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ABSTRACT

The field of Adult Basic Education (ABE) has experienced growth

from its inception in 1966, through the Adult Education Act (Public Law

9-750), to the present. A problem concomitant to this growth has been

the professional development of the increasing numbers of Adult Educators;

traditional teacher education programs are generally not considered

suitable for the preparation of Adult Educators. Several programs have

been instituted to alleviate the staff development problem in ABE. An

analysis of these programs yields a trend toward involvement of the

ABE staff person in the design and management of the staff development

program. In relation to this trend, there is a recognition of a need for

a system of staff development and a system of dissemination comensurate

with the constraints and conditions inherent in the field of ABE. This

study demonstrates that a staff-centered, staff-managed, learning system,

documented in handbook format, would help to alleviate the staff develop-

ment problems in the field of ABE.

Purpose. It is the purpose of this study to increase the oppor-

tunity for professional development in the field of ABE by using techniques

of needs assessment and of formative evaluation to design a system for

staff development. It is a further purpose to document that system in

a handbook for staff development in ABE. This handbook has been entitled.

Performance Appraisal: Staff-designed, Staff-managed, Staff Develgg^

in Adult Basic Education . Performance Appraisal (PA) is a way of going

about staff development. The most distinctinve components of this staff

development design are (1) the emphasis on ABE staff making decisions

about and managing their own staff development, and (2) the focus on

\



staff behavior change in the ABE field setting as determined by the

ABE staff itself. PA is a process; the staff using this process pro-

vides the content. PA uses principles of learner-centered education,

sel f -management , and is based on the assumption that Adult Basic Edu-

cators themselves are capable of designing and managing staff develop-

ment programs which will effect positive staff behavior change in the

ABE field setting.

Procedures

.

The Performance APpraisal design has been developed

in three distinct stages: 1. The conceptualization of objectives for

staff development in ABE, 2. The field-testing of the staff development

objectives and their documentation in the form of a handbook, and 3. The

evaluation of the handbook and the subsequent revision of the handbook.

In all three stages, data were collected from a combination of the follow-

ing sources: ABE teacher, ABE adult learners, ABE administrators, graduate

students in ABE, professors of Adult Education, and directors of staff

development projects on a national level. Personal interview, mail survey,

written questionnaire, and phone interview were the major techniques of

data collection used in this study.

Results . The PA handbook has been found to be useful for staff

development in the ABE field.

Conclusions and implications for further research . The conclu-

sion is that the PA handbook is a useful document for the professional

development of ABE staff members and that the techniques of needs assess-

ment and formative evaluation are conducive to the production of materials

that are meaningful to practitioners in the field of ABE.

It is recommended that techniques of needs assessment and forma-

tive evaluation be used in the development of programs and materials



related to the field of ABE. Further recommendations include the

notion that further investigation be made in the following areas:

alternative uses of PA, the integrity of PA, the suitability of the

handbook format, and the effect of administrator support or nonsupport

of the staff development effort.
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CHAPTER I :

THE PROBLEM

PURPOSE

The purpose of this dissertation is to conceptualize and field-

test a system to aid Adult Basic Educators in the design and manage-

ment of their own staff development programs.

PROBLEM

The field of Adult Basic Education (ABE) is fast growing. Since

ABE-related legislation was introduced and implemented through the

Adult Education Act of 1966 (Public Law 89-750), the population served

by federally funded ABE programs has grown from 37,991 in fiscal year

1965* to 849,529 in fiscal year 1973 (Spears, 1974). Furthermore, a

recent study (reviewed in Pell, 1973) states that over one half of the

adults in the United States may be functionally illiterate-unable to

interpret and complete employment applications.** Because of the diverse

definitions of the target population, there is little claim to precision

with regard to the potential market. However, there is no immediate

need to be concerned with such precision; the figures are all of very

large magnitude and there is "an enormous gap between the market and

those persons currently being served by the existing basic education

programs (Levin and Slavit, 1970, p.47)."

*N0TE: Prior to 1966 ABE programs were funded with local and state monies.

**N0TE: It should be noted that this estimate far exceeds other estimates

of the potential Adult Basic Education clientele.
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This spiraling growth of ABE poses the inescapable problem

of meeting the professional developmental needs of the staff serving

the ABE clientele. Of several priority directions for Adult Education

mentioned by Smith (1970), none surpasses in importance the professional

development of Adult Educators (p. 59). Griffith and Cunningham (1970)

state that "Teacher training in ABE is presently (sic) in an early

stage of development and it is still marginal to other teacher training

activities (p. 240)." Coolie Verner (1970) indicates that the quality

of instruction depends on the preparation of instructors skilled in

managing learning situations designed for adult illiterates, but there

are too few people available who have such specialized training. It

should be noted that professional development refers to programs of

instructions for staff that will actually make a difference in what the

ABE staff does; these programs of instruction should focus on appropriate

ABE staff behavior change in the field setting.

There is growing commitment to the idea that traditional, youth-

oriented, teacher training programs are ill -equipped to prepare teachers

of adults (Spears, 1972). Adult Basic Educators have unique needs. The

needs of adult learners may be different from those of youth because

adults perceive, understand, 'nd feel different about what they learn

(Kidd, 1959, pp. 37-39). Because adult educator needs must be related

both to the goals of ABE and to the individual needs of the staff member,

it may be that ABE staff development must be specialized rather than

traditionally youth-oriented. Davison (1970) agrees with this probability

in stating that "work with adult illiterates involves different compe-

tencies, skills, and knowledge than (sic) that associated with ordinary
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school teaching (p. 52)." She also stated that a survey revealed eighty-

five percent of ABE instructors wanted more training (p. 54).

So it stands that the ABE clientele is nationally on the increase,

resulting in an increase in staff needing specialized training. His-

torically, most staff development has been of an in-service nature in

the form of institutes, workshops and conferences. ABE state and local

program administrations have generally been left to their own resources

to provide such in-service staff development. This is partly because

college and university ABE staff development is not sufficiently insti-

tutionalized to meet ABE staff needs adequately. For example, in the

state of New York, which has one of the largest ABE programs in the

nation, there were reported to be less than twenty college or university

courses that dealt with the specific nature of the adult learner (Paterno,

1973 a). In essence, there is increasing pressure on the state and

local ABE administrations to provide adequate staff development.

The problem of staff development in A3E is further compounded by

the present general nature of the field: the style and quality of present

staff development is inconsistent throughout the nation; there is a con-

stant staff turnover, an uneven dispersion of funds and staff, an unde-

pendable funding pattern, a
: de variety of students and, therefore, staff

needs, stringent time limitations, and a variety of preferred learning

styles and learning paces (Spears, 1974, pp. 50-53).

While these problems are not unique to Adult Education, they are

certainly more pronounced in ABE than they are in traditional education

(i.e., elementary and secondary school). For example, in a given elemen-

tary school, one may find varieties of interest and levels of sophisti-
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cation among the staff body of certified elementary school teachers.

However, in an ABE setting, although this same variety may be found,

the staff population will most likely represent a variety of teaching

fields, including elementary, secondary, special, and vocational edu-

cation. If there is a variety of needs among the first group of

elementary school teachers, that variety is generally even greater

in the typical ABE setting.

In addition, traditional public school education programs have

a more stable flow of funds. Generally, the school budget increases

annually. With an ABE program this is not the case. Funding on a

year to year basis; there is no guarantee of continued funding, which

depends on such variables as the fluctuations of legislation and the

size of the ABE classes themselves.

The variety of students is another example of discrepancy between

traditional education and ABE programs. While. in a typical elementary

school classroom one may find a difference in achievement levels, in an

ABE classroom, there is much wider span of achievement levels (e.g.,

ranging from no knowledge of the alphabet to eighth grade equivalency).

Included among ABE Learners are also those Learners requiring special

assistance, e.g., individual, in transition from mental institutions to

society; mentally retarded individuals; physically handicapped indivi-

duals; and incarcerated individuals.

ABE Leaders are also often more limited in work time than tradi- •

tional school teachers. Generally, the ABE teacher works part time - two

to four hours in the ABE classroom. Rushing to and from other jobs

gives hir little time to see other ABE Leaders (particularly if s/he is
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ths only Leader at that particular ABE learning site), or to contri-

bute time to staff development efforts. While, on the other hand,

the traditional education teachers may have breaks and preparation

periods in which to meet for purposes of staff development. Periodic

staff meetings are the rule in traditional education; in ABE they are

the exception. Therefore, Adult Basic Education field contains to a

greater degree problems that are common to the field of education in

general

.

Further conversations with ABE staff have yielded additional

concerns, namely the usability of extant staff development materials.

In the process of developing self-instructional materials for ABE staff

members, the investigator inquired about the success of previous such

materials (e.g., the five self-instructional teacher training modules

produced at the University of Massachusetts for Adult Educators). Among

those experienced ABE personnel interviewed in Massachusetts, it is

unanimously agreed that the self-instructional package mode is inappro-

priate; unless forced to use them, the packages would remain on a shelf.

The use of these instructional packages would make no difference in what

the ABE staff member actually did on the job.

At first glance, the 'bove problem might appear to be one of

inadequate resources. However, on further analysis, it is clear that

the problem hinges on management of the staff development effort. First

of all, the use of the instructional package should be based upon indi-

vidual need, and not merely because the package existed; secondly, the

material in the package could be adapted to meet individual needs by

the individual hirself; lastly, the individual should be the one to
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determine how hir behavior should change in the field setting and if,

in fact, that behavior did change. The resources themselves, whether

they be professional books, self-instructional packages, or college

courses, cannot be totally blamed for failure to effect appropriate

ABE staff behavior change in the field setting. The problem is one of

designing and managing a staff development program that will meet indi-

vidual needs; if available resources are to be used, those resources

should be used in a way that they make sense to the individual.

Alleviation of the staff development problem in ABE entails (1)

a methodology which would be individually-oriented (in terms of personal

as well as institutional needs) and which would focus on staff behavior

change in the field setting, and (2) a delivery system that would be

available relative to local conditions such as size and needs of staff,

budget, and time.

Alternative solutions to this problem include: (1) a specially

trained consultant to be assigned to each ABE site in order to work out

individual programs of staff development, (2) requiring every ABE

staff member to attend a monthly workshop which would be addressed to

hir individual needs, (3) on a continual basis, individualized study

packages developed for each A BE staff member who would then be given

ample time to use them. In analyzing the above alternatives, one must

clearly dispense with previously mentioned conditions of ABE staff

development, namely, suitability to local budget and time constraints.

The cost of the above alternatives would, in all cases, be out of reach

of most ABE programs. In addition, the cost of staff time necessary to

implement the above alternatives would be difficult for most AdE programs



7

to support.

The alternative that speaks to problems related to staff develop-

ment in ABE is the creation of a staff development design which would

enable the ABE staff to design and manage their own programs of staff

development. In this way, the ABE staff members could suit these pro-

grams to their individual needs, e.g., interest, job responsibility,

time available, level of sophistication, learning pace, learning style,

and professional plans.

While the above alternative might solve the problems of the indi-

vidually-oriented methodology, there would remain in the problem of the

delivery system: How do you get this design to the ABE field? A pos-

sible solution would be to train a team of consultants who would then

train local ABE staffs in the method of designing and managing staff

development programs. However, this would require a massive and costly

endeavor.

In these circumstances, instructional materials that could be

used without the aid of a consultant might be a solution to the problem

of training ABE staff members to design and manage their own staff

development programs. Because of the exploratory nature of the guide-

lines for designing and managing staff development in ABE, it would be

wise to choose relatively inexpensive instructional materials. The

handbook format fits this description.

