationales and goals.

3. Provide continuous year-long support from the pre-
school oricntation to third-year tenure through various
organized support systems.

4. Use verious personnel to offer a vast array of materials,
instruments, and activities to personalize cach begin-
ning teacher’s year.

5. Have mentors selected, trained and focused using cur-
rent knowledge available about the beginning teacher.

6. Provide frequent support interaction and targeted top-
ics to help the beginning teacher in adjusting, express-
ing nceds, and developing.

7. Offer a large number of instructional and non-instruc-
tional arcas on which the beginning teacher could focus
when the need surfaces;

8. Notinterfere with the school evaluation system bur al-
low for the program to provide an improvement system
for any weaknesses found in the formal evaluation.

Y. Be able to show positive growth from the beginning
teacher's own perceptions of skills and knowledge as
well as other qualitative and quantitative data.

From this set of aspirations, influential mentoring pro-
grams take aim and develop mentors who can effectively
accompany our Cinderclla across the swimming hole.
Through the program, they understand their roles as a swim
coach and can personally facilitate the development of the
Cinderella’s swim strokes, realizing they can't swim every
strake at once. They have been trained and can help the
Cinderella cope with the waves that throw her off course,

Becausce of the importance of continuous daily support
through mentor activity, an cffort is made by cffective pro-
arams to train the participating mentors in specific interac-
tion skills and research-based activities which could be
effectively used with the beginning teacher. To help cffec-
tive programs take aim, specific goals arc usually established
for mentor proficiency. For the training to be successful,
the mentor should be able to:

. Conceptualize the general characteristics, needs, con-
cerns, and expectations of the beginning teacher;

[§]

Understand the components of developmental begin-
ning tcacher induction programs;

2. Interact and communicate with the beginning teacher
in a non-threatening, supportive manner;
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4. Assess and interpret specific classroom needs and prob-
lems of the beginning teacher using checklists, assess-
ment instruments, and personal conferences;

5. Analyze, focus, and support specific tcacher classroom
nceds using peer coaching techniques and conferencing;

6. Usc data collection instruments in ouscrving class ac-
tivities to focus classroom observations;

7. Incorporate the personal, professional, and personality
needs of the beginning teacher into activities and inter-
action;

§. Implement developmental activitics that will offer the
beginning tcacher additional knowledge. skills, and at-
titudes for successful teaching performance; and

9. Servecffectively as adevelopmental mentor who can pro-
vide an orderly. personalized transition from preservice
preparation to the first three years of teaching.

In essence, mentors should aim to be more than simple
colleagues who occasionally help the beginning swimmer
through the nuances of the American cducational waters.

Assess

Ncxt, mentoring programs need to clcarly assess how
well they fostered the development of the early career teacher.
In examining this area of how mentoring programs should
be evaluated, convincing programs offer both quantitative
and qualitative data (o illustrate to what extent its aims and
aspirations were met. In order to assess, modify, and refine
programs, it is important to construct an evaluation system
which is multifaceted. Questionnaire responses and percep-
tion differences from both beginning teachers, mentors, and
principals could be used to assess the program subjectively.
Retention rates, teaching performance standard compliance,
student performance, portfolio documentation, and quanti-
tative positive growth from the beginning teacher’s own
perception of skills and knowledge could be used 1 show
statistical data.

QOnc of the most promising avenues for evaluating
mentoring programs involves using the theoretical frame-
work that cach teacher is in a state of becoming and ecach
tends to move through defined stages from a survival men-
tality to making an impact on every child. Numerous re-
searchers have examined developmental stage differences
of beginning tcachers from different angle (Fuller and Bown.
1975; Hall and Jones, 1976. Pataniczek, 1978; Hunt and
Michael, 1985; Cruickshank and Callahan, 1983, Hitz and
Roper. 1986; and Smith and Sanche, 1993). However, onc
of the most promising examples of using a developmental
stage framework to assess program cffectivencss can be
found in the Kansas Early Carcer Teacher Development pro-
gram. This program is a continuous tcacher training part-
nership between Pittsburgh State, Emporia State, Southeast
Education Service Center, and 68 school districts in Kan-
sas. Through its evaluation instrument, the Teacher Needs
Assessment Questionnaire (TNAQ). the program for carly

Volume 12, Number 4 - Fall 1999

Mid-Western Educational Researcher 15




career teachers is capable of identifying developmental stages
and illustrating group and individual movement from onc
stage to another.

Evolving from seven years of research and six statisti-
cal studies with over 700 teachers of various ycars of expe-
rience, the Teacher Needs Assessment Questionnaire was
developed and a three stage theoretical base crystallized
(Runyan, Sparks, Lipka, et. al., 1993, 1994, 1995, 1996,
1997, 1998). Designed to measure specific instractional and
professional needs by examining the teacher’s own percep-
tion of importance, mastery, and desire to improve on 49
given statements, the instrument numerically derives a Need/
Desire (N/D) score which is used to establish individual need
priorities. The researchers took the position that to estab-
lish a need there should be a perception that it is important,
that it is not presently being done well, and there is an aspi-
ration to improve. These need/desire scores could then be
ranked and prioritized to help set target areas as well as track
development through stages.

To trace progression, the program collects data on the
beginning tcachers development three times a year using the
TNAQ. Using as a foundation the Fuller and Bown (1975)
stages of survival, mastery, and impact, the instrument sta-
tistically uses the 49 items to show quantitative professional
progression for early carcer teachers through three stages—
Establishing Structures (Survival), Developing the Science
of Teaching (Mastery), and Cultivating the Art of Teaching
(Impact). In esscnce, by using a theoretical stage frame-
work, the program strives to move cach teachcer from a sur-
vival mentality to making an impact on cvery child. These
stages and their characteristics are:

Establishing Structures

*  Acquiring supplies and establishing room layout
*  Knowing school policies, norms and culture

*  Building staff relationships

+  Establishing classroom procedures and routines

«  Scttingrules and reinforcing them to gain respect of stu-
dents

*  Expanding subject matter knowledge

»  Planning Icssons for high time on task

«  Coping with evaluation, other’s opinions, and fear of
failure
Knowing parents and opening lines of communication

Developing the Science of Teaching

»  Using various models of teaching correctly

e Acquiring innovative techniques, activitics, and idecas

e Asking classroom questions effectively and providing
review and practice

*  Providing timely assignment feedback and furnishing
justification for grades

«  Giving clear directions, illustrations, and transitions so
classroom activitics move smoothly

» Identifying learning styles, characteristics, and needs of
class

«  Providing sponge activitics to keep students busy

*  Managing time pressures

Developing the Art of Teaching

*  Being novel, vivid, and varied in teaching strategies

+  Achieving equity in monitoring, questioning and feedback

»  Showing high expectations for every student and moti-
vating all students to succeed

+  Striving 1o meet the individual academic, emotional and
social necds of students

e Developing consisiency in cnthusiasm, fairness and hu-
morous disposition

*  Being a role model who shows empathy, warmth, and
respect to each student

By using the beginning teacher’s own perceptions of
nced at various times throughout a three-year period and
tracking the data, a program can illustrate each teacher’s
movement through developmental stages. This kind of de-
velopmental orientation holds great promise for inspiring
mentoring programs to assess their performance and pro-
vide focus towards an end result.

So what can be done to make the waters calmer for our
Cinderellas? One answer is to aim and assess developmen-
tally. Programs must understand that not all Cinderellas dress
the same or swim in the same pond; they don't all react to
the same currents in the same manner. But because they are
all swimmers they ten to learn the strokes in like manner.
some taking more time than others, al! hoping to have an
impact on every child. By providing a nceds-based devel-
opmental cnvironment where there is positive, targeted, non-
threatening mentor interaction, and by grounding much of
its cvaluation on the quantitative and qualitative perceptions
of the beginning teacher as they are perceived in a state of
development, a mentoring program has a good chance of
penetrating the isolation so destructive in beginning a ca-
recr and developing master swimmers who have the capac-
ity to make a difference with every child.
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come and that MWERA 1is not a fad.

A Letter from the President Regarding MWERA
and the 21st Century

Thomas S. Parish
Kansas State University

The Mid-Western Educational Research Association has had a stellar history, but its future looks very bright
too. Yes, for nearly a quarter of a century MWERA has been a home for researchers, scholars, professors,
teachers, and administrators. During this period of time, collaborations have developed, rescarch has been shared,
and good times have been had by all. As the current president of MWERA. it is obvious to me that these benefits
will continue well into the next century because we’re not just fellow researchers, teachers, and administrators.
ete., from around the midwest and the nation, but we're all very good friends too. Truly. it has been said that the
only thing better than aged steaks is ol’ friends, and it's upon that foundation, i.e., fricndship, that the Mid-
Western Educational Research Association—and its members—will continue to grow together well into the next
century, and perhaps long after that! So may we always look forward to the next mecting, hoping that it will be as
good as the ones we've had, but we must keep in mind, however, that what really makes MWERA so great are our
many positive intcracitons, and all the fun we've had, as well as the full realization that the best really is yet to
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The Principals’ Role in Mentor Programs

Barbara L. Brock
Crcighton University

Rick, an expericnced clementary principal, was con-
cerned about the Failure rate of the beginning teachers in his
school. When he initiated the mentor program this year, he
was confident that he had solved the problem and that the
outcome would be positive. Now he was shocked by the
beginning teachers’ evaluations.

“My mentor gave me greal suggestions, but [ would

like to hear the principal’s views on what he con-

siders good teaching and appropriate discipline. He

is the person who will evaluate me and T want to

know if I am doing OK.”

“My menior told me that the principal wasn't

pleased with the noise fevel in my room. T feel

uncomiortable that they are discussing me. I wish

the principal would speak directy to me instead of

telling my mentor.™

“Iwish my mentor would meet with e regularly.

She tells me tosee her if need something, but Tieel

like a bother when I go (o her with a problem.”

Rick, like many principals, recognized the need for be-
ginning teacher induction and assumied that the solution to
the problem rested solely with the assignment of mentors.
He randomly assigned expericneed cachers as mentors with-
out providing guidelines, training, or support for them. To
compound matters, Rick assumed that the mentors would
“handle things™ and he ceased interacting with the first-year
teachers.

The problems that Rick experienced are commonplace
in many schools. Busy principals. grasping at solutions to
assist their beginning teachers, randomnly assign experienced
teachers as mentors. Confident that they have solved the
problem, the principals move on to other tasks, leaving the
mentors solely responsible for inducting the beginning teach-
ers (Brock and Grady, 1997: Brock and Grady, 1998). The
mentors struggle, achieving varying levels of success, and
the beginning teachers wonder why their principal doesn't
mteract with them. As one beginning tcacher reported, "My
principal welcomed me to the building and assigned me to a
mentor. Now I'don'tever have an opportunity (o talk with
her.”

Initiating a Program

Principals play a key role in inducting beginning teach-
ers into their schools (Hughes. 1994; Lieberman and Miller.
1994). One of the most cffective induction methods is a de-
velopmental teacher induction program that includes a imen-
tor program. The mentor component is an organized and
svstermnatic process in which askilled and experienced teacher
provides guidance to a novice (Heller and Sindler, 1991).

The role of the principal in the mentor program is to
lead the initiative for program development, provide ongo-
ing monitoring, and cvaluate program cffectiveness. Steps
in program developmentinclude: 1) conducting a needs as-
sessment to determine a rationale for the program, 2) evalu-
ating the availability of funding and resources, and 3)
determining if the school community will support the pro-
gram, To be effective, a mentor program requires the com-
mitment of the entire faculty and a supportive school
atmosphere (Brock and Grady, 1997).

Once adecision is made to create a program, the princi-
pal guides the development of goals that tailor the program
to the specific school setting. These goals provide the framie-
work for the program (O'Dell, 1989). The next steps in-
clude; a) defining the needs of the beginning teachers, b)
establishing criteria for sclection of mentors, ¢) detining
mentors' roles, and d) determining the length of mentors’
service and commitment (Heller and Sindler, 1991).

Defining the Needs of Beginning Teachers

Commonly thought of as new college graduates, begin-
ning teachers are actually a diverse group. Sume beginning
teachers are simultaneously embarking on adulthood and a
professional teaching career. Others are maturs adults who
recently completed (cacher training, or arc re-entering the
profession after raising a family. Some beginners may be
experts inadiscipline but have had ne teacher training (Brock
and Grady, 1997).

Given the diversity of beginning teachers, the content
and process of mentoring need to adapt to their specific cir-
cumstances (Brock and Grady, 1997; Brock and Grady,
1998). A needs assessment before school begins and repeated
periodically throughout the year will allow the principal o
structurce a program that is responsive to the needs of the
beginniug teachers. Mentors will understand and be able to
respond to the more specific needs of their mentees. 1f the
menior program is well designed, it has the potential 10 be
responsive 1o individual needs and deliver continuing pro-
fessional development throughout the first years of an
individual's professional experience.

Selection of Mentors

The ability of the mentors is a criticar component of a
mentor program. However, the mentors in many schools are
randomly selected. In some scheols, the mentor teacher's
personality. sinularity of teaching assignments, or proxim-
ity to the newcomer's classroom is the sole determinate of
mentor assignments.  Although this method occasionally
produces desired outcomes, a more structured approach is

4.9

|9
18 Mid-Western Educational Refe?'urvhﬁ

Volume 12, Number 4 - Fall 1999




more likely to yicld consistent success (Brock and Grady,
1997).

A quality mentor program provides specific criteria for
selection of mentors, Principals determine criteria that are
hased on the goals of the school and the program. Sugges-
tions for critenia include: a) experiences appropriate to the
teacher's assignment. b) pre-requisite knowledge, skilis, at-
titudes, and values and ¢) familiarity with the school and
district’s policies, procedures, organizational structure, cur-
riculum, courses of study, and competencies (Gordon, 1990;
Haipt, 1990).

Ohviously, the mentor should be considered an expert
teacher who has cxee tional abilitics in relating and com-
municating with other adults. A mistake, commonly made
by principals. is assuming that an individual who works well
with children will relate well with an adult in a mnentoring
situation. Mentors who work with adults have exceptional
listening skills, arc able to define a problem, generate alter-
native solutions, and work with a novice to select, imple-
ment, and evaluate a course of action. Most important, good
mentors are able to offer suggestions and possibilitics with-
out encroaching on and diminishing the cenfidence and de-
cisions of the novice teacher (Feinman-Nemser and Parker,
19907

Practical considerations for mentor selection include
proximity of classrooms, similar grade fevels or course as-
signments, shared planning periods. philosophics and teach-
ing styles. Gender, age, personalitics, and interests arc
variables to consider for compatibility. Criteria should also
take into account the respect of the mentor by peers, com-
mitment to the teaching profession, desire to work with a
novice, and willingness to spend the time and cnergy re-
quired (Brock and Grady. 1997).

Defining Mentors™ Roles

Mentors need to know the intended goals for the men-
tor program and their role in attaining those goals. A mien-
tor may serve in a varicty of roles, such as role model,
sponsor, teacher, coach, encourager, nurturer, and friend.
Usually it is assumed that the mentor’s role is (o assist a
less-cxperienced person for the purpose of promoting the
novice’s professional development. Whatever the specific
function of the mentor program. program goals and the roic
expectation for mentors must be clearly stated and with plans
cstablished for their attainment (Janas, 1996: Heller and
Sindelar, 1991).

Along with role expectations., the duration of the men-
tor relationship should be defined. Formal mentor periods
usually extend for onc or two years. However, if a friend-
ship or strong personal bond develops, informal mentoring
may continue for several ycars (Janas, 1996; Heller and
Sindelar, 1991).

A typical scenario is the pairing of a master teacher with
an inexperienced teacher for the purpose of socializing the
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newcomer into the school. Usually this formal induction
process lasts for one year or throughout the probationary
period of the school district. Ideally, u positive relationship
develops between mentor and novice during the. formal
mentoring period. When this occurs, informal mentoring and
professional collaboration often continue long after the for-
mal process ends.

A committee composed of faculty plus the principal
should determine the roles of the mentars. If possible, input
from noviee teachers should be included. These rofes will
likely be -e-visited and re-vised throughout the mentor pro-
gram as mentors and new teachers evaluate their effective-
ness (Fetler and Sindcfar, 1991).

Training for Mentors

Training, although scldom provided by sichools, 1s
equally as important as mentor sclection (Brock and Grady.
1997; Brock and Grady, 1998). Mentors need oricntation
to famiiiarize them with the mentor program and then ongo-
ing scssions to update skill (Janis, 1996). The orientation
could occur during a one-day training period of four or five
hours prior to the opening of the academic ycar (Heller and
Sindelar, 1991). Subsequent sessions should be scheduled
throughout the year to provide apportunities for skill devel-
opm: nt. Time should by provided for mentors to discuss
their roles and obtain feedback {rom others

The process and substance of the training should be
determined by the goals of the mentor pragrantand the schoul
context within which it operates (Heller and Sindelar, 1991),
A good starting point is a mentoring handbook that includes
topics, such as: the purpose of the prograni, suggested roles
of the mentor, guidelines for classroom visits, and summa-
ries of the school's discipline, due process, and atiendance
policies and procedures (Heller and Sindelar, 1991). 1If
mentors are expected to perform classroom obscervations and
share insights with novice teachers, they need to be taught
these techniques. Training should be provided that includes
skills in pre-conferencing, classroom observation techniques.
data collection and interpretation, diagnostic strategics, ef-
fective questioning, reflective listening. and post-
conferencing (Brock and Grady, 1997). To facilitate smooth
relationships between novice and mentor, skills in conflict
resolution should be included (Janis, 1996).

Principal’s Involvement

The principal needs to initiate the mentor program
meeting with the new teachers and mentors to clarify expec-
tations for the program. the working relationship of partic)-
pants, and the non-evaluative role of the mentor, Throughout
the process, principals should monitor the interactions of
teachers and mentors without breaching the confidentiality
required in the mentor-mentee relationship. If relationships
between teacher and mentor prove unsatisfactory, the prin-
cipal should quickly provide an alternative mentor (Fischer,
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1997). Sume principals meet regularly with mentors to dis-
cuss issues that need to be resolved and solicit suggestions
for program improvements (Heller and Sindelar, 1991).

Principal’s Interactions

Mentors provide assistance but arc not a substitute for
beginning teachers' need to interact with the principal. Be-
ginning teachers identify the principal as a key figure in their
assistance and support. The principal is the person likely
responsible for them being hired and the individual who will
evaluate their teaching. Thus, beginning teachers want and
descrve feedback from the principal. When this support and
atfirmation isn’t received, beginners fecl abandoned and frus-
irated. Novice teachers need assistance from both princi-
pals and mentors. Each provides unique perspectives, with
the mentors” work complementing that of the principal.
(Brock and Grady. 1997; Brock and Grady, 1997).

The arca most elusive to beginning tcachers is the
school’s culture. Culture constitutes the routine behaviors
defined by the unwritten rules and norms developed over
the years of the school's existence (Brock and Grady, 1997).
When tcachers say, “It's the wav we do things around here,”
they are referring to school culture. As new teachers join the
school, their views are shaped by and in turn perpetuate the
culture (Hanson, 1996).

Beginning tcachers often have trouble understanding the
school’s cultuie because it is unwritten and thus elusive. They
can find answers to explicit rules and procedures in hand-
books. However, it's the maze of unwritten rules that are
more likely to govern what people do than the written poli-
cies and procedures. Teachers are more likely to teach ac-
cording to the prescribed norms of the school than any
directives from the administration. These are the “rules” that
aren’t written down anywhere that pose problems for begin-
ning teachers. So ingrained are the rules, that even well-
meaning mentors and veteran teachers don’t think ta share
them (Brock and Grady, 1997; Sergiovanni, 1994).

As devcloper and nurturer of the school’s culture, the
prircipal plays a pivotal rale in sharing that culture with
beginning teachers. The perceptions of the social and cul-
tural factors of a school have a greater influence on noviees
than the schools formaliy-stated goals. Beginning teachers
need to know the school's history, traditions, legends, and
myths. They need to hear the storics of the school's herocs
and heroines. This process helps the novice gain a sense of
membership and participation in the culture (Brock and
Grady, 1998).

In addition, new teachers want to know the principal’s
goals and expectations for teaching. While the mentor’s ¢class-
room expericnees are valuable, knowing the principal’s ex-
pectations for instructional methods, time management,
discipline, grading, student achievemnent, and parent relation-
ships is essential, Sharing examples of aceepted ways of do-
ing things provides examples of acceptable standards of

behavior. Although beginning teachers need and appreciate
the assistance of meutors, the principal is the person they need
please, who will likely evaluate them (Brock and Grady, 1996).

Evaluations and Coufidences

Carcful consideration must be given (o whether or not
the mentor is to have a formal role in the evaluation of nov-
ice teachers. If mentors are to have a role in formal evalua-
tion, the procedures must be an established part of school
policy and clearly defined and cxplained to mentors and
mentees. With trust being an integral coraponent of a suc-
cessful mentor program, it is essential that principals adhere
to existing evaluation policy, are mindful of the fragility of
the trust factor, and respectful of confidences between men-
tor and novice teacher (Haipt. 1990; Brock and Grady, 1998).

Evaluating the Program

Evaluation is an arca often overlooked in mentor pro-
grams. An annual cvaluation by both mentors and mentees
is an integral component of a successful program. Mentors
should provide feedback regarding program goals, match-
ing of participants, role cxpectations, time management, re-
sources available and administrative support. Mentees should
be asked to evaluate the program in light of their socializa-
tion into the school and development as teachers. Informa-
tion gathered should be used by the principal to determine if
program revisions are needed (Heller and Sindclar, 1691).
Other data sources include indicators of student learning,
principal’s observations of mentees, and parent feedback.
These data provide the basis for planning and prograni revi-
sions. The necds of firgt-year teachers are not static: thus
the program needs to adapt to emerging needs perceived by
nicntors, mentees, and principal (Brock &Grady, 1997).