While it is not proposed that a handbook outlining a specific

methodology automatically means quality scaff development, it is intended

that such a document serve as a guide for those ABE personnel who do not

now have the opportunity for continual professional development. With
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this guide, local programs could develop staff development programs

that could be tailored to meet individual as well as institutional needs.

The major advantages of the handbook delivery mode are (1) that

it is relatively inexpensive; (2) once obtained, it is available when

needed; (3) it can be adapted to the users' time parameters; and (4)

the material in the handbook can be adapted to suit individual needs.

The disadvantage is, mainly, that a handbook is easy to leave on a

shelf. The users must have some motivation to use it. Subsequent

to this motivation, the handbook should be appropriate to the users'

need. A handbook such as one required in these circumstances must be

clearly written, be complete, contain valuable information, appeal to

the wide variety of ABE personnel, and be usable.

The first requirement for use of the handbook, i.e., motivation,

is beyond the control of this investigation. The second requirement, use-

fulness, is addressed in this study. Guidelines for designing and

managing a staff development program have been drafted and put in hand-

book form; the handbook has been then evaluated and revised.

SPECIFIC PURPOSESOF THE STUDY

(1) It is the purpose of this study to develop a handbook to aid

Adult Basic Educators in the design and management of their own staff

development program.

(2) It is the purpose of this study to strengthen in-service staff

development opportunities in Adult Basic Education by using a needs assess-

ment methodology to produce staff development related materials which are

responsive to users' needs.

(3) This study further purports to strengthen in-service staff
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development opportunities by using techniques of formative evaluation

for purposes of decision making in relation to the development of a

final product, namely, the Performance Appraisal handbook.

SUMMARYOF PROCEDURESUSED IN THE STUDY

The Performance Appraisal handbook contains guidelines for a

methodology which are responsive to individual needs and which focuses

on staff behavior change in the field setting. Because of the focus on

behavior change, the handbook is entitled, "Performance Appraisal: Guide-

lines for Staff Managed, Staff Development in Adult Basic Education."

The guidelines comprise the Performance Appraisal (PA) desiqn.

The development of the Performance Appraisal handbook has three

procedural stages:

(1) The collection of data upon which to base decisions regarding

the development and revision of Performance Appraisal design objectives;

(2) A field test of the Performance Appraisal design objectives

and the collection of data upon which to base decisions regarding the re-

vision of the PA objectives and the writing of the first draft of the PA

handbook; and

(3) The collection of data upon which to base decisions regarding

the revision of the PA handbook and the writing of the final draft of the

PA handbook.

Following is a summary of the procedures used in implementing this study:

PROCEDURAL STEP ONE. Prior to this study, the investigator had

general ideas of the objectives comprising the Performance Appraisal

design. The formation of these ideas was the result of several years of
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interaction with ABE teachers, administrators, and ABE Learners. In

order to obtain information upon which to revise these general objec-

tives, five steps were taken: The first step was to survey ABE adminis-

trations in fifty state education departments to identify any documented

and currently used models of staff development. Secondly, the above and

other related 1 i terature were reviewed in an attempt to ascertain the

legitamacy of the original ideas relating to the PA objectives. On the

basis of this review, the third step was taken: general objectives were

formulated for Performance Appraisal guidelines for designing and manag-

ing a staff development program which focuses on staff behavior change in

the ABE field setting. The fourth step was the discussion of the above

general objectives for the Performance Appraisal design with graduate stu-

dents of ABE, directors and teachers of ABE. As a result of these dis-

cussions, the fifth and last step was taken: the drafting of the general

objectives for designing and managing a program of staff development

which focuses on staff behavior change in the ABE field setting.

PROCEDURALSTEP TWO. The next major procedure in the development

of the Performance Appraisal handbook was the field test of the Performance

Appraisal design objectives and the collection of data upon which to base

decisions regarding the rev ion of the PA objectives and the writing of

the first draft of the PA handbook. There were two steps in this proce-

dure. The first was the identification of two ABE learning centers and

the obtaining of consent from administrators and participating teachers .

for a one month demonstration of the PA objectives for designing and

managing a staff development program which focused on staff behavior

change in the ABE field setting. The second step was to collect information
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upon which to base decisions regarding the revision of the above objec-

tives and the writing of the first draft of the handbook.

PROCEDURALSTEP THREE. The third and last major procedural step

in the development of the PA handbook was the collection of data upon

which to base decisions regarding the revision of the PA handbook and

the writing of the final draft of the PA handbook. There were five

steps in this last procedural stage. The first step was to identify

and contact ten national ABE staff development experts to inquire into

their willingness to participate in the formative evaluation. Secondly,

a questionnaire was designed which would provide formative evaluation

material relating to the clarity, completeness, relative value, antici-

pated use, and cosmopolitan nature of the product. The third step is

to implement the questionnaire, and the fourth step is to analyze the

resulting data. The fifth and last step in this procedural stage is

to revise the PA handbook on the basis of the information collected.

DEFINITION OF TERMS USED IN THE STUDY

Adult Basic Education Staff Members : That group of indivi-

duals which supports the educational development of the Adult Basic

Education Learner. This group may include paraprofessionals, volunteers,

receptionists, teachers, counselors, administrators, and recruiters.

Formatively Evaluate : To evaluate a product during the

process of development. In this case, formative evaluation is in regard

to usefulness as defined by the clarity, completeness, relative value,

anticipated use, and cosmopolitan nature of the product.

For purposes here,- evaluation is defined as the collection of

systematic, ongoing information (data) as a basis for making decisions
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(Benedict, 1974). Generally, formative evaluation is a tool for form-

ing the project; while summative evaluation assumes that the project

is complete and comprises an assessment of that project. However, forma-

tive evaluation is synonymous with evaluation when described as follows:

"Project operations or activities are evaluated to influence decisions

which influence program operations which are in turn evaluated, ad

infinitum (Guba & Stufflebeam, 1968, p. 20)."

Handbook : A spiral-bound, attractively appointed, 8" by 11"

book about 100 pages in length.

Hir : The term "hir" is used to denote pronouns him or her.

Leader* : Refers to and is used synonymously with the term

ABE staff member.

Learner *: Refers to and is used synonymously with the term

ABE student.

Operationalize : To take something that is vague, and sys-

tematically put it into its specific, concrete, observable, measurable

states.

S/he : The term s/he is used to denote pronouns she or he.

Staff Development : "he in-service professional growth of

the Adult Basic Education s' ff members.

I Jo /man : The term "wo/man" is used to denote the words woman

or man.

*Note: These terms Leader and Learner, have gained acceptance as preferred

terminology in ABE. T. E. Paterno, Minutes of meetings held to determine

the content of two teacher training films entitled, The Adult Learner,

Part I & Part II. Albany: The New York State Education Department, divi-

sion of Continuing Education, 1973. Mimeographed.
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Adult Basic Education : Public and/or privately funded programs

designed to provide an equivalency of a twelfth-grade educational develop-

ment for those individuals over sixteen years of age who function below

a twelfth-grade level of competency as determined by standardized tests

in reading and math. Until the 1974 passing of the House Resolution 69,

an eighth-grade level of competency was the cut-off point.

The main purpose of Adult Basic Education as established by Con-

gress in various types of legislation is to provide for those adults,

lacking an elementary education, the opportunity to develop and to im-

prive communication, computation, personal-social, and economic skills.

This cluster of skills is designed both to meet the personal needs of the

individual, to help hir meet hir community responsibilities, and to help

hir function more effectively in hir society. This philosophy is pre-

dicated upon the following assumptions:

1. The adult learner is viewed as a person of worth and

dignity who has the inherent right to develop his own

potential

.

2. The responsibility of society is to provide the oppor-

tunity to acquire fundamental skills basic to effective

functioning as a ’’orker, as a family member, and as a

contributing member of (hir) community.

3. The recognition of education as a continuous life-long

process if people are to live in communities, manage

their own affairs, and participate in the society of

which they are a part.

4. A broad, continuing, and appropriate program of adult
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education is a necessary component to the development

of a "democratic" conscience. (Gardner, p. 4)

LIMITATIONS OF THE STUDY

One limitation of the study is the limited population used for

field testing. The unforseen problems that ensued, i.e., the refusal

of one field test population to cooperate to the completion of the field

test, possibly reduced the effectiveness of the field test. It should

be noted, however, that this particular experience did underscore the

absolute necessity of administrative support, at least in this particu-

lar situation, and perhaps in staff development efforts in general.

In addition, because of the political realities of the field test

situation (i.e., in one case, the presence of the admini strator, in the

other case, the absence, yet mistrust of the administrator), the investi-

gator can only assume that she received straightforward talk.

A further limitation of the study is that the study does not address

the handbook format as a viable dissemination device. It could be that,

whether the handbook is useful or not, it will not be used by the A3E

personnel because of an inherent deficit in the handbook format itself.

SIGNIFICANCE OF THE STUDY

Because of the highly specialized staff development needs in ABE,

there have historically been logistic and methodological barriers to

the implementation of effective and appealing staff development efforts..

Performance Appraisal may provide a solution for some of these problems.

A recognized need regarding staff development is continuity. The

occasional one or two-day in-service workshop, the occasional conference.
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for those who are lucky enough to attend, and the institutes that only

-few may attend are insufficient to create a lasting impact at the prac-

titioner level. Indeed, Catherine Davison suggests that training be ex-

tended in small segments over a period of time rather than a crash

program (Davison, 1970, p. 63).

There are even greater problems for the individual who has no

opportunity for staff development. Ms. Laverne P. Knots of Louisiana,

reports that a large majority of Adult Education staff personnel have

had no specific training on the college or University level. Many

have not had the opportunity to participate in adult education in-

service training sessions (Louisiana, Final Report, 1972).

-Time is another barrier to effective staff development in ABE.

Staff schedules are often so varied as to prevent frequent staff meet-

ings. Indeed, the nature of the field is such that staff may resent

frequent and/or lengthy demands made on their time. Davison reports

that, because most ABE personnel are part-time, they are not willing

to contribute a great deal of personal time developing competencies

needed in their ABE role (Davison, 1970, p. 63).

What is needed, then, is a staff development delivery system

that would be flexible enounh to accommodate varied and restricted

schedules in providing adult education in-service training opportunities.

The Performance Appraisal Handbook is one way to meet this need.

In addition, by-products of the Performance Appraisal handbook

use may include the clarification of staff rules and tasks, identifica-

tion of available staff development resources, the sharing of perspec-

tives, the compiling of individual staff profiles, and the ability to
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use other ABE staff development materials, such as those developed

through the efforts of the HEW Regional Adult Education Projects, in a

personalized manner, and in a way which insures application of theory

presented in such materials.

REVIEW OF THE PERFORMANCEAPPRAISAL DESIGN

Performance Appraisal is a way of going about staff development.

The most distinctive components of this staff development design are (1)

the emphasis on ABE Leaders making decisions about and managing their

own staff development; and (2) the focus on staff behavior change in the

ABE field setting as determined by the ABE staff itself. Performance

Appraisal (PA) is a process; the staff using this process provides the

content.

PA is an attempt to meet the growing need for staff development in

Adult Basic Education. It capitalizes on one of ABE's greatest strengths:

the individual approach to learning. When using PA, a group (two or more)

of staff members meets as a team and pools talents to work on individual

and/or group programs of staff development. With the help of the team,

each person decides on a staff development goal, how best to attain that

goal, and how to know for sure when the goal has been attained. In a

manner acceptable to hir, each person demonstrates newly acquired behaviors

for teammates. In this way, that staff member may bring closure to a

particular goal if it is appropriately met, or bring closure to the

attainment of parts o f the goal.