Conclusion

The success of beginning teachers is critical to student
success, and the success of both is largely the respunsibility
of the principal (Fischer, 1997). Each new hire has the po-
tential to cither enhance or diminish the overall quality of
learning in the school. Given the significance of the
principal’s responsibilitics, providing a developmental first-
ycar teacher induction program that includes a mentor pro-
gram should be a top priority (Lee, 1994 Sergiavanni, 1994;
Brock and Grady, 1997).

Effective mentor programs require the support of the
taculty and all levels of the school’s adninistration, includ-
ing the superintendent and school board. The principal.
however, is the pivotal figurc whosc direct involvement in
cach step of the program’s development and implementa-
tion is crucial. Principals who understand the bencfits and
are willing to invest the time required in developing and
maintaining cflective mentor programs will be rewarded
richly with suceessful entry-level teachers,
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This article was based on information contained in From
First-Year to First-Rate: Principal’s Guiding Beginning
Teachers, co-authored by Drs. Barbara L. Brock and Marilyn
L. Grady and published by Corwin Press, 1997.
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Important Notice

Presenters, Attenders, and MWERA Officers,
kindly put the following date on your calendars:

September 24, 1999

This is the final deadline for you to pre-register for the MWERA 1999 Annual Confer-
ence, plus it is also the deadline for securing your room reservations at the Holiday Inn—
Mart Plaza at special conference rates. By submitting the forms (found on pages 39
and 40) before this deadline you'll be able to save $$3$, both on the meeting registration
fee, as well as on the lodging expense you will incur by waiting until later. So please
don't delay, send in your forms today, or at least before September 24th, 1999, rather
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Mentoring and the Impact of Local Teacher Organizations

Mary K. Bendixen-Noe
The Ohio State University, Newark

Tiw influence of all the forces and factors that aff et
cducation today are numerous and widespread. They in-
clude: accreditation agencies, state departments of educa-
uon, foundation, civil rights groups, publishers, state policy
makers. colleges and universitics, state and national teacher
organizations, media, rescarch cstablishments, and many
others. Perhaps overlooked, but the one that often has the
most impact on the implementation of many educational
aspects is the local teacher unton/organization. They can,
in effect. bring success or failure to an idea through local
interpretations. negotiations, and implementation details.

Mentoring is one arca where the local teacher union
input seems to have great latitude. While there has been
much written regarding the roles of mentors and the tmpact
of mentoring programs (e.g., Little, 1990; Bendixen-Noe and
Gicbelhaus, 1997: Ganser, 1994; Huffman and Leak, 1986).
how these roles are played out in the local school systems
are often determined by local teacher organizations. These
entities often negotiate the ‘nuts and boiws” of the mentoring
role as defined in local contracts.

The importance of mentoring programs have been ad-
dressed by both national and state tcacher organizeidons. The
1998-99 National Education Association’s (NEA) Resolu-
tions cmphasizes the impact of these programs. It states:

The National Education Association believes that
mentor programs are a means of enhancing the pro-
fessional expertise of employees. The Association
also believes that the planning, implementation, and
evaluation of such programs must be negotiated or
cooperatively developed and maintained by the
school district and the local affitiate.

The Association further believes that the duties and
responsibilities of all parties must be clearly de-
fined and uniformly administered. Mentors must
be selected through a defined process with articu-
lated criteria, be properly trained and compensated,
and be provided with adequate time to fulfill their
responsibilities. The state or local authority has
the obligation to provide hold-harmless protection.

The Association further belicves that any documen-

tation that results from the mentoring process must

be confidential and the sole property of the person

mentored, and must not be included in the

participant’s personnel file (p. D-9).

This resolution seems to emphasize a movement in the
past decade by the NEA and the American Federation of
Teachers (AFT) towards the idea of professional unionism.
This perspective views teachers as professionals who up-

hold high teaching standards and who understand the inter-
dependency of workers and local school authorities. Help-
ing local unions take a more active role in cducational
reform is fundamental in this movement (Pecterson. 1997).
Mentoring is viewed as one element in this “union led ef-
fort to restructure the nation’s teachers’ unions to promote
reforms that will uitimately lead to better learning and higher
achicvement for America’s children. The primary goal . ..
is to create a new union model that can take the lead in
building and sustaining high performing schools for all stu-
dents in an increasingly complex and diverse world”

(NCEA, 1994).

Beginning in 2002, Ohio law mandates that cvery
school district who hire entry Ievel teachers establish and
mnaintain an induction year program that will aid these in-
dividuals in their profcssional development (Ohio Admin-
istrative Code 3301-24-04). Guidelines and specifics are
minimal and are Iefl to the local school district. To help
facilitate this program, grant monics have been available
s0 school districts have an opportunity to develop and re-
fine their interpretation of what mentoring programs look
like and how they are effective.

Atarecent leadership conference of the Ohio Educe-
tion Association (OEA), I was invited to help conduct men-
tor training. The OEA (1997) has identified the
development of mentoring and peer assistance programs
as important to having and maintaining weli-trained teach-
ers. The leadership conference is comprised of local teacher
organization members and officers who gather information
to take back to their respective school districts. Many of
these items are often newly legislated clements or current
issues and/or trends which will probably be negotiated in
future contracts. During the mentor training, concerns and
issucs emerged emanating from the mandated mentoring
soon to be required of school districts who hire entry year
teachers. The influence of the local teacher union/organi-
zation was highly evident.

To no-one's surprisc, the local contract appears to hold
an important key to the operation of the mentoring pro-
gram. Many individuals felt the need to become better in-
formed as to the intent of the legislation so they would meet
compliance standards. While many saw the benefit of
mentoring programs for beginning teachers, the concerns
scemed (o center around several arcas, which included:
money, defining the mentoring role, mentor selection, train-
ing, scheduling, and administrative support. While there
appears to be very little written on teacher unions and their
role in mentoring programs, there is an abundance of lit-
craturc on mentoring available. This should help inform
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local teacher organizations in their quest to develop, refine
and implement mentoring programs. As a result, this paper
will attempt to address issues that unions will face as they
work through this process.

Finances

Moncy was mentioned as the vehicle necessary for the
true success of local mentoring programs. Teachers felt they
were already having difficulty in finding time to complete
all their current tusks and that the aspect of taking on one
morec job, sucih as mentoring, was daunting. Receiving pay
for what was being mandated as a critical component in a
beginning teachers' professional development is viewed as
vital for a favorable mentoring program. Teachers fear
maney, or rather the lack of money, will limit the amount of
release time necessary for completing the dutics seen as es-
sential to their role as mentor. Onc of those roles is observ-
ing beginning teachers in their new role and providing
constructive fecedback. Without adequate releasc time, the
coaching clement of mentoring could become nonexistent.
Since many schools arc already struggling with inadequate
funding, the issue appears insurmountabie. Teachers voiced
the opinions that this could result in lower pay and pay raises,
fewer resources for their classrooms, and little or no money
available for professional development for teachers beyond
their entry year, With much nodding of agreement from oth-
ers, one local represcntative said, “Therc is only so much
money. If we negotiate that money to serve mentoring pro-
grams and mentors, it has to come from somewhcre. Some-
thing will have to give. Something clse. equally as important,
won't receive funding because of this new mandate—espe-
cially since there are currently no line itemis in the state bud-
get to help support it.”

Relying on gutside funding sources may lead to the fu-
ture demisce of mentoring programs once those monies are
gone or no longer are allocated to induction programs. This
type of mentality often stops individuals and school systems
from conducting creative problem solving and reduces their
sense of ownership in a mentoring program. Reality tells us
there will never be enough funding available or allocated
for all the programs deecmed important in education.

Perhaps the bigger issue is can schools afford to not
financially support their mentoring programs. A lesson from
business may be onc we necd to adhere. Many organiza-
tions are instituting formal mentoring programs as a cost-
effective way to upgrade skills, enhance recruitment and
retention and increase job satisfaction (Jossi, 1997). Since
recent reports have indicated we losc up to of all beginning
teachers to atirition and wc may be facing teacher shortages
in many content arcas duc to retirements, we may need to
look at the arca of financing in a different way. Instead of
saying “How can we afford mentoring programs?”, we prob-
ably should be saying instead, “How can we NOT afford
mentoring programs.”

168

The Mentor Role

Defining the mentoring role beyond the vague legal
mandate will also be important to local teacher organiza-
tions. Individuals stressed the need for cach school district
to personalize the meatoring program to {it their local needs
and situations. Concern was voiced about the mentoring
role becoming too cumbersome for a person to handle, if
additional responsibilities were added to it. They say this
was a rcal possibility, especially if money was allocated to
meuntors. They also wanted assurance that they would be
seen as a mentor, not an cvaluator.

Roles of teacher mentors have been addressed in the
literature. Huffman and Leak (1986) found cffective men-
tors provided positive rcinforcement, moral support and
someonc who would listen with understanding. More rc-
cently, Ballantyne, Hansford and Packer (1995) identified
four important roles mentors must undertake in order to be
cffective. Thescinclude: (1) task related assistance. (2) prob-
lem solving assistance, (3) personnel support, and (4) criti-
cal reflection and feedbuck on teaching. In several studics
(Wilkinson, 1994; Ballantyne, ct al., 1995; Harnish, 1994
McNamara, 1995; Huling Austin and Murphy, 1987) begin-
ning teachers noted arcas in which mentors were most help-
{ul. Information regarding school routines and policies was
deemed necessary. Additionally, help in lesson planning.
management and teaching stratcgies were highly valued.

Mentor Selection

Mentor selection will be critical to a program’s success.
Many local union representatives were concerned how men-
tors would be chosen so that indeed the ‘master’ teachers
would be available to help beginning teachers. Discussion
emanated that obvious selection criteria such as seniority or
“just the desire™ to serve as a mentor was not always appro-
priate. Representatives were very honestin stating that num-
ber of ycars teaching or the interest i helping others often
would not constitute a good mentor. Many examples of prac-
ticing teachers who fit these ciements were presented. Ad-
ditionally, others were mentioned who would probably want
to become a mentor especially if additional money was at-
tached to that role. Individuals were concerned how the
mentor’s role could be rotated so that training was avail-
able, everyone would get a chance to participate in that rolc.
and no-onc would get “burned out”. It appeared that the same
individuals usually volunteer at many local school districts
for cverything. The problem of mentor selcction being
viewed as a political decision was presented, since many
seemed able to identify teachers who often were selected
for knowing someone in a position of power rather than for
their expertise in the classroom. Finally, apathy was men-
tioned as a problem for many of the teachers in their local
scheol systems. The participants feared that perhaps they
woutld get no volunteers for the mentor role sinee it often
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appeared that no-one seemed (o want to do more than what
they were required to do.