The title, "Performance Appraisal" itself is a clue to the basis

of the PA design activities. The ABE staff member actually looks at what

s/he is doing, either to collect data upon which to base a staff development
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program (i.e.. What should be happening? What is happening?) or to

collect data upon which to base decisions about progress in a staff

development program.

Before becoming involved in PA, it is important to consider the

major underlying assumption: Adult Basic Educators themselves are capa-

ble of designing and managing staff development programs which will effect

positive staff behavior change in the ABE field setting.

Procedures which will facilitate the attainment of the PA objectives

include: performance analysis; needs assessment; goal veri tifcation; goal

analysis; goal statement; determining attainment strategy; assessment

of available resources; determination of individual criteria; choice of

appraisal technique; scheduling the appraisal session; and commitment to

the plan.

Organization of the dissertation . Chapter II of the dissertation

describes Performance Appraisal and reviews literature related to the

Performance Appraisal concept. The review of literature associated with the

development of the PA design includes: the state of the art in ABE

staff development; management theory; learner-centered models of staff

development; ceacher-behavior modification m the field setting; and

performance appraisal techn' ,ues.

Chapter III describes two stages of the Performance Appraisal

development process. The first stage describes the collection of uata

that resulted in the formulation of general objectives for the PA design..

The second stage describes the collection of data upon which to base

decisions regarding the revision of the PA objectives and the writing

of the first draft of the PA handbook.
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Chapter IV describes the formative evaluation of the handbook

draft and the subsequent writing of the final draft of that document.

It describes the five procedures involved in this phase of the handbook

development: the identification of individuals to assist in the evalua-

tion; the designing of a questionnaire for data collection; the imple-

mentation of the survey; the analysis of data collected; and the revi-

sion of the PA handbook based on data gathered.

Chapter V is the presentation of the revised handbook entitled,

"Performance Appraisal: Guidelines for Staff Designed, Staff managed

Staff Development for Adult Basic Educators." The handbook is presented

as it currently exists, with one change: the pages, in addition of being

numbered according to the design of the handbook, are also numbered as

part of the dissertation; there are two sets of page numbers.

Chapter VI presents conclusions and implications for further re-

search of staff designed, staff managed staff development.
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The Performance Appraisal design is a synthesis of elements

evident in a number of disciplines. The purpose of this section is to

provide a backdrop for the development of the Performance Appraisal

handbook by reviewing the related literature and demonstrating the

relationship of the various concepts reviewed to the elements of the

PA design.

In Chapter I, Statement of the Problem, the original focus of

this study is discussed. To summarize: first, there is a need for

effective staff development programs in ABE; secondly, those programs

must meet specific criteria; and lastly, those staff development pro-

grams are generally subject to certain constraints. The following is

a summary of these criteria and constraints:

Criteria

staff development materials should

meet localized needs
be easy to use
afford follow through activities
meet individual needs
afford flexible participant

schedules
be relatively inexpensive
be regenerative
affect desirable behaviors

in the field setting

Constraints

staff turnover
varied levels of staff sophis-

tication
varied levels of interest and

learning style
varied staff schedules
sparsely to densely populated

staff areas
undefined incentive for parti-

cipation in staff development
experiences.

Given the need for effective staff development in Adult Basic Edu-

cation and the above criteria and constraints, the next step in this study

was to review ABE staff development literature during the past decade with
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the intention of finding a staff development model that would be appro-

priate. This review included state departments of education as well as

the ten national HEW Adult Basic Education Staff Development Projects.*

During a review of the latter, a trend became apparent; the shift-

ing of the staff development decision-base from a national to a state

level. This awareness led to a review of management theory which in turn

led to a review of learner-centered models of staff development, teacher

behavior modification in the field setting, and performance appraisal

techniques. As a result, the review of literature associated with the

development of the Performance Appraisal design now includes:

The state of the art in ABE staff development;

Management theory;

Learner-centered models of staff development;

Teacher-behavior modification in the field setting; and

Performance Appraisal techniques.

THE STATE OF THE ART IN ABE STAFF DEVELOPMENT

For all practical purposes, research in ABE staff development had

been non-existent prior to 1965. The passage of Title 1 1 - B of the

Economic Opportunity Act of 1964 saw an increase in ABE program develop-

ment and the implementation of the ABE research.

There were many state and local attempts to meet staff development

needs in ABE. However, documentation 'and locus of control had been pri-

marily at the federal level. On the local level, the ABE director had

*N0TE: The Department of Health, Education and Welfare funded these ten

projects on a regional basis in July, 1972. The common goal was to insti-

tutionalize staff development in Adult Basic Education. The projects wei e

funded for three years.
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been responsible to recruit and train teachers of Adult Basic Education.

This was a tall task for the ABE director who was generally part-time

and inexperienced in ABE administration.

On the state level, staff development used to be evidenced, if

at all, in the form of technical assistance to the field. In more recent

years, several states have used more systematized delivery systems in

the form of mandated in-service and state workshops.

The locus of control in ABE staff development in the formative

and expansion stages in ABE during the past decade had been in the

department of Health, Education, and Welfare (HEW). Because ABE had

been established through federal legislation, without support by sub-

stantial local tax monies, the selection of curriculum for the training

of ABE teachers had been centralized in the department of HEW. The

source of curriculum for the initial institute (1966 - 1967) came from

a guide prepared by the Adult Basic Education Branch, Division of

Adult Education, U. S. Office of Education, and the National University

Extension Association. This document was meant to guide universities

and practitioners in the development of summer institutes in eighteen

universities located throughout the country and served as the first

source for the selection of curriculum. After this initial effort and

prior to the funding of ten regional staff development projects (1972*),

USOE established training priorities each year. These priorities were

used by universities to develop proposals for summer institutes and then

were subsequently used by USOE as criteria for funding training

institutes.

*N0TE: Planning grants for these projects were issued in 1971.
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A third phase of training teachers in ABE came with the decen-

tralization of training monies in 1971. In this phase, each of the

ten USOE regions could make regional decisions concerning expenditure

of training monies and the selection of curriculum for ABE teacher

training programs. Currently, ABE staff development is still operating

under this base and is scheduled to continue in such a manner until

June, 1975, when funding for the ten HEW, USOE, Adult Basic Education

Staff Development projects will cease.

The Ten HEW Regional Adult Basic Education Staff Development Pro-

jects . A logical place to begin looking at the state of the art in ABE

staff development is with the ten national HEW Adult Basic Education

Staff Development projects. These ten regional projects, created by

Public Law 91-230 (Amendments to the Adult Education Act) in 1971, have

entered their third and final year. What are they all about? It would

seem to be a relatively natural and straightforward assumption that the

purpose of a staff development program is to encourage and develop ex-

pertise on the basic, practioner level (in this case, the teacher level)

in terms of operational competencies. That is, by the end of the project,

staff are prepared at local levels to perform competently, and there is

a significant pool of trained professionals to carry on superior instruc-

tional activities. Staff, that is, is developed.

The actual purposes and natures of the ten staff development pro-

grams are, however, much broader and deeper than that, as has become

clear by the wide range of activities they have produced (as reported

in the ten first year final reports). Far from merely confining themselves

to training and service activities, these programs have extended
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themselves into areas that will affect the well-being of our programs

and teachers far into the future. This activity is by no means a chance

by-product of teacher training activities. Indeed, a look at the origi-

nal objectives of the ten regional programs demonstrates clearly that,

from the beginning, those responsible for the directions these projects

were to take had a vision that extended beyond merely providing instruc-

tional services for a three-year period.

Of a total of one hundred thirty-one objectives written for ten

programs, in fact, only twenty-three dealt specifically with providing

direct instructional services on a regional, state or local level. The

activities resulting from these twenty-three objectives have, of course,

been overwhelming. Of even greater relative significance, however, is the

concurrent activity in eleven other categories into which the remaining

one hundred eight objectives fell. A review of what these categories

consist of and the number of objectives devoted to each provides a clear

picture of the intentions of the staff development program, and provides

us with information and a structure that points the direction that our

activities in ABE staff development should pursue in coming years.

Table I provides a comprehensive view of a taxonomy of staff

development objectives and categories. Briefly, the twelve categories

of objectives in the taxonomy are as follows:

1. Providing instructional services for staff on a

regional, state, and/or local level.

2. Developing relationships with, andprograms at, insti-

tutions of higher education.

3. Identification of staff development needs.



24

4. Collection and dissemination of information and

the development of information dissemination systems.

5. Developing state staff training capabilities.

6. Providing for staff development resource banks on

regional and state levels.

7. Providing for project evaluations.

8. Encouraging professionalism in adult education.

9. Co-ordinating staff development activities with other

agencies of similar objectives.

10. Developing staff training materials.

11. Developing regional staff training capabilities.

12. Providing for the continuation of staff development

activities both regionally and state-wide through

project institutionalization.

As the table shows, there are many projects for which the actual provision

of instructional services is not even an issue. Their entire purpose

is found in the more abstract areas of developing regional information

networks, state agencies, materials, resource banks, university programs,

and needs assessments. What seems clear is that many programs have demon-

strated the maturity inherent in understanding that immediate benefit

must often be wisely sacrificed for future gain. The development of these

resources, many of which will no doubt come into their own during the

third and final year of the program, will provide a legacy of benefit for

coming years that we will only fully appreciate later.

It seems clear, then, that the staff development programs intended

from the beginning to provide not only a broad range of instructional
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TABLE I

THE IDENTIFICATION OF OBJECTIVES OF THE TEN REGIONAL ADULT
EDUCATION STAFF DEVELOPMENTPROJECT ELEMENTS AS DETERMINED

IN THE FIRST YEAR FINAL REPORTS
(Letters are assigned to the ten projects in a random fashion)

Categories of Objectives*

10 11 12

10
+->

o
O)

•'—

>

o
s-

Q_

ft}

c
o

•r—
cn
CL)

a:

O)
i—

a)

A 0 2 1 1 1 1 1 0 I 0 I 0 0 I 1

B 0 0 1 0 2 3 0 1 1 1 0 0

C 0 1 2 0 2 1 0 1 2 0 1 4

D 7 6 3 3 0 1 1 1 2 2 "r| 3

E 2 2 1 1 0 2 1 1 1 0 3 1

F 3 1 0 0 0 0 0 0 0 0 0 0

G 4 7 1 1 5 0 0 1 0 1 0 3

H 3 1 2 0 0 2 0 0 0 0 0 0

I 2 1 2 1 i 2 1 1 o 0 1 0
\

J 2 1 0 1 1 0 0
i

0 0 0 1 1 1

TOTAL 23 22 13 8 12 12 4 6 6 4 8 13 131

NOTE: For example, in the final report for Project D , there were

7 project elements which were interpreted as falling within category

1, "Providing instructional services for staff on a regional, state,

and/or local level
.

"

* See page 23 for a listing of Categories of Objectives
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services, but to institutionalize the concept of staff development at

both the state and regional levels. This institutionalization repre-

sents a shift in teacher-training policy from the broad geographical

scope of the National Teacher Training Institute of 1966-1970 to a

decision-making base at the regional and state levels. Thus information,

programs, and services, by the end of the three year period, will have

been developed in order to provide throughout each region a bank of

resources that was designed and developed by the region with parochial

needs and requirements in mind.

The taxonomy of objectives also provides us with a clear picture

of what the staff development projects never intended to do, and what

might be an appropriate developmental direction in the near future.

What none of the one hundred thirty-one objectives reviewed address

is the development at the local level of a decision-making base rela-

tive to staff development needs.

While the National Teacher Training Survey (Spears, 1972) recom-

mended that federal funding be extended from three years to five years,

it is anticipated that funding for the ten regional staff development

projects will be terminated June 30, 1975. This leaves the state and

local administration of ABE programs faced with the challenge of build-

ing on the staff development effort of the past three years. The ques-

tion is, what is the most effective manner in which to proceed in order

to accomplish this goal? The directional trends in staff development

over the past decade hold the key to the problem.

The last ten years have been a gradual but definite shift in the

decision-making base in ABE staff development planning - from the national
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to the regional and state administrative level. This process of diffu-

sion of the staff development structure, and the development of more

regionalized resource systems would be naturally extended through the

involvement of local ABE administrative and teaching teams in the de-

cision-making process. The National Advisory Council on Adult Educa-

tion has made a legislative recommendation to increase decision-making

authority for state and local agencies (Spears, 1974). It seems only

reasonable that the next step is to broaden the decision base even

further to include not only local administration but also the local

staff consumer of the staff development product.

Ideally, the local practitioner (whether administrator, counselor

or teacher) should be the primary identifier of staff development needs,

with staff and regional agencies providing constant guidance and input

regarding program and material availability and appropriateness. In

this way, the resources (personnel, material, and institutional) would

be accessible to the staff consumer when those resources can meet the

professional development needs of the staff, as identified by the con-

sumer himself. The nation as a whole, therefore, would be providing the

direction for the continued development of state and regional networks

of information arid resources, such as have in fact been built over the

last two and one half years. Local practitioners then would be making

individual decisions about professional development needs, with the

state and regional staff development experts providing the guidance

and material resources for fulfilling those needs.

Such is the logical extension of the present diffusion of staff

development manpower and resources to the states and regions. In order
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for this logical step to be taken successfully, however, it must be

accompanied by a number of simultaneous change in procedure and

attitude. Among these changes are:

1 . The establishment by state and regional staff

development programs of operational assumptions

concerning the competence and motivation of local

personnel in relation to the making of staff

development decisions.

2. The designing of region and state-wide staff train-

ing efforts to provide for the development of de-

cision-making skills at the local level, including

training in the areas of personal needs assessment,

goal setting, planning, and evaluation.

3. The development of administrative and institutional

commitment to the ideas of staff-managed staff

development through the availability of release time

for needs assessment and planning, conference days,

incentive programs, and differentiated staffing

patterns

.

The significance of explor' g this broadened staff development decision

and manager, .ent base lies in the possibilities of applying to adult edu-

cators some of the concepts of individualized instruction that adult

educators have for years been applying to adult learners in ABE programs*

It, as well, lays the path for the continued application and use of the

materials and resources that have been produced by the staff development

projects during their three years. The possibilities of tapping staff
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talent for staff development planning, and the consequent increase

one would expect in motivation for staff training activities, are only

the beginning. Staff-managed staff development could well lead us into

a whole new era of local role clarification, idea sharing, resource

development, and general communication.*

Survey of state ABE administration . With the above positions

determined, the state departments of education were surveyed with re-

gard to the availability of a staff development handbook and the exis-

tence of a staff development model which would focus on staff behavior

change in the field setting. Only two states reported having a handbook

for staff development. Four states reported having a model for staff

behavior change in the field setting.

Two responses were exciting. Both Vermont and Nebraska reported

positive steps toward staff behavior change in the field setting. The

Vermont response included a proposal for staff development in 1975, in

which the following assumptions are made: (1) staff development acti-

vities must respond to the needs of the program and to the individuals

in it; (2) staff development happens every day and that all personnel

are involved in the process at all times; (3) training should strike

a balance between the theoretical and the practical; and (4) Adult

Education should have an adequate system for the production, collec-

tion, and dissemination of materials and methods both for teaching and

training. In addition, this proposal states a desire to integrate

staff development into the adult education program so that training

*N0TE: The above material was extracted from ar. article written by

T. E. Paterno and K. J. Borden, which is in publication processes

with Adult Leadership .
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activities will be relevant and practical; staff development will

function as a day by day activity and the process of program and

staff improvement will be self generating and continuous. A further

goal is to provide an environment where teachers, university staff,

interns, student teachers, counselors, and supervisors can interact to

create programs that can more effectively deliver services to Adult

Education students. Another notable goal is to use experienced staff

to help others.

Other areas reported in the Vermont proposal were more common:

Activities begun in 1973 and 1974 would continue, e.g., continued de-

velopment of the adult learning centers as teacher resource centers -

places where teachers can obtain training and training materials, and

where they can produce new materials or reproduce materials developed

by other teachers in the state or the nation. Further activities de-

signed to integrate staff development and higher education into the

Adult Education program will be underway or intensified in 1975, e.g.,

develop or acquire intensive multi-media training packages that trainers

can use to train teachers in specific skill areas, particularly English

as a Second Language and reading techniques.

In a paper submitted by the state of Nebraska, problems such as

time, materials, and relatively high turnover were cited. This state

plans to assign a regional staff development coordinator (RDC) in three

state areas. Responsibilities include provision of online training and

assessment for individual teachers as needed, and as part of a regular

or rotating staff contact pattern. Three basic cognitive areas seem

to have been already established at the state level: communications
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training (e.g., psychology of the adult learner, special characteristics

of adults), reading, and mathematics program training. These areas of

need were determined by the use of a state wide needs assessment.

The state of Nebraska maintains that to attain educational program

effectiveness, continuing provision of information on materials and

methods as well as periodic seminars on the characteristics of adult

participants are necessary. Therefore, a model is proposed to imple-

ment and follow up staff training programs across the state. The model

for goal attainment is well thought-out and offers mathematical formulae

to assertain statewide goal attainment. There is also provision for other

external evaluation. Evaluation information is submitted to the state.

The goals apparently are greatly influenced by the state parameters and

the RDC. This is a most promising plan for effecting staff behavior

change in the field setting. However, this plan is not yet printed in

handbook form.

Another response which commands attention is that from Utah.

While Utah reports having no handbook for ABE staff development at this

time, it did report having a model for staff behavior change in the field

setting. In reviewing the script for a film strip entitled. Curriculum

Development and Instructional Strategy model s for Adult Learners , it is

apparent that this work demonstrates the great influence of the Per-

formance-Based Teacher Education movement. The film strip would be the

perfect introduction to staff development which focuses on staff designed

and managed efforts. The strip incorporates consideration of learner

characteristics and interest, specifying goals, statement of selected ob-

jectives (learner objectives), task analysis, organization of learning
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experiences, evaluation and analysis.

Other respondents claimed to have models for staff behavior change

in the field setting. However, in reviewing these, it was determined

that, while they were typically striving for behavior change, they offered

no methods of establishing goals, developing learning programs, and

assessing behavior. For example, Maryland indicated that they had a

model for staff behavior change in the field setting, but their plan

appears to be a goal rather than a course of action, i!e., "In contri-

buting to the accomplishment of the behavioral objectives of the staff

development plan, the universities will provide undergraduate and gra-

duate courses designed to provide learning experiences that will assist

adult education personnel in the attainment of competence in the field..."

However, Maryland does have a very extensive program of staff

development available via television broadcast and in video-tape for-

mats. This series covers the field of ABE from "Philosophy of ABE" to

"Techniques of teaching reading." The presentations include interviews

with experts in ABE such as J. R. Kidd, Malcolm Knowles, and Cyril Houle.

North Dakota responded that they had a staff behavior change

model; however, the materials submitted appeared to be a plan that was

rather traditional in nature and one in which decision making remained

with the state administrative level.

The Adult Education Tutorial Program, Denver, Colorado reports

that for fiscal year 74/75, the plan for staff training will have three .

positive factors: (1) personal involvement of the participants rather

than ready-made workshops that have all the overall answers, and not the

particulars, (2) ongoing training that leads to a body of knowledge and
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experience, and (3) motivating incentives added to insure good follow

through. Possible suggestions for the third factor include credit

hours where course meets standards; i* pay for up to 20 hours of train-

ing, contracted (between staff and administrator) research work for

pay, and increase in next year's pay based on the training hours

accomplished this year, and good courses that aid the person to im-

prove as a teacher. With regard to personal involvement of the par-

ticipants rather than ready-made workshops that have all the overall

answers and not the particulars, one participant in a state institute

noted "I m not sure that these high-powered consultants have any more

answers than we do (Final Report, Louisiana, p. 21)."

Alabama reported to have a handbook and a model for staff behavior

change in the field setting. However, there does not seem to be evidence

of this from the materials forwarded. There is a complicated flow

chart that draws information from a wide variety of sources; final de-

cisions are made by the ABE coordinator. While the plan seems to be a

comprehensive one, there is little evidence of user (ABE staff member)

involvement; the user is more the "recipient" of the staff development.

There is mention of self-study evaluation in the section on evaluation.

Included in Iowa's handbook for ABE is a brief section on profes-

sional growtn. "The adult basic education program should be structured

to best meet the individual needs of each adult in the program. This

statement applies to the instructor also (Iowa, 1S69)."

The state of Louisiana responded with a number of materials,

including the Louisiana Adult Education Staff Development Project Train-

ing Manual. This manual states that utilizing the training participants
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in programs (institutes offered by colleges and universities) as teacher

trainers back in their local systems has never proved completely effec-

tive because there has been no definite commitment of financial or on-

going assistance to the teacher-trainers in order to follow up the

activities of the training sessions. In addition, teacher trainers

often do not have the support of their local administrators nor a

position of leverage which would enable them to do local teacher train-

ing during the school year.

This manual further indicates that, while the HEW regional staff

development projects have helped to stimulate growth of local and state

training programs, they have been available only on a short-course

basis to a very small minority of the total number of ABE personnel

employed in the region; the vast majority of local adult educators have

had no opportunity for institutionalized training. Louisiana has set,

as a top priority, the offering of a basic training course to every

teacher in the state who has not received any institutionalized train-

ing in ABE. This training manual, "A Basic Short-Term Introductory

Training Program for Adult Education personnel in Louisiana" is a com-

prehensive collection of materials that appear to be useful to those

in the field of ABE.

Many of the responses stress detrimental factors which impact

staff development. An example of this is the Alaska State plan which

lists factors that affect the development and implementation of staff

development, such as:

1. Cost of travel in terms of both time and dollars,

2. The factor of weather, influencing location of



35

training sites and time of year they will be held,

3. The subsistence economy of some parts of Alaska

(from April through September, ABE in some villages

largely terminate as both teachers and students

carry on their subsistence activities),

4. The wide diversity of education attainment and

professional training of ABE personnel (those levels

range from grade four for some teachers to profes-

sional educators with graduate degrees), and

5. Inadequate teacher salaries earned by village teachers

(low salaries imply that teaching ABE is only one

among several income-generating activities. This sit-

uation is likely one factor in the high turnover rate of

ABE teachers).

The handbook further says, "There are several implications imbedded in

this set of factors. First a staff development delivery system should

provide services as close to the local level as possible. . .Second, a

delivery system should provide preservice and inservice training oppor-

tunities for all ABE personnel. Third, a delivery system should pro-

vide training for the varyir^ levels of educational attainment and

professional levels among ABE personnel (Gardner, pp. 5,6)."