Identifying individuals who will be good mentors is vi-
tal to the success of a mentoring program. Literature once
more may guide local unions in deciding how selection of
mentors can be handled. Much has been written regarding
characteristics and skills identified as necessary. Compe-
tencies mentor teachers need to possess include: knowledge
about and use of effective classroom management, good
communication skills including the ability to give construc-
tive criticism and provide positive feedback, successful
teaching, willingness to commit time, knowledge of progres-
sive teaching strategies, ability to help beginning teachers
in critical reflection, ability to be flexible about their role as
a mentor as the novice teacher develops, knowledge about
their school’s and district’s policies, procedures, curriculum
and courses of study, and remaining open to their own per-
sonal and professional growth aud development (Wilson and
Ireton, 1995-96; Butler, 1987; O’ Dell, 1987; Fletcher, 1995,
Ballantyne, etal., 1995; Rowley, 1999; Gordon, 1990; Heller
and Sinder, 1991).

Mentor Training

Mentor training was also identified as an itemn that could
be impacted by contract negotiations. Comments dealt with
the amount of money available for training, the quality of
training and how much training was necessary for a suc-
cessful mentoring program. Many ideas were tossed about
regarding this area but remained even more elusive than some
of the other areas. Most did agree, however, that training
was cssential.

Training for mentors is critical. Research has found
that when these individuals receive no formal training or
compensation they often dis not follow through with their
assigned tasks (Kilgore and Kozisek, 1988). However, men-
tors who were part of formal training programs with follow-
up activities were more successful not only in their role but
in helping beginning tcachers in becoming more effective in
their teaching (Ganser, 1995; Hawley, 1990; Warren-Little,
1988; Theis-Sprinthall. 1986; Giebelhaus and Bowman,
1997; Kenncdy, 1991). Arcas in which mentors should re-
ceive training include supervision (Hart, 1985), teacher de-
velopment, beginning teacher problems, and adult
development (O'Dell, 1987), and knowledge of and skill in
recognizing effective teaching practices (Giebelhaus and
Bowman, 1997).

Scheduling of Mentor Visits

Scheduling of classes so a mentor could observe the
beginning teacher was seen as a potendial obstacle. Teach-
cers were concerned as to how this would or could occur if
observations were indeed part of the mentor’s responsibil-
ity. Ifrelcasc time for mentors was difficult to obtain, sched-
uling was touted as the next best option. There wer,

however, scveral looming limitations. If the mentor and
protégé were in separate buildings it would be extremely
hard to use one's planning period to travel to another school,
observe the beginning teacher and then return to ong's class-
room in time for the next class period. Often, in elementary
schools, specials such as art, music or physical education
arc not in a block of time but are ofter in 20 or 30 minute
scgments scattered throughout the day and the week. This
would make is extremely difficult to arrange suitable sched-
ules. Middle school practitioners stressed the possible hard-
ship of giving up team planning time so they could observe.
They felt that as team members they would be ‘letting their
team down.’ Teachers concluded that while observations
could work through careful planning, it would be important
to explore other options so the best alternative could be uti-
lized.

Creativity in scheduling will certainly become a neces-
sity as schools either begin or continue programs in
mentoring. While teachers identify scheduling as a poten-
tial barrier (Osten and Gidseg, 1998), many school systems
have been able to work around this obstacle with much suc-
cess. Perhaps through discussions with schools who have
been successful in this area, other local unions will be able
to identify how the potential problems of scheduling could
not only be cvercome but actually become an asset. QOne
example could be in how schools compensate teachers when
they “sub’ during their planniig time. Instead of actual pay-
meat, perhaps compensation time could be gained. For cx-
ample, if there were eight class periods in a day, each time a
teacher subbed for another teacher they could earn of a day
in compensation time. This could then be used in addition
to any other accrucd time. Teachers may scc this as more of
a bencfit than the often times paltry monetary sum given for
subbing one class period. In this way teachers could sub for
mentors and also be compensated for it. Mentors would
then be freed up to visit and observe a entry year teacher.

Administrative Support

Administrative support was also indicated as important.
Teachers said they wanted their administrators to understand
the value of mentoring and to be flexible in defining indi-
vidual mentor/protégé relationships. They expressed the
desire that administrators be able to keep tecacher evaluation
very separate from mentoring but were afraid administra-
tors at “crunch times” would want to combinc the two, ci-
ther through mentor input or by disregarding the ‘true’ role
of the mentor. Conversations became a very “‘us against
them" approach when talking about this element. Teachers
felt administrators would use the mentoring program as just
another bargaining chip when it was contract time.

The role of administrators in mentoring programs has
not been addressed with much frequency in the literature,
However, they can play an important role in the mentoring
program’s and beginning teacher’s success. Brock and Grady
(1997) found that often once mentors were assigned to en-
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try yearteachers, principals often discontinued their partici-
pation in the beginning teacher’s induction year. Appar-
ently they are assuming that things are under control since
the new teacher has a mentor to go to when needed. Since
many schools yield a high attrition rate of beginning teacher,
administrators need to remain as a vital and visible entity in
~ those first years of teaching.

Final Thoughts

Teacher organizations will have a powerful impact on
mentoring programs, While certainly these organizations at
both the state and national Jevels can help by giving guide-
lines and information, ultimately it is up to the local organi-
zations to figure out a system that will work forthem. While
nothing mentioned is new, it bears remembering and revisit-
ing. Often, educators who have moved from the local level
fail to remember that regardless of how good an idea is, it is
up to those teachers who are actively “in the trenches™ 1o
make things work. [Local teacher organizations have a ma-
jor impact and investment in developing and maintaining
mentoring programs. This entity can easily be overlooked
or underestimated, but are a ‘real power’ in vital decisions
at the level where it counts.

In an address to the AFT/NEA Conference on Teacher
Quality, Linda Darling-Hammond (1998) emphasized the
importance of qualily mentoring for beginning teachers. She
stated those schools who provided expert mentors and gave
them release time to coach beginning teachers have reduced
attrition rates of beginning teachers by more than . She
further encouraged unions to “work with school district of-
ficials to develop induction programs for beginning teach-
ers, incorporating internships in professional practice schools
and mentoring through peer review and assistance programs”
(p. 10).

Local teacher unions/organizations arc one of the key
players in the successful implementation of mentoring pro-
grams. Additional key players include administrators, statc
legislators, colleges and universities, state department of
educations, and other parties involved in education. By
working together, these vital elements should be addressed
so that it becomes a win-win situation for all.

While many local unions may be new in negotiating the
how's, what's and why’s of their mentoring programs. much
information is rcadily available to assist them in their jour-
ney. Mentoring programs nced to be designed based on in-
formed decisions. Inthis way they have a greater chance of
success. Rescarch also needs to be conducted that would
investigate the local unions role in these programs.
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With a Little Help From My FIriends:

A Course Designed for Mentoring Induction-Year Teachers

James A. Salzman
Ursuline College

Introduction

In the past 20 years, educators have paid increasing atten-
tion 1o the need for mentoring novice teachers within the con-
text of the classroom. This has become a principal component
of a number of both state-mandated initial certification pro-
grams and preservice teacher training programs (Huling-Aus-
tin, 198%a; Huling-Austin, 1989bj. Somec of this concern can
be traced to the stressful nature of teaching which leads to nearly
50% of new teachers leaving education after teaching for seven
years or less (Huling-Austin, 1989a). Given the increasingly
complex nature of teaching and the demands for accountability
by the many siakeholders of schools, including students, their
parents, legislators, and business leaders, the stress is not likely
to lessen for new teachers. In response, school districts nation-
wide are designing and delivering various forms of support for
their new teachers. However, just because districts say they
have a mentoring program in place does not mean that new
teachers are provided with the support they need to become
successful educators. In criticizing current mentoring programs,
Little (1990) stated that many provide assistance but not true
mentoring, partially becsuse the mentors do not fully under-
stand their roles. Thercfore, to deliver on the promise of
mentoring programs, planners must facilitate novice mentors
in understanding their roles by providing them with both the
requisite knowledge, as well as practical cxperience, that can
help them grow into the complexity required of “real” mentoring
(Bey, 1990).

The Legislated Need for Mentoring in Ohio

According to Rule 3301-24-04 of the Ohio Administra-
tive Code for Teacher Education and Licensure Standards, all
provisionally-licensed teachers in Ohio will soon be required
to successfully complete an entry year program prior to being
issued their first professional license. According to the stan-
dards, this program will include “a formal program of support,
including mentoring to foster professional growth of the indi-
vidual™ (p. 8). Because this standard will be in place in less
than three years, districts are beginning now in planning to meet
this new demand being placed upon them., They arc determin-
ing the designs of their mentoring program, how they will se-
lect and identify mentors, and*  ~/inentors will be trained and
supported, in addition to many other concerns. Guidelines are
minimal, and the implementation of most decisions remain lo-
cal concerns. Becausc education faculty in Ohio have been
working on redesigning our own programs for the past 18
months, we are certainly more aware of the ramifications of
these standards on new teachers and the districts that hire them.

It is becausc of this knowledge that those of us in higher educa-
tion can provide a valuable service (o focal school districts by
helping them design mentoring programs that will be contextu-
ally-sensitive and meaningful for the teachers who must carry
out the job of continuing to support the tcachers that we are
sending out of teacher preparation programs.

In designing the mentoring program that will be deseribed,
several principles helped guide the process. First, it was im-
portant to go in as a collaborator rather than director of the
program. That meant that it was important that the voices off
the teachers, so often acted upon by higher education faculty
and institutions, were parties to the design. Sccond, the deliv-
cry of the program must be interactive and meaningful for par-
ticipants, consistent with the paradigm shift being experienced
in staff development. Finally, since this was this district’s ini-
tial cffort at establishing a formal mentoring program. the de-
sign must meet the differing needs of novice mentors and
induction-year teachers (see Figure 1). The original proposal
of the course, therefore, was based upon two equally important
principles: 1) that novice mentors must gain skills and know|-
cdge to provide their proteges with substantive feedback within
a supportive, non-threatening atmosphere in order to grow into
their professional responsibilities; and 2 that current teachers
and administrators needed (o provide induction-year teachers
with information that will promote their “survival”™ within the
culture of the school.

Collaboration Among School—Higher Education
Partnerships

In carly October of 1998, 1 was approached by Pat Murphy.
the Director of Curricutum and Instruction for the North
Royalton City School District in Northeastern Ohio, to do a
Pathwise training session for them. They had recently received
a Pecr Assistance and Review Pilot grant for a planning year to
train mentors to support their induction-year teachers begin-
ning in the 1999-2000 school ycar. As Pat and I spoke, we
becamc aware that therc were greater possibilities for design-
ing a professional development program for their teachers than
just the two-day workshop for which she had contacted me.
Based on our conversations, | offered to draw up a proposal
that Pat and the grant review committec, made up mostly of
tcachers, would consider. Shortly after this initial meeting, 1
proposed. and the commiittee accepted, the general outline of &
two-graduatc-credit course—Mentoring Induction- Year Teach-
ers—as mecting their nceds. At that point they called me in to
discuss the proposal in more detail.