Indiana submitted their "Guidelines for Planning Staff Develop-

ment Activities." In this document, it is noted that communication be-

tween local Adult Basic Education staff, che Wisconsin Board of Voca-

tional, Technical and Adult Education staff, and the University system,

for the purpose of more effective utilization of available resources for
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staff development, should be developed. The guidelines for develop-

ing and planning local in-service sessions will be based on a philo-

sophical framework developed from the conceptual model introduced by

Hoffman and Pagano in "ABE Staff Training (1971)." In this model,

the authors state that the learner is "at the center of the educational

process, not simply in terms of rhetoric, where he has historically

been, but in terms of reality." Problems of outcome, they assume,

will be resolved as the learner will "extrapolate from the learning

model to life at large (pp. 261-262)."

The Indiana guidelines propose a modification of the Hoffman-

Pagano model which is based on the assumption that staff development

activities need to be integrated into daily teaching activities if the

concepts taught are to be internalized and effect lasting changes in

teacher behavior. It is not enough, then, to say that the "learner"

will be at the center of the model. The center must reflect the parti-

cipant as both "learner" and "teacher."

The guidelines further state that underlying the development and

implementation of the in-service model suggested are some basic assump-

tions regarding the nature of the participants. The first two have

been identified by Bergevin '1957) in Participation Training for Adult

Education. They are:

1. Adult learners should have the freedom to assert

their individuality.

2. Adult learners can learn how to work and learn

together cooperatively without injuring the dignity

and respect due fellow learners (p. 5).
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Another reported assumption has been based on the experience

of a local Adult Basic Education administrator and of a Vocational

Consultant for Staff Development in Wisconsin. It is:

3. Adult Basic Education staff, individually and as

a group, knows what needs it has, is able to iden-

tify them, set goals and objectives for training

to meet them, implement activities and evaluate

outcomes (unnamed source, Indiana).

Other assumptions relate to the nature of the in-service sessions.

1. Planning should involve the participants.

2. Goals and objectives should be closely related and

limited according to the amount of time available.

3. Evaluation should be based on the outcome of the

training rather than the process of the training.

These guidelines from the Indiana response also refer to Bloom's

Taxonomy of the Cognitive Domain , in an attempt to establish the need for

continuity in teacher training. It is indicated that a one-day in-service

will probably be able to cover only the first three categories of learning

Knowledge, comprehension, and application. It is questionable, however,

whether this can, in fact, be done. At any rate, the message is clear

that, if the last two categories of learning, according to Bloom, synthe-

sis and evaluation, are to be dealt with, the learning program must be

extended beyond the typical one or two-day in-service program.

In summary, the above review documents that staff development in

ABE must confront certain conditions as described in the introduction to

this chapter. For example, staff development must deal with limited time
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and dollars, high staff turnover, wide diversity of staff sophistication

and professional training, a majority of part-time staff positions,

individual as well as program needs, and, most importantly, staff

development in ABE must effect a change in staff behavior in the field

setting.

The above review also_ documents that ABE professionals through-

out the United States are thinking in terms of the ABE staff member's

needs; the continuity of the staff development program, the practicality

of the staff development exercises, namely, realistic, attainable goals

which are related to desired competence, a degree of staff control

over staff development activities, and staff development activities that

will actually make a difference in what staff members do in the field.

MANAGEMENTTHEORY

The ultimate goal of staff development is change for improved

effectiveness. The staff development delivery system chosen by educa-

tional leaders reflects a perspective on the nature of change and change

strategies. In understanding major theories of change, or management

of change, a greater understanding of the staff development delivery

system is possible.

Major theories may be analyzed from the perspective of a basic

continuum: from internal locus of control to external locus of control

.

At one end of the continuum, plans decisions, and activities that affect

the organization emanate from the individual; at the other end of the

continuum, plans and decisions that affect an organization, including

the individuals within that organization, emanate from the administrative

power structure.
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Considering both ends of the locus of control continuum, Douglas

McGregor's Theory X-Theory Y (reviewed in Blanchard & Hersey, 1972)

emerged in the 1950's. Theory X makes a basic assumption about workers:

they are not interested in assuming responsibility and are most interested

in security. Theory Y, on the other hand, assumes that workers arenot

inherently lazy and unreliable; they can be basically self-directed

and creative at work if properly motivated. These respective theories

would be evidenced by a tendency toward high structure, tight control,

and close supervision, on the one hand, and a tendency toward lessen-

ing of external control by allowing progressively more self-control to

employees on the other hand. McGregor's bias is clearly in favor of the

Theory Y, emphasizing internal control. He compares work with play,

calling both inherently satisfying natural activities but with a basic

variance of control: play - internal control; work - external control.

Thus, work is viewed by the worker as a necessary evil rather than a

source of personal satisfaction. A summary of the external control -

internal control continuum in four basic stages can be seen in the work

of Rensis Likert, as reported in Blanchard and Hersey (1972):

System 1: Management is seen as having no confidence

or trust in subordinates since they are sel-

dom involved in any aspect of the decisions,

and the goal setting. of the organization are

made at the top and issued down the chain of

command.

System 2: Management is seen as having condescending con-

fidence and trust in subordinates such as master
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has toward servant. While the bulk of the

decisions are made at the top, many decisions

are made within a prescribed framework at

lower levels.

System 3: Management is seen as having substantial but

not complete confidence and trust in subordinates.

While broad policy and general decisions are kept

at the top, subordinates are permitted to make

more specific decisions at lower levels. Communi-

cation flows both up and down the hierarchy.

System 4: Management is seen as having complete confidence

and trust in subordinates. Decision making is widely

dispersed throughout the organization, although well

intergrated. Communication flows not only up and

down the hierarchy, but among peers (pp. 61-62).

Likert's findings indicate that the closer an organization's man-

agement style reflects system 4, the more likely it is to have a stable

record of high productivity. Conversely, the closer an organization's

management style reflects system 1, the more likely it is to have sus-

tained a record of low productivity (Hersey and Blanchard, 1972,

pp 62-64).

The Performance Appraisal design is reflective of system 4: the

administrator (management) is seen as having complete confidence and

trust in subordinates. Decision making is initiated in the peer (worker)

group and periodically involves the administrator. Communication i iows

up and down the hierarchy and freely among peers.
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LEARNER-CENTEREDMODELSOF STAFF DEVELOPMENT

To find learner-centered models of staff development, one need

look no further than the current Competency-Based Teacher Education

Movement (CBTE, also known, among other terms, as the Performance

Based Teacher Education Movement). This area has been researched and

reviewed in another work (Paterno, 1973 b). It will suffice here to

summarize the difference between Learner-centered models of staff de-

velopment and traditional methods of staff development; and to project

how Performance Appraisal compares with the above description.

Comparison of CBTE and traditional teacher education . Elam

(1971) lists among the implied and desirable (secondary) characteristics

of Competency-Based Teacher Education (CBTE), the following: indivi-

dualization of program, modularization, regenerative feedback, learner

accountability, learner involvement in assessment of exit behavior, and

a focus on career related and field oriented education (p. 6).

Very simply, CBTE is approaching teacher education from a very

pragmatic viewpoint. It asks:

1. what must the teacher be able to do in order to

encourage appropriate student learning?

2. hew will the teacher know when s/he can do the

above?

3. what will the teacher do if s/he cannot but would

like to do the above?

The following is an exerpted comparison of teacher education

methodologies, CBTE and traditional teacher education (Paterno, 1973 b):
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CBTE (Cont. )

-The learning objectives
are precise.

-The emphasis is on the learner
and the learning process. The
needs of the learner are foremost.

-The emphasis is on exit
requirements.

-The learner has a mgjor decision-
making role in the form and con-
tent of hir learning programs; this
is conducive to a personalized
program of learning.

-Their is a focus on performance
and consequence objectives (see
note below).

-Emphasis is more on what the
learner does and the change s/he
effects in others.

-Research, development and train-
ing function

-Personalized, learner-oriented
environment.

-Broad decision base

Traditional Teacher Education (cont. )

-The learning objectives are often
obscured.

-The emphasis is on the teacher and
the teaching process. The learners
are subject to the needs and parti-
cular expertise of the instructor.

-The emphasis is on entrance require-
ments.

-The learner has little choice in the
teacher education delivery. The class
is more likely to be treated as a

whole then the individual is likely
to be treated as an individual.

-There is a focus on cognitive objec-
tives (see note below).

-Emphasis is on what the learner knows.

-Training function

-Impersonal , instructor-oriented
learning environment.

-Narrow decision base

NOTE; Houston (1973) differentiaties objectives as follows:

Cognitive-Based objective : The learner is expected to demonstrate

knowledge, intellectual abilities and skills.

Performan ce-Based Objective :. The learner is required to do some-

thing rather than simply know something.
Consequence-Based Objective : The learner is required to bring about

change in others.
Affective-Based Objective: These objectives are inherent in all

other classes of objectives, but tend to resist specific description.

Exploratory Objective : These are not precisely defined, but poten-

tially significant' learning opportunities. Precise definition of

learning outcome is impossible because of the variables inherent

in the exploration (pp. 5-6).
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CBTE (cont. )

OPERATIONAL

-Inherent in CBTE is the continual
treating of the effectiveness of a
given instructional learning ex-
perience.

-A primary step in CBTE is to iden-
tify behaviors in terms of their
usefulness; these are then the
basis for learning objectives in
a CBTE program.

Traditional Teacher Education (cont. )

BASE (cont.)

-Little is known about the effective-
ness of a given instructional exper-
ience.

-Little is known about the usefulness
of the objectives of learning.

PROCESSAND PRODUCTASSESSMENT, EVALUATION AND REPORTING

-The learner is accountable for
meeting the learning objectives
which have been made public in
advance of learning activity.

-Assessment instruments and methods
are cri terion-referenced. The in-
dividual compares hir present learn-
ing status with a previous one in
reference to a specific situation.

-CBTE permits more effective eval-
uation of learner and program. The
objective, criteria, and perfor-
mance indicators and criterion
levels are identified clearly.
The learner can assess for hir-
self if s/he has met objectives.

-A CBTE learner could create a

resume' indicating explicit
teacher competencies

-The learner is accountable for com-
mitting the specified amount of time,
e.g., three semester hours.

-Assessment instruments are norm-
referenced.

-Adequate evaluation is impossible
because of general and often obscured
objectives.

-A traditionally taught education stu-

dent's resume' would be filled with
nebulous course titles, corresponding
credits, and norm-referenced grades
which often obscure the variations
within expected competencies (Houston

&’Howsam, 1972, p. 8) ,

METHODSAND TECHNIQUES

-The learning activity may vary
from learner to learner and is

considered the means to the ob-

jective.

-The learning activity, such as read-

ing a book, watching a film, or being

present in a classroom, are considered

ends (objectives) in themselves.
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CBTE (cont. ) Traditional Teacher Education (cont. )

METHODSAND TECHNIQUES (cont.)

-CBTE may be evidenced via tra-
ditional lecture, field trip,
small group work, tutoring, in-
dividual study, or apprenticeship
(internship). CBTE lends itself
very readily to modular packaging.

-Depending on the needs and exper-
tise of the instructor, traditional
teacher education may be evidenced
through any of the activities speci-
fied to the left, but rarely by any
more than two different activities,
and it, usually follows the lecture
format.

-Attempts made to gear a program
of learning to learner's interests,
abilities, background, and projec-
ted plans.

-Little is known about learner interests,
abilities, background or projected
plans.

-CBTE is a systems approach to
teacher education. It is feasible
to have learners all working on
different competencies at dif-
ferent times, with different learn-
ing activities, yet all a part of
an integrated movement toward
teacher competence.

-Traditional teacher education may
be labled to singular sequential
approach. The class as a whole moves
from one learning activity into another.

In analyzing the Performance Appraisal (PA) design in relation to

the above descriptions, it is clear that the PA design very closely paral-

lels the CBTE movement. One main similarity is that both PA and the CBTE

movement expouse learner-centered models of teacher education. In addi-

tion, they both were precipitated, in part, by the necessity to emphasize

clarity of goals, the analysis of results, and actual staff behavior change

in the field setting. Indeed, while traditional teacher education pro-

grams may have been using isolated elements of the CBTE movement for

many years, there is little evidence that these programs provide teachers

with the knowledge and skills necessary for effective practice in the

schools. Shalock (1972) indicates that educational personnel development

programs are not clear about what they are trying to do, why they are
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trying to do it, and whether or not they have been effective in their

attempts (p. 123).

While Performance Appraisal assumes many of the CBTE characteris-

tics, as evidenced above, there are some very basic differences. The

major difference, which is not apparent from the above description, is

that CBTE is more uniformly organized in that it has a master plan of

competencies toward which teachers should work. PA, on the other hand,

does not specify any necessary competencies, but rather leaves that de-

cision to the learners themselves, in their particular situation, with

their particular needs.

This basic difference can be further analyzed: CBTE basically

assumes that defining good teaching is in terms of teacher competencies;

if we know what the expert teachers do, or are like, then we can teach

the beginners to be like that. An opposite point of view is that of

Combs (1965), who indicates that it simply does not follow that what is

good for the expert is good for the novice too. Nor is it true that the

way to become an expert is to do what the expert does. He further indi-

cates that research on competencies has been unable to isolate any common

trait or practice of good teachers, and that a good teacher is primarily

a unique personality. Apparently, there can be no such thing as a "good"

or "bad" method of teaching. The terms "good" and "bad" can be applied to

results, outcomes, purposes, or ends. The methods we use to achieve these

NOTE: It should be noted that Rosenshine and Furst (1971), in reviewing

relationships between teacher behaviors and student achievement, found

eleven variables which research suggests relates teacher behavior and

student achievement. Of these eleven, the most convincing results were

obtained with the following five: clarity of presentation; variability

of instructional approaches; enthusiasm of the teacher; task orientation;

and student opportunity to learn criterion material.
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ends, however, only derive their value from the goals and purposes

for which they are used. The methods we use must take into account

people, situations, and purposes (pp. 5-8).

As an answer to teacher education problems, Combs talks of the

"self as instrument" concept:

"If we adapt the 'self as instrument' concept of the professional worker

toward teaching, it means that teacher education programs must concern

themselves with persons rather than competencies. It means that the

individualization of instruction we have sought for the public schools

must be applied to these programs as well. It calls for the production

of creative individuals, capable of shifting and changing to meet the

demands and opportunities afforded in daily tasks. Such a teacher will

not behave in a set way. His behavior will change from moment to

moment, from day to day, adjusting continually and smoothly to the needs

of his students, the situations he is in, the purposes he seeks to ful-

fill, and the methods and materials at his command (p. 9)."

Performance Appraisal is the marriage of the above two apparently

opposing viewpoints: CBTE's predetermined competencies and Combs' pre-

occupation with individuality. PA does not suggest that there are any

tried and proven competenci^'- for teachers of Adult Basic Education.

The closest PA comes to that position is the inclusion in the appendix

of a list of ABE teacher competencies set in priority order according to

teachers and administrators in the United States. This inclusion is merely

for the purpose of stimulating thoughts about individually desired

teacher competencies.

While the Performance Appraisal design underscores the importance
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of individuality in the teaching and learning process, it does so

within the larger framework of organizational responsibilities: to

the administrator and to the ABE Learner. Indeed, according to the

PA design, a staff learning activity must be validated from an adminis-

trator point of view, and by considering the impact on the ABE Learner,

before the ABE staff member may pursue it in good conscience.

Regarding the above point, the following question is anticipated:

what if the staff member and the administrator disagree over a particu-

lar objective? This problem could be worked out intelligently. The

administrator has certain paremeters which must be made clear to hir

staff. These may include philosophical, financial, and personnel con-

siderations. The staff member has the responsibility to stay within

these parameters. It remains to discuss the learning objective and/or

method in question to determine whether or not the objective falls

within those predetermined parameters. The administrator who agrees

to allow hir staff to use PA in the first place (see conditional state-

ments on first two pages of the PA Handbook), will be the type of person

who may intelligently work this kind of a problem out with hir staff

members. In the event of a change of administrators, this may not

always be the case.

TEACHER BEHAVIOR MODIFICATION IN THE FIELD SETTING

Why all the concern over teacher behavior? Certainly, the CBTE

movement has been subject to much criticism about the "dehumanization

of the teaching process. Is it really so? Is trying to define and

analyze synonymous with destroying? Let's take a look at the rationale
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for the focus on behavior in an attempt to speak to these questions.

In ABE, our main concern is for desired appropriate student

learning. Of the variables associated with this endeavor - student

living environment, facilities, curriculum, socio-economic conditions,

student learning style, student past experiences, student goals, and

teacher behavior - the latter, teacher behavior, is the most potent,

single, "controllable" variable (Hoehn, 1969). This usually shocks

people and frightens them into bitter arguments. But if one stops

to think about it, it's generally true. Even while teacher behavior

is not easy to "control" (the word itself is frightening), the other

variables listed are generally either more difficult to control than -

i.e., student living environment, socio-economic conditions, student

learning style, student past experiences, and student goals - or not

as potent as teacher behavior - i.e., facilities and curriculum. This

is not to say that all of the above variables don't interact in some

way to impact the student learning outcome. Motivation, peer involve-

ment, and self-monitoring can all be said to contribute to behavior

modification. Self-monitoring, an aspect of evaluation, will also be

discussed in a subsequent section. Performance Appraisal techniques.

MOTIVATION . Motivation contributes to behaivior modification.

Indeed, it is common knowledge that adults learn best when they want to,

not when they are forced to. In PA, motivation is particularly important

because, as stated earlier, the PA handbook will not be used unless there

is the initial motivation to do so.

Regarding motivation, Combs (1965) implies that this is not at all

the problem it's made out to be. He says, "The need for adequacy is the
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fundamental motivation of every human being from conception to death...

This drive has tremendous implications for education. Its existence

means it is not necessary to motivate people, a problem we have often

struggled with. Everyone is always motivated to be and become as ade-

quate as he can be in the situations as he sees them (p. 16)."

Combs further indicates that the learner does not need someone

to prescribe, make, mold, force, coerce, coax, or cajol. S/he needs

someone to minister to a process already in being; s/he needs a facili-

tator, encourager, helper, assister, colleague, and friend (p. 16).

DeTurk (1971) corroborates Combs' thoughts on motivation; he re-

ports that problem-solving and achievement are natural and satisfying

to all individuals. He discusses the OUTC model: setting objectives,

pooling resources, setting target dates, and commitment to the plan

(Objectives; Unity; Target dates; and Commitment). He further posits

collective activism, change through group support.

A group of individuals in the helping professions compiled two

lists which relate to motivation of the learner (Combs, 1962). The first

list itemized hindrances to creativity and the atmosphere for growth;

the second lists factors producing atmospheres that encourage creativity:

HINDRANCES TO CREATIVITY AND THE ATMOSPHEREFOR GROWTH:

1. Preoccupation with order, categorization, and classifying,

2. Overvaluing authority, support, evidence, and the "scientific

method" - all good answers are someone else's,

3. Exclusive emphasis upon the historical view, implying that

all the good things have been discovered already,

4. Cookbook approaches, filling in the blanks, etc..

Solitary learning, with its discouragement of communication,
5.
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6 .

7.

8 .

9.

10 .

Th e e li mi nati° n of the self from the classroom - onlywhat the book says is important, not what I think.

Emphasis upon force, threat, or coercion,
the self diminishes creativity.

The idea that mistakes are sinful.

What diminishes

The idea that students arenot to be trusted, and

Lock-step organization.

FACTORS PRODUCINGATMOSPHERESTHAT ENCOURAGECREATIVITY:

1. The encouragement of fantasy and fun,

2. The provision of wide choices,

3. Trust in students so that they, in turn, can trust themselves;

4. Encouraging cooperative interaction,

5. Creating feelings of belonging,

6. Encouraging cooperation and discouraging competition,

7. Encouraging difference, uniqueness, and integrity,

8. Encouraging communications,

9. Encouraging problem-solving approachers,

10. Valuing openess and flexibility,

11. Valuing individuality,

12. Eliminating censorship, and

13. Encouraging experimenting and trying.

While the contentions, inherent in the above two lists, could be

debated and further defined, the salient point is: motivation to learn

and to grow is present in learners; it remains to nurture that motivation

with the proper environment. The Performance Appraisal design is geared

to provide that environment.
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PIER INVOLVEMENT. In reviewing the above discussion of motiva-
tion, namely the "Factors producing atmospheres that encourage creativity"

and the learner need for a facilitator, encourager, helper, assister,

colleague, and friend, it is apparent that the learner's peers (at

least in the ABE environment) would be very important. Indeed, peer

involvement is becoming a respected element in the learning process.

In summarizing the staff development process, Hirschowitz (1975)

suggests that "A staff development program should permit participants

to pool, share, and supplement their knowledge. It should link staff

members with particular needs to those who have the experience and know-

ledge to meet those needs. The program should tap both internal and

external resources with the goal of enhancing the knowledge and strength-

ening the problem-solving skills of the participants (p. 212)." Hirscho-

witz further states that "adults learn by collaborative problem-solving,

reinforcement of successful "trial and error" efforts by peers and con-

sumers, andby imitation and identification. They learn from suitable

role models. Adults learn best when they want to, not when they are

forced to (p. 213)."

Some would argue that peer learning is inefficient, a story of

the blind leading the blind. The literature builds a good case for the

opposite view: ABE staff members are equipped and able to assist their

peers in learning programs.

It is not uncommon to see among the comments following a workshop.

institute, or any ABE staff development activity that brings staff together,

mention of the fact that one important benefit of the activity was the

opportunity to talk and share with other ABE personnel. Generally, apart
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from such workshops, the very nature of the ABE field sometimes makes

it difficult for staff to exchange ideas. Their schedules and work

sites may be miles apart. Indeed, Gran (1968), in reporting on a

high-school completion program for teacher training activity, suggests

that exchange of ideas is seen among areas of greatest need. Koenigs-

burg (1966) reports that teachers, in evaluating a teacher training

conference, valued the "sense they drew from the conference of their

collective ability and of their potential value to the teacher training

programs." They grew in a respect for each other and developed a feeling

of confidence in their collective worth as well as their sense of res-

ponsibility for the "system (p. 142)." She also reported that the teach-

ers wanted follow-up and wanted to govern their own procedures (p. 143-

144), as well as indicating that individual teachers need help in iden-

tifying effective behaviors (p. 152).

Lippi t and colleagues (1967) have focused their research on two

basically different types of bridging processes linking teachers to new

resources and supporting their improvement efforts. These processes

might be thought of as vertical and horizontal linkages. The latter is

of concern here. By horizontal linking, Lippit and colleagues mean

connecting the teacher to o^er teachers who are interested in sharing

or adopting relevant teaching innovations (innovation and behavior

change are used synonymously here). They consider the following forces

which will influence the processes of innovation (pp. 309-310):

1. the practice itself (is it attractive and adoptable?) - its

educational significance, communicability, and ease of adop-

tion,
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2. physical and temporal arrangements of the school

building and school responsibilities,

3. nature of peer social relationships, teacher - adminis-

trator relationships, norms and standards of professional

behavior, and the organizational climate of the school

system, and

4. forces within each teacher (attitudes, values, general

openness, background, training, age, and family commitments).