College and university faculty arc often seen as threaten-
ing to (cachers: certainly they threaten the autonomy of the teach-
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ers who were initially trained by faculty from the ccllege. This
teacher-learner/expert-novice relationship, a phenomenon in
schools that Smith (1983) refers to as “soft-core ignorance™ (p.
3), is often perceived by teachers (and projected by professors)
even when unintended. Historically, research faculty have
tended to treat schools and teachers as subjects of, rather than
partners in, their projects. As such there is often a great deal
of “baggage” that must be dealt with before a mutually satis-
factory relationship can be established. This was not the situa-
tion into which I walked. The teachers and administrators on
the committce had a vision of what they wanted to accomplish,
but they needed some guidance. After meeting and stating their
views and listening to my vision, they took a leap of faith, will-
ingly reiinguishing most of the control for the planning of the
course based upon our apparent shared visions for both design
and delivery. One point upon which we all agreed was that this
was a program designed especially for them.

New Roles for Staff Developers

In developing programs designed to meet the needs of in-
dividual districts, staff developers, including those of us who
teach in higher education, must be willing to explore new roles.
To foster meaningful change in educators, staff developers must
provide opportunities that “not only . . . affect the knowledge,
attitudes and practices of individual teachers, administrators,
and other school employces, but it also must alter the cultures
and structures of the organizations in which these people work”
(Sparks and Hirsh, 1997, pp. 2-3). The change in staff devel-
opment inherent in this quotation presents itself in different ways
of “*doing business” for developers. Sparks and Hirsh discuss
the implications of this paradigm shift by acknowledging that
the practices they describe are currently being used more than
traditional methods, and they argue that the most critical con-
sideration is matching learning processes to the goals of the
program.

In order to best match the business of staff development
with the learning process and goals for this program, we took
into account several of the shifis to which Sparks and Hirsh re-
ferred. First, the course was delivered on site rather than at the
college. Second, the workshops avoided the typical “sitand get”
method of staft developent and were built upon constructivist
principles, providing participants with opportunities to interact
with content, presenters, and each other. Finally, the mentoring
program itsclf represents a systemic change for the educators in
this district. This requires that individuals at all levels develop
new ways of looking at what it means to do their jobs effectively.
While th: training itself will aid the individual development of
participants, ideally it will also provide them with the cognitive
orientations to guide the change process as the district takes more
responsibility for developing their new teachers and changes their
practices in clinical supervision.

The Program

What began in the discussions previously described has
turned into a year-long relationship in which teachers, adminis-

trators (both central office and building), and higher education
faculty from three institutions have come together to
collaboratively deliver a two-semester-hour course, Mentoring
Induction-Year Teachers, mentioned previously. While the work
still continues, the remainder of this paper will present the gen-
cral format of the course and some of the process in which we
engaged as we continued to modify it to meet the needs of the
prospective mentors.

Providing Substantive Feedback for the New Teacher

Prior to their first jobs, the experiences of induction-year
teachers will be as diverse as the individuals in terms of the
support they have been provided. During the student teaching
process, however, all of them will have had at least the support
of two professionals: their cooperating teachers in the school
and their university or college supervisors. Though even the
support here may be quite varied, it is more than most new
teachers will receive after they sign their first contract and are
expected to live up to all of the expectations of a teacher within
the-building. Itisalso highly likely that, given the busy-ness of
the opening of school, they may not see another professional in
their rooms until several weeks or months have passed. Under
these circumstances, and with few experiences upon which to
base their judgments, it is not surprising that new teachers may
not know how they are doing.

In trying to fulfill this responsibility to new teachers, though,
a second problem arises. Unless mentors develop the neces-
sary skills and knowledge to provide new teachers with sub-
stantive feedback on how they are doing, a mentoring program
may do more harm than good (Bendixen-Noe and Giebelhaus,
1997). The mentors, therefore, need to be provided with train-
ing and knowledge to understand both the function of mentoring
and the process (Head, Reiman, and Thies-Sprinthall, 1992).
To do that, ve took a two-step approach. First, we provided
teachers with a framework, the Pathwise Performance Asscss-
ment (Educational Testing Service, 1995), that identifies teach-
ing behavior based upon a researched knowledge base (Dwyer,
1994). After training prospective mentors to use the Pathwise
system, we focused on developing skills in cognitive coaching
(Costa and Garmston, 1994) that they could use to implement
this framcwork with a protege.

Using Pathwise 1o Begin a Conversation on Teaching and
Learning. As 1 talked with the teachers who had volunteered to
participate in the mentoring program, I discovered something
that I suppose I had always known but that the discussion un-
derscored for me: Teachers do not necessarily share acommon
language that allows them to talk about teaching and learning.
Lest this be misinterpreted, let me add that the teachers who
participated were all accomplished professionals who could
speak eloquently about the teaching and learning that were tzak-
ing place within their grade level and/or discipline. Most of
them had also worked with student teachers previously, so they
had some cxperience in interpreting the subtleties of a class-
room with a novice professional. What they lacked, however,
was a comfortable way into the conversation about what good
tcaching looks like. To facilitate these discussions, we chose
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the Pathwisc Performance Assessment (Educational Testing
Service, 1995).

Pathwisc is a framework that delineates the characteristics
of effective teaching into four domains: planning, creating a
learning environment, teaching for student leaming, and pro-
fessionalism. Each of these domains is further broken down
into criteria that reflect the effective teaching research knowl-
edge base (Dwyer, 1994). Over the past three years the Ohio
Department of Education, in preparation for the previously-
mentioned mentoring component of new licensure requirements,
has coordinated and facilitated the training of thousands of teach-
ers who have become certified Pathwise observers.

The training consists of two intensive all-day workshops
in which teachers learn about the characteristics of the different
criteria through readings, direct instruction, collaborative in-
quiry and general discussion. These activities arc designed to
assist teachers in constructing an accurate conception of each
domain and identifying positive and negative exemplars of
teacher and classroom behaviors that indicate a new teacher’s
skill level under the standards within each domain. In addition
to building the knowlcdge base, over the course of the two days,
teachers engage in numerous simulations, by following teach-
ers’ sample paper trails under planning and demonstrating pro-
fessionalism, as well as simulating the observation experience
by watching videotapes of lessons. During these videos, the
trainecs practice gathering the evidence they will need to docu-
ment teachers’ adeptness at creating learning ecnvironments and
tcaching for student learning. They also practice writing sum-
maries that accurately capture the strengths and weaknesses of
the teachers’ lessons and making suggestions that reflect these
same strengths ¢ nd areas of concern. In the process, the train-
ees learn about the forms that PRAXIS 111 assessors will use as
they evaluate new teachers for their initial professional licenses.

Afterthey finished the Pathwise training, which was done
on consecutive days, the mentors were given three weeks in
which to do an observation of another teacher using the frame-
work. Recognizing the amount of paperwork involved and not
wanting to put that on their peers, some chose to observe cach
other. Others decided to collaborate on an observation, having
two or three observers enlist one teacher’s cooperation. This
not only limited the number of teachers that had to be recruited
but also allowed the novice observers an opportunity to pro-
vide and receive feedback from each other based upon a com-
mon source. Regardless of how they did their observations,
teachers came back at the end of the three weeks and partici-
pated in adebriefing. The session reinforced evidence-gather-
ing procedures and the documentation process, provided further
practice in the writing of domain summaries and suggestions,
and allowed teachers the opportunity to discuss the pracess with
each other and a certified Pathwise trainer. While this pro-
vided a general framework for the meeting, one intent of the
debriefing was to model the mentoring process, allowing the
concerns of the navice observers tu drive the session and pro-
viding them with feedback on their own performances as they
used the framework for the first time.

Overwhelmingly, teachers commented positively on the
concreteness and clarity of the criteria (Salzman, 1999). They
rzported that Pathwise compelled them to focus on the charac-
teristics identified in the framework as they watched teachers’
lessons. In the words of one teacher, the “framework requires
you to have evidence which takes out any ‘bias’ youmay have.
It allows you to be objective.” Another teacher, who also cited
the objectivity, added: “It also helps the teachers being observed
know what things they are doing well.” While the structure
provided by the framework was cited positively, teachers ex-
pressed concern about their ability to accurately document teach-
ers’ actions and words under the appropriate criteria. Of course,
this is a typical concern of using any newly-learned system or
skill and will fade with continued use of the framework. A
greater concern of teachers, though, and one that could not be
addressed by continued usc of Pathwise, was summed up by
one who said “There is so much uncertainty about what being a
mentor would entail—how I would spend my day, how I would
help the mentees . . . It is this concern that led to the next
series of workshops.

Using Cognitive Coaching to Support New Teachers’
Developmert. Prior 1o their Pathwise observation, not one of
the teachers reported having been in a collcague's classroom to
observe a teaching cpisode in the past five years at least. Asa
group, they indicated they did not feel comfortable entering
their colleagues’ rooms to watch. For most, the Pathwise ob-
servation seemed to shake loose some of that anxicty and pro-
vided teachers with a structure to begin to talk with their
colleagues about teaching and learning. And with this concern
aside, teachers started to focus on the bigger picture of
mentoring. In responding at the debriefing session to concerns
at this point about being a mentor, one elementary teacher stated:
“Would I be able to develop a rapport with the teachers 1 ob-
serve? ... Asamentor, [ wantto be a partner in teaching as well
as aresource of assistance.”™ This attitude of ““partner-ing" pro-
vided the ideal starting point for teachers as they acquired the
skills and leamned processes that would enable them to coach
their proteges’ development.

The tenin coaching has been used often o describe acycle
of events, similar to teacher evaluation through clinical super-
vision, that includes a pre-conference interview, observation of
alesson, and post-conference interview. While there are many
models available, we made the decision to usc cognitive coach-
ing (Costa and Garmston, 1994), partially because of the re-
sources (Costa and Garmston, 1988; D’ Arcangelo and
Wurzburg, 1988) available to help novice mentors visualize
and simulate the process. We also modified this model some-
what, choosing to add mini-presentations: one on curreni
mentoring rescarch, which was integrated throughout the work-
shops, so that participants could see how cognitive coaching
fits into the mentoring landscape; and one on adult learning
theory to sensitize participants to some of the learning needs
that their colleagues might have that mentors will need to meet.

Cognitive coaching ((Costa and Garmston, 1994) is orga-

nized around three major goals: huilding trust between coach
and colleaguc; facilitating mutual learning; and enhancing
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growth toward holonomy, which is described as “individuals
acting autonomously while simultaneously acting interdepen-
dently with the group™ (p. 3). Teachers began their work to-
ward realizing these goals by participating in two 3-hour
workshops. Session one dealt with developing trust-building
and questioning skills. Session iwo provided mentors with prac-
lice in responding to and empowering their proteges. Each of
the sessions provided participants with exercises, videos, dis-
cussions and simulations of coaching experiences. Whenever
possible. as facilitator | made explicitcennections between the
development of these coaching skills and how to use them in
conjunction with the Pathwise framework.