In testing their theories, Lippit and colleagues found that teach-

ers can and will take the initiative to find ways and means of sharing

teaching practices with fellow teachers, rather than waiting for cur-

riculum supervisors or administrators to initiate the sharing process

(p. 316). Their approach posits the question: Can the traditional ver-

tical pattern of influence be changed with teachers taking the initiative

in exerting horizontal influence?

Along these same lines of thought, Paterno (1973 a) found, in re-

porting on a staff development project, that among the greatest benefits

of the staff development experience, as listed by the participants, was

the opportunity to meet, talk, and share experiences and problems with

their colleagues. It shoul J be noted, that in ABE, classes are

scheduled at times and locations that make spontaneous meetings, such

as those that may occur in the teachers lounge of an elementary or

secondary school, unlikely.

Performance Appraisal goes one seep further than simply giving

staff members the opportunity to meet; it actually makes staff members

an integral part of another staff member's learning program. The peer
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function, in this case, may include the following, depending on the

situation: clarifying objectives, sharing expertise, finding learning

resources, serving as check-point at various stages of the learning

program, providing feedback regarding teaching performance, and

encouraging.

Role of the administrator . There are some important aspects of

this peer involvement which should be covered; namely, the role of the

administrator, the role of the peer staff member, and the skills neces-

sary to work witn peers.

The role which the administrator assumes in the staff develop-

ment process appears to be a crucial factor in the success or failure of

peer involvement in learning programs. Lippit et al (1967) found admin-

istrative representation at staff meetings to be inhibiting; yet they

also reported that teachers found it even more difficult to initiate a

sharing meeting without administrative support, because some teachers

felt that they were going against the will of the administrator. Lippit

et al concluded that, apparently, teachers are accustomed to being told

what to do by their administrators and dramatic changes here are dis-

comforting (p. 316). Informal suggestions and research findings suggest

that administrator support Tr innovation (behavioral change) is crucial

(p. 320). Gchumer (1973) refers to Carlson (1961, 1965), Bidwell (1965),

Jung, Fox, & Lippit (1967), Sarason (1971), and Barth (1972) in stating

that the support of school administration is essential to the initiation,*

implementation, and incorporation . of an educational innovation (p. 30).

The Performance Appraisal design is not equipped to change be-

haviors of admi ni strators . If the administrator is not predisposed to
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PA, it simply will not be used. The first two pages of the PA Hand-

book attempt to outline condi tions 'for use; if the administrator can-

not comply with these conditions, s/he is asked not to pursue PA any

further. In addition, there is a note to the administrator in the

first section of the PA Handbook which defines the administrator's

role in the staff development process. While these precautions will

not necessarily preclude problems, it is hoped that they will at least

alleviate them.

In addition to the complicating factor of the administrator in

the staff development process, Schumer (1973) points out that when

people are asked to make change, they are confronted with a number of

psychological concerns (p. 38). The "asked to make change" can take

the form of a simple request to participate in a staff development

program. Lippit and colleagues (1967) state that each teacher guards

hir own autonomy and professional independence, and, although open

to influence, may bristle and resist direct and forceful administrator

attempts to change hir own style (p. 321). This reluctance may also

apply to peer attempts to change another staff member's style.

These considerations seem to give further credence to the pre-

viously listed "Factors producing atmospheres that encourage creativity,"

and "Hindrances to creativity and the atmosphere for growth." Despite

the obvious problems of the horizontal approach to teacher education,

it appears to hold promise as an effective tool for staff development.

"Despite obvious problems encountered as a function of

divergent role expectations, status conflicts, inter-

personal barriers, and personal threats, new forms of
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collaboration among scientists, educational ad-

ministrators, and teachers, need to be developed.

Such patterns should serve to more effectively

support and encourage practi tioners in their

efforts to seek, share, and try new teaching

practices (Lippi t et al, 1967, p. 324)."

Jhe rol e of the peer staff member . In addition to the adminis-

trator, the peer staff member plays an important role in the Performance

Appraisal design. S/he is a facilitator, sounding board, mirror, col-

league, helper, resource and friend. C. B. Traux, in Dustin and

George (1973), suggests that individuals will have more effect on

behavior change in another person if they reinforce positive aspects

,
self-concept, self-exploratory behavior, and human relations ( p. 22).

He indicates that the theoretical base doesn't matter; but an individual

wishing to help another individual must be empathetic, nonpossessive,

and genuine (p. 24).

William Glasser (1965) makes a very strong case for meaningful

involvement with another person(s) as the basis for responsible exis-

tence. He considers that, in order for an individual to attain goals,

it is crucial to the success of the endeavor and the health of the

individual that another person(s) demonstrate a decided interest in

the individual's activities. Without being able to commit hirself to

at least one other individual, and to have that individual reciprocate

that commitment, it is impossible to attain and/o^ maintain the ability

to act responsibly in our society.

These thoughts have implications for the Performance Appraisal
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design, specifically for the commitment phase of the design. After a

goal has been set, a plan developed, and the evaluation procedure

determined, the PA participants are asked to make a commitment to

the plan. In the PA Handbook, this point is stressed to the degree

that the participants are asked to make this commitment in writing;

one person contracts that s/he will do something - another person(s),

by signing the contract along with the first person, contracts that

s/he (they) will encourage the learner to honor the contract. Of

course, it is expected that re-negotiation of the contracts will be

common as changes in the learning programs become appropriate.

Skills needed for peer involvement . In addition to considera-

tion of the administrator 1

s role and the p er member's role in the

peer-involvement learning process, another consideration is necessary:

there are certain skills that are required for successful peer inter-

action in relation to staff development. Lippit et al (1967) noted

that many teachers discovered that the first thing they needed was

skill in communicating with one another in order to facilitate profes-

sional sharing (p. 317).

Combs (1965) distinguishes between learning groups and decision

groups and sets guidelines for successful group interaction. He does

not place much value on the decision group as a technique for inducing

effective learning, although he recognizes its place in education. He

defines a decision group as being charged with coming to some kind of

decision and states that this kind of a group generally begins to operate

in ways that coerce its members, despite the general acceptance of the

vote as a veritable symbol of democracy. While decision groups may be
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helpful in bringing about a plan of action, he maintains that they

may infringe on personal freedoms.

The learning group, on the other hand, is geared to allow mem-

bers to explore and to discover ideas and their personal meanings.

The purpose of group discussion is neither to win an argument nor to

amuse oneself. For effective learning groups. Combs posits the fol-

lowing considerations: there must be a sense of relaxation, no one

in the group is under compulsion to speak, acceptance and understand-

ing are important, group members should be encouraged to express them-

selves freely, listen receptively, and live with silences. In addition

group members are cautioned against talking too long, relating long

anecdotes and stories, and introducing new topics.

In an attempt to afford PA participants the opportunity of

developing peer interaction skills, the PA Handbook appendix includes

a description of the "walkthrough" technique which can be used in

both decision groups and learning groups. The walkthrough technique

is a group technique that encourages cooperative interaction, is rela-

tively non-threatening, is task-oriented, makes efficient use of time,

and can be used in a wide variety of situations. More specifically,

the walkthrough technique ‘s a way of getting a lot of thoughts on

paper in u short period of time. These thoughts can then be stream-

lined and clarified according to group needs.

SELF-MONITORING. Along with motivation and peer involvement,

self-monitoring is another aspect of teacher behavior modification in

the field setting. As'a function of evaluation, self-monitoring will

also be discussed in the subsequent section, Performance Appraisal.



Self-monitoring should be understood in conjunction with the explora

tion and discovering of ideas and their personal meanings. That is,

it is part of a process, not necessarily the prelude to the process.

This might be more clear with the following exerpt from Combs
( 1959 )

"Many people, seeking to produce changes in self

quickly, find themselves bogged down in a morass of

self-evaluation, self-analysis, self-criticism, and

self-judgment, which is seldom very helpful in pro-

ducing change. It seems the logical thing to do is

to begin the business of personality reconstruction

with a careful diagnosis of the present state of

affairs. This is the objective "scientific" way. It

is the approach we are used to in dealing with prob-

lems of physical health. It is the method we try to

apply to our jobs and to certain intellectual pursuits.

Although diagnosis, evaluation, and analysis seem logi-

cal, however, they often turn out to be of far less

assistance than we might have hoped. This kind of

approach to self-help turns attention on the self as

an object; but whe ver people behave, the self is not

an object, but a process. .. Few of us after all, mis-

behave because we do not "know" better. Important

changes in the self are seldom brought about by deep

introspection of highly critical self-analysis. The

place to begin self help, it appears, is not with an

exploration of "goodness" or "badness" of self, but
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with questions of purpose and values: "What do I

think? What do I believe? What seems to be so?"

However, once these questions have been asked and answered,

then comes the time to ask "Am I behaving in consonance with what

I think, with what I believe, and with what seems to be so?" Here

is where self-monitoring and the use of peers as a mirror comes in.

While, in the PA design, the staff member may or may not actually

perform the monitoring, or evaluation, hirself, s/he determines the

criteria and the monitoring procedures. In a recent study (Hunt,

1974), self-monitoring was reported to have affected behavior of the

subjects at the time of the monitoring (adults learn by imitation)

and subsequently, in addition, the findings confirmed that self-

monitoring is a supervisory methodology which allows and encourages

teachers to set their own goals.

PERFORMANCEAPPRAISAL TECHNIQUES

Evaluation, testing, analysis, all conjure up dark clouds of

threat in the mind of the typical, traditionally oriented learner.

This is because of the distance between the evaluator and the evaluatee;

the distance can include differing philosophical bases, differing under-

standings of the specific objectives in question, and unclear motives

for the evaluation. This picture is common with the locus of control

external to the person being evaluated.

The opposite picture may be present, if the locus of control is

internal, that is, if the person being appraised or evaluated controls

the process hirself. Rogers and Dymond (1954) stress that the "locus

of evaluation" must be intern:.! rather than external. This internal
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locus of control displays wo/man's tendency to actualize hirself

or strive to achieve self-improvement in the direction of the ideal

self.

Jensen (1968), in a study of self evaluation, reports that

the creative process may best take place in a situation which per-

mits self evaluation in the absence of external evaluation and which

allows the individual to approach hi' conception of an ideal self.

While he was speaking of audio-visual playback, it may be possible,

using peers as feedback media, to approximate the sense of internal

evaluation which this technique affords.

Beittel (1964) reported that the self-evaluation without ex-

ternal standards and the use of "process feedback" allows the indivi-

dual to evaluate each step in terms of hir goals and to change hir

behavior during the next stage as a result of this evaluation. He also

found that "self-discovered" criteria for evaluation and process feed-

back were most powerful factors in the production of highly-rated

products.

Tyler (1949), known as the father of behavioral objectives,

calls evaluation a process for finding out how far the learning ex-

periences as developed and organized are actually producing the

desired results; the process of evaluation will involve identifying the

strengths and weaknesses of the learning plans (p. 105). He main-

tains that evaluation must appraise the behavior of learners, since

it is change in their behavior which is sought in education. This

process must involve more than a single appraisal at any one time

since to see whether change has taken place, it is necessary to make
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an appraisal at an early stage and other appraisals at later stages to

identify changes that may be occurring (p. 106). Tyler goes on to say

that if the behavioral objectives have not yet been clearly defined, it

is absolutely necessary that they be defined in order to make an evalua-

tion; unless there is some clear conception of the sort of behavior im-

plied by the objectives, one has no way of telling what kind of behavior

to look for in the learners in order to see to what degree these objec-

tives are being realized (p. 111). Lastly, Tyler states that, for most

purposes, the appraisal of human behavior should be an analytic one

rather than a single score summary. It is more useful to have summaries

which indicate specific strengths and weaknesses in relation to each

objective.