Most participants came into the cognitive coaching ses-
sions not knowing exactly to what they would be exposed.. They
had not necessarily heard of cognitive coaching and, of those
whodid express an opinion on what they expected, most merely
said that they anticipated that they would lcam a “method of
mentoring™ or words to thateffect. During the sessions, a num-
ber of the teachers stated that the rapport building skills of
matching gestures and tone, as well as some of the questioning
techniques, scemed like they were “common sense™ reminders
of things that one normally does with someone with whom one
sharcs arapport. One of the dynamics that appeared (o be tak-
ing place during the training was that the participants had all
bonded with each other and felt a high levei of comfort and
trust. That familiarity and comfort, a real positive in most ways,
also seemed to make it difficult for some to initially sec the
usefulness of some of the techniques in the exercises. For in-
stance. the exercises that involved attempts to build trust were
difficult for some to take too seriously because the group as a
whole had already developed trust among cach other. As we
pracessed the various simulations and examples, though, most
participants recognized that knowing these techniques would
provide them with strategies that should prove helpful to use
with someone with whom they have no prior relationship. It
appeared that the opportunity to discuss how the strategies could
be used in a mentoring relationship seemed to be especially
beneficial for most of the prospective mentors.

Though there seemed to be some initial resistance to the
“common sense’ nature of some of the coaching sessions, af-
terwards participants cited several components that were mean-
ingful to them. Almost to a person, they identified the trust
building skill of paraphrasing and the questioning skill of pre-
supposition as being especially powerful for them to usc in
working with a new teacher. One participant stated that she
had gained a “deeper understanding of the power of language
{both verbal and body) in communication between mentor and
mentee. Even the simplest statement can be a presupposition
and be taken negatively by the recnient.” Several others said
they appreciated the positive spin that cognitive coaching tech-
niques took on the mentor-protege relationship. One stated
that she found that knowing about presuppositions allowed her
1o go into a mentoring relationship having an “attitude that this
is a good teacher and therefore not putting [that personj on the
defensive.” And, even though many resisted the trust-building
exercises as being common sense, the majority of participants

also stated that those techniques would be among the ones that
they perceived as being of most use to them as they establish
their own mentor-protege relationships.

Oneunplanned and certainly unintended benefit to many of
those who went through training was that they saw immediate
benefits of the coaching sessions on their own teaching practice
withi their students. One summarizcd this position when she said
that she thought “many of the sirategies (rapport building, pre-
suppositions, etc.) will be helpful to me in my own classroom
when working with students and dealing with parents.” Echoing
that comment, another teacher said she had gained “a better un-
derstanding of myself and how | have been relating to {my] stu-
dents.” One other said she would be a “better listener™ in both
her classroom responsibilities and as a possible mentor. Finally,
almost every respondent in their post-coaching feedback said
that what they still nced todo is to use these techniques and have
“time to practice so that [they] become internalized.”

Helping the New Teacher Survive

Both the Pathwise framework and the cognitive coaching tech-
niques were perceived by participants as powerful tools for them
to use as future mentors. From the proposal and our initial discus-
sions, however, all parties agreed that the capstone component of
the course would allow prospective mentors to develop mentoring
handbooks. Though this would be the last thing we do, it was one
of the pieces of the proposal to which planning committce mem-
bers responded most enthusiastically. As of the date of submission
of this article, teachers had not yet engaged in this process, so it is
difficultto determine exactly what form these documents will take.
However. based on nearly ten years of developing mentoring pro-
grams, Bereik (1998) offers a number of suggestions that will guide
this process. First, she suggests that handbooks need to be sensi-
tive to the culture of the school. Because of this, it is probable that
cach school’s mentoring handbook will likely 1cok different. Cur-
rently teachers are braingtorming ideas for items and information
that they may include, and they appearto be settling on handbooks
thatcontain two sections: 1) asection that describes the mentoring
program in general terms, explaining the roles and responsibilities
of both mentors and induction-year teachers; and 2) a section de-
voted 1o the individual school. This laticr section may include
information about the school and district and/or lists of resources
and expertise of individuals on staff and in the community. It could
also be used to collect forms (c.g., IEPs, media requests) and as-
semble information (e.g., protocols for field trips or accessing a
matcrials budget) that new teachers will find helpful and/or neces-
sary to know in order to concentrate more fully on their planning
and teaching.

As teachers are engaging in the scrics of workshops de-
signed to prepare them for their mentaring roles, they arc gath-
ering documents, considering the information they want 1o
include, and formulating mission and policy statements. The
final scheduled meeting of the course is a work session that will
allow teachers to begin to compile and format the materials on
which they are working. Teachers recognize that they cannot
anticipate everything that a new teacher will need bul they arc
looking to have a document that can ease the transition for their
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newly-hired peers. They also recognize that this handbook is a
dynamic and fluid document that will continue o grow as the
program grows.

Summary

Ringo Starr sang that he could get by “with a littic help
trom |his] fricnds,” and that is what new teachers arc asking of
their mentors as they begin the difficuit task of being inducted
into the teaching profession. New mentors will probably be
asking the same question, especially as they work 1o overcome
their own anxictlies about the awesome and uncomfortable task
of coaching their peers’ development as teachers. Certainly
that is the refrain T sang as I embarked on this odysscy, and |
was fortunate that old {riends and new stepped forward to help
me, collaborating with me as we designed a program intent on
helping good teachers mentor their colleagues into being good
teachers, too.

It is naive to think that in the course of 30 contact hours
that n. .ice mentors will come away as fully-functioning super
mentors, capable of leaping tall stacks of curriculum guides in
asingle bound. Also, as this is still a work in progress, there is
imuch work yet to be done. The beginning, however, is encour-
aging for all involved. District personnel, especially the teach-
ers who will be on the frontline of the mentoring process, have
had opportunitics ta shape the design of the program. To this
point. the teachers in North Royalton have interacted insignifi-
cant ways with the concept of mentoring and looked at teach-
ing and learning through the lens of the Pathwise framework.
They have also considered how they will use the techniques
provided by cognitive coaching to empower their proteges as
these new teachers develop into self-directed and autonomous
teachers in their own rights. As of this writing, they were pre-
paring to write and compile the document that will guide, and
upon which they will begin to measure the success of, their
initial efforts. They recognize that this is their starting point.
Though nonc of us can yet anticipate the futurz needs of the
participants, teachers can build on this effort as they scarch for
the external and internal sources of assistance that can lead to
significant changes in the districts’ support for new teachers.

Mentoring Program Components

- ~N
Survival Feedback

Mentoring Handbook

Cognitive Coaching  Pathwise Framework

Figure [.
Program

Guiding Principles for Planning a Mentoring
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Extending the Vision:
Mentoring Through University-School Partnerships

Connic Bowman
University of Dayton
Patricia Ward
Miamisberg School District

To bring about student achievement, school improve-
ment and educational reform must be coupled with teacher
development (Holmes, 1995, Sykes, 1996; Wilson, et al.,
1996). Universitics that are in the business of teacher train-
ing must be willing 10 actively cngage in programs that sig-
nificantly impact teacher development by becoming
pro-active, taking on “lecadership roles”, promoting and pro-
viding professional development programs and making op-
portunities available for lifelong learning (Ishler and Edens,
1993). Teachers, administrators, university faculty, and
prospective teachers must have firsthand experience with
new and “reconceptualized” notions of teaching and learn-
ing to meet the needs of our ever-changing K-12 population
(Goodlad, 1990) and (he increased demand for classroom
accountability. One means of accomplishing these notions
is through the use of a well-defined mentoring program.

Background

Over the past two decades, the national rhetoric has fo-
cused on educational reform and improvement generally.
This has created a climate where innovations, risk-taking,
and experimentation have been encouraged. In states like
Ohio, Kentucky, Connecticut, and Indiana such innovation
has been promoted through state and federal money, new
teacher education licensure standards, and performance-
based assessment of teachers and teacher education pro-

grams. During the late 1980s, the Ohio Department of

Education began to focus on the needs of entry-year teach-
ers as part of the broader goal to provide “continual colle-
gial support, feedback, and assistance essential for further
(professional) growth” of teachers (ODE, 1990, p. IV). The
establishment of university/school partnerships and
mentoring has grown in this climate. In fact, the funding for
competitive grants is contingent upon school district/uni-
versily collaboration and the cstablishment of district
mentoring programs. Tomorrow’s Teachers (1986) called
for working relationships between schools and universitics
to assure the public of well-educated teachers. This col-
laboration was intended to establish school sites as clinical
and laboratory experiences for in-service and pre-service
teachers alike (Cruickshank, et al., 1996).

Often, teacher cducation institutions cxamine the pos-
sibilities of establishing collaborative partnerships with lo-
cal school districts to meet the needs of initial certification.
Similarly, school districts are interested in higher education
institutions willing to provide the professional growth, de-

velopment, and support opportunities for experienced and
entry-year teachers (Zetlin and MacLeod, 1995). When
leadership in program development promotes true collabo-
rative university/school partnerships and mentoring pro-
grams, an avenue opens for teacher education, research, and
school improvement, Change occurs as those invoived have
opportunitics to discuss, interact, and directly obscrve the
impact of innovative teaching strategics.

This article presents a casc study of the development of
an award winning university/ school partnership—the core
being teacher development through mentoring. The part-
nership gives ample opportunities for professional develop-
ment and growth for practicing teachers and cultivates
effective field placement sites for the professional develop-
ment of future teachers. The focus of this collaborative part-
nership centers on teachers by helping them to reach their
full potential through mentoring and rescarch driven teach-
ing strategies. This partnership has grown along with tech-
nology as the distance learning component has been added
to the learning cycle.

The Vision

The conceptualization of this partnership came about
after the hiring of a ncw superintendent in 1993, He spoke
about a vision where “'bus loads of university students ar-
rive at our schools.” This vision gained definition as dis-
cussions were initiated with the Dean of the School of
Education at a private mid-western university. From these
discussions the vision became a reality.

Phase |

As the university was approached by the school dis-
trict, both saw the potential for a partnership to address their
needs. The first phase of this partnership was based upon a
mutually beneficial relationship. Pre-service teachers were
assigned to schools within the district and university faculty
conducted workshops. The first series of workshops dealt
with “mentor/supervision™ training and writing strategics
promoting student achievement. The mentoring workshop
focused on general principles and practices of effective su-
pervision (i.c. the clinical model, observation strategies, and
conferencing techniques). During the second session of
mentor training, a new framcwork was introduced known as
the PATHWISE Model of Assessment (Dwyer, 19943, This
framework was implemented duc to a new state initiative:
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the piloting of this model for probable statewide adoption
as Ohio moved to state licensure for teachers.

At the same time 2 multi-session workshop addressing
writing at the middle school level was offered to language
arts teachers. This workshop scries provided participants
with opportunities to learn about the theory, talk with other
teachers from within the school districts. and develop imple-
mentation pians for their own classrooms.

Phase I{

The next step in the involvement was the mentoring
process for nou-tenured and first-year teachers. The school
district recognized that their mentoring program was not
meeting the needs of their first-year teachers. Like most
schoal districts, first year teachers were supported by a “rules
and regulavions™ approach to mentoring. Prior to 1993, the
school district was hiring only a handful of tcachers. Since
that time. the numbers have increased to an average of 29
teachers per year with the expectation that as the “boomers”
retire and the district grows-—more will be hired. The real-

ity that by the year 2000, three fourths of the teaching staff

1250) would have less than 5 years expericnce prompted
investigation inta the further development of the cooperat-
ing teacher/mentoring training program already in place.

The untversity and district decided to pilot, a “clinical
mentoring program™. This involved a paradigm ¢hift for
administrators and cooperating teachers as weil as univer-
sily supervisors. Formerly, the cooperating teacher/student
teacher relationship could be described as a “spectator sport™;
what the university and the school district administration
proposed was that the relationship be more collegial such as
thatof'a “tcam™. Itis gencrally understood that the success
of aprogram is based upon the individuals (host school and
its teachers) fully understanding the mission of the teacher
education program and the roles and responsibilities of those
most directly involved—the student teacher and cooperat-
ing teacher. The conversation of mentering was revisited
with each stakchalder understanding his/her role in this new
adventure. Even with this conversation the notion of “¢lini-
cal mentoring” was still misunderstood. The teacher's as-
suciation representative expressed dissatisfaction with the
plan. Basically two concerns were noted: teachers were
paid to teach and assurance of quality control.

The university liaison worked closely with the school
district and engaged mentors in workshops that promoted
the new philosophy. It was found that the administrators
wanted to be involved in this training and actively partici-
pated in the sessions. Through these sessions, cooperating
teachers realized that classroom teaching could only be en-
hanced with the addition of this clinical mentoring program
where a v 1eran teacher and a novice teacher work side-by-
side with a common goal—-student achievement.

Teachers invalved in the clinical mentoring training
program realized this model was unique. The focus was on
cammunication. Participating teachers were introduced to

the healthy triad relationship where university supervisor,
mentor (cooperating teacher), and the student teacher work
as a team to improve teaching and learning. In such a
relationshjp communication is open, responsive, and on-
going. In this model, the triad is not a hierarchy, but rather
a team supporting the professional development of the stu-
dent teacher. The clinical mentor training program gives
teachers the tools to effectively communicate with the pre-
service teacher. It teaches tne mentor not only the roles and
responsibilities of supervision, but how to collect data , and
how to give cffective feedback, both positive and negative.

The mentors meet monthly to discuss concerns, research
ncw teaching techniques, and agree on common procedurcs
and initial cxpectations. The Lead Mentors, onc represen-
tative from cach of the buildings, planncd workshops for
entry-year teachers based on the input given to them by the
mentors and mentecs.

An unexpected development from the university/school
partnership was the school district’s desire to examine and
develop a rescarch-based teacher assessment process that in-
cluded an active, empowcring rule for the teacher, The model
they selected and piloted with assistance from teachers® uniop
was performance based and addressed the criteria used in the
mentor process as a framework for the assessment. This cre-
ated a uniform language about tcaching and learning for the
whole staff as well as the mentor/mentee group.

Phase Il

The third ycar found the university moving from onc
professor’s involvement to a team of four professors. Each
individual on the tcam represented a specific content spe-
cialty where the faculty members could work with specific
agc groups in the schools: primary, special education, middle
school, and high school. Using the same team concept the
cooperating leachers (mentors) and university faculty met
himonthly o discuss pre-service tcachers, partnership, roles.
cxpectations, and improvements to the program. Cooperat-
ing teachers’ roles had expanded to and were viewed as ad-
Jjunct faculty who took active roles in decision-making and
leadership. The team worked not only as supervisors, but
also as co-teachers. The clinical educators taught with the
university faculty on campus, or on-site. The pre-service
teachers helieved they were receiving the best of both worlds,
“We're hearing “how o™ in our methods classes. but the
clinical educator shows us the *HOW.” The link from theory
to practice was found to be stronger because both professor
and clinicul educator were reinforcing the same concepts
and were speaking the same language. Classcs were revised
following the input from clinical educators and a closer, stran-
ger trust hond was beginning to develop.

At the end of this phase a “renegotiation of nceds” be-
came apparent in order to enhance the program’s effective-
ness. To expand the role of our clinical educators, certain
issucs had to be discussed. The traditional modc! of having
them come to the university campus to tcach was not fca-
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sible. Time and parking constraints imposed problems
greater than we could handle. The question, “Where do we
go from here?”, surfaced.

Phase IV

The university and the school district were both com-
mitted to this partnership, but the few glitches encountered
became major stumbling blocks. An opportunity presented
itself'in the form of grant monies for wiring and distant
learning equipment. This opened a new world and vision
for the partnership. At the initial meeting it was decided by
the group in attendance: administrators, teachers, and uni-
versity personnel to pilot the idea of distance learning. Dis-
tance learning would allow the classroom teachers to be
co-teachers without worrying about time rcleases, substi-
tutes, parking, or travel. It was decided that four teleconfer-
ences would be held the first semester of the pilot. The grant
monies reccived for the distance learning made it possible
for the pilot to see how the “virtual classroom experience”
would werk. Once again the clinical educator became a criti-
cal part of the College of Education. making a seamiess peda-
gogical link for students in tecacher education.

The first teleconference met the definition of a video
confearence as defined by VanHorn (1999), a discussion be-
tween groups to solve a problem. This brainstorming ses-
sion between the co-teachers from the district and the
university tecam members occurred via teleconference. Ideas
were discussed on how this ncw strategy would be used and
implemented in to the general methods class. A time and
date for the first scssion was discussed and much enthusi-
asm was generated with the possibilities set before the group.

The second teleconference involved the co-teacher on-
site and the university faculty member on campus. The topic
discussed was “Professionalism” taken from Domain D of
the Pathwise framework (ETS, 1994). The equipment uscd
was a two-way video and audio transmitter that allow stu-
dents to be secn and to interact with the co-teacher. In mnost
distance learning situations the format is a one-way vidco
and a two-way audio thus limiting the interaction between
the teacher and student (Malone, et al., 1998). With the
two-way vidco tcacher and students were able to observe
each other’s nonverbals and interact in a conversation man-
ner. The university students’ responscs to this class were
very positive.

Following the class, students’ responscs were recorded
in a reflective journal. Students were instructed to write
their impressions of the class, suggestions for future use,
and effectiveness of deliverance. Student’s responscs were
aligned with Kirkpatick's (1994) assessment model for
cvaluating training programs. The model looks at four ar-
cas: motivation (like it), learning (lcarn it), application (use
it), and results (pay off). From the 4& =~sponscs, 100% of
the responses were positive about the class (motivation).
909 rated the means of delivecance as being very effective
(learning and results), and 75% gavc suggestions for future

use (application), Two major themes emerged from the jour-
nals: enthusiasm for use and {uture application. Student
comments ranged trom, “When do we get to do this again?”
to “Did you rehearse your answers?”. This second com-
ment was madc as a reaction to an affirmation by the clini-
cal educator to an in-class discussion in a methods class the
previous day. When theory is validated by practice (by the
mentor teacher), students are more likely to accept the theory.

One annoying component of the system was the delayed
response of two seconds following each comment. This tech-
nical difficulty is a problem when the connectors being at dif-
ferent levels. The university system is now being updated to
be more compatible with the school district’s sysiem.

The third distance leari..ng experience consisted of ‘he
university methods’ instructors (three on-campus and two
on-site), cooperating teachers (on-site), and students (on-
campus) meeting to discuss the upcoming ficld experience.
This was an opportunity for all of us to meet and learn more
about the roles and cxpectations set by the participants in
the program. The cooperaling teachers (mentors) involved
in the first tcleconference session were very positive about
the expericnce: however cooperating teachers (mentors) who
did not participate in the first session, felt that this experi-
ence was a waste of their time and that nothing was accom-
plished. This attitude is supported by the literature suggesting
that teachers and learners must possess a degree of confi-
dence and comfort with technology in order for distance
learning to be viewed as successful (Nay, ct al., 1998). The
methods’ instructors who participated in the initial confer-
ence felt that this was a good introduction to the tcachers
and school prior to their visit. The students cnjoyed the
opportunity of meeting and talking te their cooperating teach-
ers. They had opportunity to find out information about
their class and teacher prior to entering the school as well as
sharc information about themselves.

The fourth teleconference did not work as planned. The
plan was to have an intcgrated language arts methods class
visit via video couicrencing an English classroom at f1.2 pari-
ner school. University students were to observe the co-teacher
teaching and interactions with high school students so that a
discussion could occur later with thatteacher and the univer-
sity students. The idea was to incorporate an actual class-
room scenario into the specific methods class on-campus.

When methods classes incorporate actual classroom
scenarios into their discussions, a clinical faculity is created
within our public education system and completes the learn-
ing ciicle by providing a rcal frame of reference. As meth-
ods professors introduce theoretical frameworks, clinical
cducators open their classrooms to the pre-service student
via distance learning, creating the discourse for application
and transfer of learning. Pre-scrvice teachers are presented
the opportunitics to discuss procedure with mentor tea hers
as well as the student in the classroom. This supports what
we alrcady know about problem-based learning and the rea-
sons behind its effectiveness. Video capability brings a
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much-needed clinical experience to the pre-service teacher
with the end result being a community of learners—teach-
ers, professors, pre-service teachers, administrators—work-
ing simultaneously to improve student achievement.

The aforementioned paragraph was the plan and the
rationale, but following is the reality. The equipment could
not make the necessary link for whatever reason. We know
that failures in technology are part of the struggles of using
and integrating new approaches with traditional approaches.
So, Plan B was implemented whereby the teacher video-
taped his class and later the method’s class viewed the tape
followed by discussion with the teacher. This was a won-
derful learning experience for all. Even though, it appcared
that cverything needed to make the connections was com-
plete, there are times when technology simply fails. This
was an opportunity to demonstrate to the pre-service teach-
ers that though technology can be an integral component of
the educational process and that technical skill and aware-
ness are ¢ssential, one always needs to have a plan B.

Benefits

Beneficiaries of the partnership are many. For the school
district the needs of entry-year teachers as they make the tran-
sition from college to the demands of full-time teaching are
addressed by developing acore of trained peer mentors. These
mentors know and understand the roles and responsibilities
of mentoring and support during this critical transitional pe-
riod. These same mentors are also prepared to assist pre-
service teachers as they struggle (o rnake connections between
the theory of college course work and the practice of teaching
in a heterogeneous classroom. The experienced teacher who
desires advanced certification, an expanded professional role,
and/er the acquisition of new instructional strategies also has
opportunities to participate in one of several workshop series
attheir school site. By enhancing the teaching of both current
and prospective teachers providing them with the knowledge,
skills, and support necessary to work with the changing and
diverse population of students in our schools, increased stu-
dent achievement and performance results.

For the univ... sity, the <iinscal mentor training has re-
sulted in a core of (rained te»zher mentors at all grade levels
and across disciplincs wk-: ~:ve the knowledge and skill to
work with both pre-service and entry-year teachers. The
placement of pre-service student teachers with trained men-
tors whose method of supervision includes a supportive,
collaborative, tcam approach to teaching the children in their
classes enhances the learning of both the children and teach-
ers. Opportunities for using innovative practice (c.g. learn-
ing stations, role play, cooperative groups, and simulations)
¢nhancing student achievement within various disciplines
result. These prospective teachers, students in special meth-
ods classes, benefit from working with trained teachers who
give them cffective and appropriate feedback. (Giebelhaus
and Bowman. 1996)

Finally, relationship between the schools and univer-
sity is enhanced. Collaboration and communication is in-
creased. Cooperating teachers can become adjunct university
faculty which adds the “‘practitioner” component to the
theory-to-practice model. By utilizing trained mentor/co-
operating teachers, universities can save money. Although
trained mentor/cooperating teacher for the Univereity of
Dayton are given a larger stipend than those who are un-
trained, the university does not need to hire adjunct univer-
sity supervisors who are less visible and often much less
familiar with the goals and mission of the teacher education
program. Finally, university faculty have a viable, respon-
sive venue for naturalistic research.

Conclusion

This model promotes active engagement of teachers with
teachers, teachers with university faculty «nd teachers with
preservice teachers. The potential offered through the use
of technology can only enhance the partnership bringing real
classrooms to university classrooms. The limits of our part-
nership can only be constrained by the limits of our vision.
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Conference Registration and Hotel Reservation

Atlending MWERA—99 begins with a two-step process: registering for the conference and reserving aroom at the
hotel. These two steps require the completion of two different forms. mailed to twao different locations, with differ-
ent information nceded and deposits. DO NOT SEND YOUR CONFERENCE REGISTRATIOIN TO THE
HOTEL, OR SEND YOUR HOTEL RESERVATION IN WITH YOUR CONFERENCE REGISTRATION!

This can delay your registration/reservation, or result in your not being registered for the conference and/or not
having a place to stay in Chicago.

Pre-Registration vs. On-Site Registration

MWERA allows both pre-registration and on-site registration; however, for the following reasons. pre-registration
is strongly encouraged. Pre-registrants have first opportunity to enroll in Workshops, to purchase Materials, and o
attend the catered Luncheon on Friday. Pre-registration is also less expensive! To pre-register for the 1999 Annual
Meeting you must complete the form on the following page and return it. with your check or money order for
payment in full, to Jean W. Pierce, MWERA's Executive Officer.

Pre-registrations must be postmarked by September 24th tc qualify for the reduced rates!

On-site registration will be available at the registration desk on the 14th Floor of the Holiday Irn Mart Plaza
beginning at 1:00 pm on Wednesday, October |3th and continuing though 5:00pm on Friday, October 15th.

The dates of our conference (October 13-16, 1999) are very busy ones in the city of Chicago, with several conven-
tions and activities all going on at the same time. Hotel space will be tight, if not completely unavailable. to those
who do not have confinmed reservations. Our convention hotel, the Holiday Inn Mart Plaza, is holding a block of
rooms for MWERA~—99 attendees; however, they will only hold these rooms until September 24th! To ensure that
you have a place to stay please make yov. reservations with the hotel carly, since once these rooms are gone we
cannot guarantec housing anywhere in downtown.

Conference Registration and Hotel Reservation forms can be found on pages 39 and 40.
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A Letter From the Editors

It las been a great delight and challenge for us to serve as co-editors of the Mid-Western Educational
Researcher for the past threc years. We started off with lofty goals and some general notions of how to
maintain the high standards of the journal and, as we reflect back on our editorship, are pleased with the
direction which the journal has taken. [t has been a joy to work with an active editorial board which has
freely shared suggestions and new directions, which we’ve endeavored to carry out.

Allow us to summarize for you what we feel have been major accomplishments of the past three years
for the journal, and for us as cditors.

+  Reduced the average manuscript review time from 17 weeks to 13 weeks. There’s still room for im-
provement. but we're headed in the right dircction for quick manuscript turnaround!

»  Established a cycle of issues that reflects the nature of MWERA. That is, the Winter issue is devoted
solely to conference addresses and papers, informal photographs, and conference-related briefs from
the president and conference chair. The Spring and Autumn issues present refereed research manu-
scripts from across the divisions of MWERA. On alternate years, the Autumn issue focuses on a spe-
cial. timely topic and is organized by a guest editor. The Summer issue provides the conference program.

« Initiated a feedback program for reviewers, In conjunction with the MWERA commitment to the pro-
fessional development of its graduate student and faculty members, blind copies of reviews and the
ultimate editorial decision regarding manuscripts are sharcd with reviewers. This enables reviewers to

| sec how others rated and commented on a manuscript with which they were involved and to polish their

skills and approaches to manuscript review.

+  Sctup arotation schedule for the editorial advisory board. To provide continuity to the editorial board
of the journal. membership was staggered so that one third of the board rotates off each year, and two
thirds continues. This has provided more balance across divisions, mentoring and training in board
responsibility for new members, and kept the group young and lively!

With this, the Autumn issue, our term as co-editors expires. We will serve in an advisory capacity to the
new editoriat team for one year as they become established and set their own goals for the journal to reflect
the cvolution of MWERA.

Who is the new editorial tcam? It's a “dynamic duo,” both who have been highly active and visible in
! MWERA over the years. Mary Bendixen-Noe is assistant professor at The Ohio State University at Newark.
Mary will manage the review of manuscripts and the logistics of publication and mailing of the journal. Kim
K. Metcalf, past president of MWERA, is associate professor at Indiana University. Kim will oversee the
l production of the journal and assist with reviews in his area of expertise.

While there 1s a backlog of manuscripts ready for publication which we will pass along to the new
i cditorial team, this is a great time for you to dust off the old computer and retool your conference paper into
| a publishable manuscript. It's also a good time to break into publishing by offering to serve as areviewer of
manuscripts.

Guidelines for submitting your manuscript are found elsewhere in this issue. Plcase send your manu-
script to Mary Bendixen-Noe. Better yet, go up and introduce yourself to her and Kim during this ycar's
| conference. One of the highlights for us as editors has been to meet so many of you and to become familiar
| with your rescarch efforts. You have been supportive, patient, and encouraging...and have made the past
f three years a pleasure for us to serve both you and the organization.

Thanks to alt of you for your help and support!

Sincerzely,

Gene A, Kramer

|
!
| Deborals L. Bainer
|
!
{ Richard M, Smith
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MWERA-99 Conference Registration Form
October 13 - 16, 1999 — Holiday Inn Mart Plaza, Chicago, IL

Your Name:
(First Name) {Middic Tnitial) (Last Name)
Affiliation:
Mailing Address:
Office Phone: ( ) FAX: ( )
Home Phone: ( ) Email:
Highest Degree: Institution Awarding Degree:
MWERA Division Preference: Area of Specialization:

Is this your first MWERA conference? [ Yes 1 No
If YES, how did you learn about MWERA?

By After
Workshop Registration Meeting Registration 09/24/99 09/24/99
Advance registration for workshops is strongly MWERA Member $45.00 $55.00
encouraged. All workshops are subject to Non-Member $50.00 $60.00
cancellation for insufficient registration, and are Student member (sce note below) $30.00 $35.00
open to on-site and same-day registration on a Attending Luncheon Only $25.00 $28.00
space-permitting basis only. : '
U w.1510.AH No Fee TOTAL Registration Fee Enclosed:
U T.1030.ST No Fee Membership Dues Regular Student
O F.1510.LH No Fee 1999 Membership (sce note betow) $25.00 $15.00
2000 Membership $25.00 $15.00
Q F1610.AH No Fee Life Membership $250.00
{0 S.0800.AH No Fee

TOTAL Membership Dues Enclosed:
MWERA-99 Materials Costper Qty Total
MWERA Membesship Directory  $8.00
MWERA-99 Program Abstracts $600
TOTAL Materials Costs Enclosed:
TOTAL AMOUNT ENCLOSED:
The Friday Luncheon is included in the Registration Fee. Please help us plan for the correct number of attendees!
Will you be attending the Friday Luncheon? 8 Yes O No
Will you require a special menu? O ves O No IFYES, plcase describe:_
Will you be staying at the Holiday Inn Hotel? [Q ves [ No If YES, which nights (circle) Tue Wed Thu Fri Sat

Make your check or money order payable to “"MWERA." Register before September 24, 1999 to reccive the lowest conference
rates! Persons applying for Student membership must provide proof of student status {copy ¢f a current student ID or egistration or

letter from advisor). All presenters must register for the meeting and be a current (1999) member of the Association. New
presenters may join using this registration.

Mail completed form and payment to:
Dr. Jean Pierce
Northern Illinois University
Department EPCSE
DeKalb, IL 60115

o
Q)
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Holiday Inn Mart Plaza Hotel Reservation Form

Mid-Western Educational Research Association Meeting
October 13 - 16, 1999

Y our Name:

(First Name) (Middle Initial) (Last Name)
Company:

Mailing Address:

Day Telephone: ( )

Accommodations Requested

ArmivalDate: __ /__ /___
Departure Date: ___/__ /___
Bed Type: Q Single (1 King) O Double (2 Doubles)
Smoking Preference: 3 Smoking [ Non-Smoking
Number of People: O Singlz ($125.00/ night)
Q Double ($140.00/ night)
Q Triple ($155.00 / night)
Q Quad ($170.00/ night)

Name(s) of Roommate(s, (if any):

Special Needs:

To confirm your reservation, the hotel requires a first nights deposit or a credit card guarantee.

Method of Payment
O Check or Money Order

Q Credit Card (Indicate card): O MasterCard [ Viea {0 AmericanExpress {1 Discover O Diners Club

Credit Card Number:

Name on Credit Card:

Expiration Date:

Signature;

You must cancel this reservation prior to 6:00pm on your expected date of arrival to avoid billing on your credit card for

the first night’s room and tax or the loss of your deposit. The above rates do not include state and local taxes.

Automobile parking (non-valet) is available at the hotel for an additional $12 per day (plus taxes) for registered hotel
guests. Check in time is 3:00pm; check out time is Noon. On site luggage storage is available for early arrival and late

check out. The above group rates are only guaranteed until SEPTEMBER 24, 1999!

Mail FAX, or telephone completed form and deposit information to:
Holiday Inn Mart Plaza
350 North Orleans
Chicago, IL 60654
(312) 835-5000
FAX: (312) 222-9508

a0
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The Mid-Western Educational Research Association
Gift Membership

A gift membership has been given to you,

by

Your name is now included as a member in one of the most recognized, well
respected, educational research groups in the United States and Canada. Your
one year membership includes a subscription to the Mid-Western Educational
Researcher, the Association’s journal that highlights research articles, features,
interviews, and Association news. Members pay reduced registration fees for
the annual meeting held in Chicago in October. This conference attracts many
nationally recognized leaders in educational research. Enjoy your membership.

Thank you for providing your colleague, student, or friend with a special one year gift membership
to the Mid-Western Educational Research Association. It is a gift of professional involvement that
is sure to be appreciated throughout the year. To give your gift membership fill out the top portion
of this r:ard and use it to inform the recipient of the gift membership; then fill out the bottom

portion of this card and mail it with your check to: Jean W. Pierce - Dept EDCSE - Northern
Winois Univ. - DeKalb, IL 60115

Person Receiving Gift Membership Person Giving Giit Membership

Name

Address

Affiliation E
Work Phone ;.

Home Phone

E-mail

Fax

Division
Preference (optional)

Check one below and make check payable to Mid-Western Educational Research Association.

D Professional Membership - $25 D Student Membership - $15

Student must be currently enrolled.
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