Jensen (1968), in reporting on self evaluation, found that teachers

considered it frustrating that al

1

ideas for change in teacher behavior

were to originate in the teacher hirself. The teacher was constantly

asking for feedback (p. 20). (This is a further case for peer involve-

ment in staff development.) He found teachers to be personally and pro-

fessionally honest; even though they wanted to see how well they could

teach, they, nonetheless, found fault with their own best teaching (p. 22).

Jensen further stated that evidence of change could and should be a

teacher's testimony that change had indeed occurred.

Stuart (1971) reports that the design and development of programs

for appraising teacher performance which the teaching profession will

accept as valid and useful is one of the most challenging tasks facing

public education today. Maintaining and improving the quality of instruc-

tion appears to be the primary goal of the majority of the teacher
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appraisal programs as opposed to professional staff development or ad-

ministrative purposes of e.g., hiring, firing, promoting, or transfer.

He notes a distinct lack of cognizable purposes and objectives for

teacher appraisal programs in general.

The Performance Appraisal design takes the above research into

consideration. The locus of control, as implied in an earlier section

of this chapter, has moved from a national to a regional, to a state,

to a local, to an individual level in relation to staff development.

This change of locus also applies to evaluation. In PA, the individual

has the greatest control over the evaluation procedures. Peers are used

as sounding boards and checkpoints; they also have the option of opining

about the evaluation procedures selected by the individual.

The PA design is geared to reduce threat as much as possible. It

is made clear to the administrator that the performance appraisal process

itself is solely for the benefit of the learner - not for the information

of the administrator to be used for hir administrative purposes, e.g.,

hiring, firing, promoting, or transfer.

In addition, the use of process feedback is inherent in the PA

design. The PA participant is encouraged to express a learning goal in

attainable objectives, and subobjectives if necessary. For each part of

the learning plan, the PA participant identifies a learning or attainment

strategy as well as an appraisal strategy. Depending on the situation,

the PA participant schedules three appraisal sessions; after each session,

the learning program may be revised depending on the process feedback to

date. Additional sessions are scheduled until the learning objective has

been attained.
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In the planning stage of Performance Appraisal, clarity of pur-

pose is stressed. It is important to know .exactly what it is you want

before you can know whether or not you have it. The appendix includes

a self instructional module designed to help the PA participant to oper-

ationalize a goal or intent. Mager (1972) has said that to describe

something doesn't mean you destroy it. And that is what the PA parti-

cipants are asked to do: describe as dearly as possible what it is

that they want to accomplish.

The PA design is geared for the involvement of at least one other

person. The PA participant has the opportunity to use hir partner or

team as a sounding board; s/he is not singly responsible for originating

all ideas for change in teacher behavior. If the partner or team is

inadequate for a particular stage of the PA design, the participant is

free to include other resources.

Lastly, the Performance Appraisal design is based on the assump-

tion that ABE staff members are not only personally and professionally

honest, they are capable of designing and managing their own programs of

staff development if given the opportunity and appropriate environment.

In summary, the Performance Appraisal design is a synthesis of

elements from several fields: staff development in Adult Basic Education,

management of human resources, learner-centered models of staff develop-

ment, namely Competency-Based Teacher Education, teacher behavior modi-

fication, and performance appraisal or evaluation techniques. These

elements are synthesized in such a way as to put forth specific guide-

lines to help the ABE staff member to design and manage hir own program

of staff development. The most distinctive components of the PA design



are (1) the emphasis on staff-decision-making and management

and (2) the focus on staff behavioral change as determined b.

themselves. PA is a process . The users provide the content

skills

the staff
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As stated in Chapter I, the development of the Performance

Appraisal handbook occurred in three procedural stages: (1) the collec-

tion of data upon which to base decisions regarding the revision of

the Performance Appraisal design objectives, (2) the field test of

the Performance Appraisal design objectives, the collection of data

upon which to base decisions regarding further revision of the PA objec-

tives, and the writing of the first draft of the PA handbook, and (3)

the collection of data upon which to base decisions regarding the re-

vision of the PA handbook and the writing of the final draft of the PA

handbook. This chapter deals with the first two of these procedural

stages, the first and second revision of the PA objectives which con-

cluded with the writing of the first draft of the PA handbook.

FIRST PROCEDURALSTAGE

In relation to the first revision of the PA objectives. Adult

Basic Education (ABE) administrations in fifty state departments of

education were surveyed to identify any documented and presently used

models of staff development. A survey letter (see Appendix I) was

sent to those administrators on a national list of state administrations

It was decided that Mark Rossman, Professor of Adult Education at the

University of Massachusetts, should be named as the addressor on the sur

vey letter. This was done in hopes for a better response than might be

forthcoming were a graduate student's name used. Rossman has found

this step helpful in previous surveys carried out by graduate students.

The results of this survey are outlined in Table II.
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TABLE II

RESULTS OF SURVEY OF STATE AND TERRITORIAL DEPARTMENTS
OF EDUCATION IN ABE REGARDINGSTAFF DEVELOPMENTMODELS

STATE
'

QUESTION #1.* QUESTION #2.*

Alaska No No
American Samoa No No
A1 abama
Arizona

Yes
No

Yes
No

Colorado No No
Connecticut No NR
Delaware No No
Hawai

i

No No (being dev.

)

NoIdaho No
Indiana No Yes
Iowa No No
Kentucky No No
Louisiana Yes No
Mai ne No No
Maryland No Yes
Massachusetts No No
Missouri No No
Montana No No
Nebraska No Yes
North Carolina No NR
North Dakota Yes Yes
New Hampshire No No
Ohio No No
Oklahoma No No

South Dakota No Yes
Texas No (being dev.

)

No

Utah No Yes

Vermont No Yes

Vi rginia No No

Wyoming No No

Puerto Rico No No

Washington, D.C. No No

TOTAL 32 29 No 22 No

3 Yes 8 Yes
2 NR (No Response)

*Question #1: Does your state presently have an ABE staff development

handbook? Yes or No

Question #2: Does your state have a model for ABE staff development

which focuses on staff behavior change in the field

setting? Yes or No
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The respondents were asked to indicate, yes or no, whether their

state had a handbook for staff development in ABE; and to indicate, yes

or no, whether their state had a model for staff development which fo-

cused on ABE staff behavior change in the field setting. There were

thirty-two responses. Relating to the first question, twenty-nine state

administrations reported having no staff development handbook for adult

basic educators. Relating to the second question, twenty-two state ad-

ministrations reported having no model for ABE staff behavior change in

the field setting; eight reported having such a model (although in re-

viewing the "models", it is debatable if all of them qualify as being

behavior change models); two administrations did not respond to this

question. The overall results of this procedure were that few ABE state

administrations were able to submit any documentation of ABE handbooks

for staff development and fewer administrations were able to submit

material related to a model for ABE staff behavior change in the field

setting.

In addition to the survey of state administrations, the ten De-

partment of Health, Education, and Welfare (HEW) Regional Adult Education

Staff Development Projects were analyzed via the ten regional final re-

ports (1972). See Appendix II for a listing of these regional offices.

Chapter II, Review of Literature contains detailed results of the above

two efforts.

From the results of the above survey and from discussions with ABE

practitioners, general objectives were formulated for the design of a staff

development which focuses on staff behavioral change in the ABE field set-

ting. An outline of these initial objectives is as follows:
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General objectives for the design of a staff development program which

focuses on staff behavior change in the ABE field setting:

1.0 Set a Goal

1.1 State a recognized need
1.2 Use a competency check list
1.3 Ideal performance analysis

1.3.1 Ideal performance analysis
1.3.2 Needs assessment
1.3.3 Goal statement

2.0 Develop a Plan

2.1 Verification of goals
2.2 Analysis of goal
2.3 Determination of attainment strategy
2.4 Assessment of available resources
2.5 Determination of individual preference
2.6 Commitment

3.0 Evaluation

3.1 Determination of criteria
3.2 Choice of appraisal technique
3.3 Scheduling the appraisal sessions
3.4 Recommitment to the staff development plan

To gather data upon which to base decisions regarding the revision

of the above objectives, the objectives were discussed with directors,

teachers, and graduate students of ABE. Personal interviews were con-

ducted with ABE local directors, teachers, and graduate students, as well

as with ABE administrators on the state level.

The interviews began with a description of the purpose of this

study and a report of its current status. Most of these interviews were

one to two hours long; however, some of the interviews lasted fifteen to

twenty minutes, with a focus on one particular aspect of the handbook

development.

The graduate students (N=7) of ABE were members of University of

Massachusetts classes entitled, Support Group in Adult Education, and.
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Survey o* Adult Education. In addition, members ( N = 5 ) of

an advanced seminar in Adult Education at Worcester State

College were interviewed. Most of these students were prac-

ticing professionals in the field of ABE.

Teachers and ABE administrators (state and local level)

(N=15 to 20) were interviewed at two Adult Education con-

ferences: The Massachusetts Association of Public School

Adult Educators Annual Conference (held in Cape Cod, in May

of 1974), and the National Association of Public Continuing Adult Edu-

cators/Adult Education Association Annual Conference (held in Miami

Beach, Florida, in November of 1974).

The results of these interviews yielded suggestions for change as

well as encouragement for the handbook development effort. These sugges-

tions were grouped according to the following categories: use a curri-

culum model that separates the planning and implementation stages; simpli-

fy the curriculum design; clarify the Performance Appraisal process;

make provisions for increased flexibility for those who would imple-

ment the design; do not set time parameters; and keep the groups num-

bering around five if possible.

Words of encouragement offered during these interviews included

the following: "This is a valuable effort;" "Please send me a copy

when you finish your work;" "May I be a reader for the final draft?

"At last, someone is giving the ABE staff member credit for having some

brains;" "This kind of thing is long overdue;" and, "An effective way

of using staff development materials we already have."

The above work generated the following, revised outline of the
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PA objectives:

Revised set of general objectives for the design of a staff develop-

ment program which focuses on staff behavior change in the ABE field

setting:

Phase I: Planning

1.0 Set a goal

1.1 Decision about goal setting method

1.1.1 Statement of a recognized need
1.1.2 Use of a competency check list
1.1.3 Analysis of ideal performance

1.2 Verification of goal
1.3 Analysis of goal
1.4 Goal statement

2.0 Develop a plan

2.1 Determination of attainment strategy
2.2 Assessment of available resources
2.3 Determination of individual preference

3.0 Determine evaluation procedures

3.1 Determination of criteria
3.2 Choice of appraisal technique
3.3 Scheduling of the appraisal sessions
3.4 Commitment to the PA plan

Phase II: Implementation

1.0 Do i

t

2.0 Revise if necessary

SECONDPROCEDURALSTAGE

The first revision of the PA objectives as described above led

into the second procedural stage of the development of the Performance

Appraisal handbook: the field test of the Performance Appraisal design

objectives and the collection of data upon which to base decisions
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regarding further revision of the PA objectives and the writing of the

PA handbook.

This section deals with evolution of the Performance Appraisal

objectives for designing a staff development program which focuses on

staff behavior change in the field setting from draft form to the

first draft of the handbook entitled. Performance Appraisal: Guidelines

for Staff Managed, Staff Development in Adult Basic Education. The

major tool in this process was the field test of the Performance

Appraisal objectives in the ABE field setting. There were two major

procedures involved in the field test: (1) the identification of two

ABE learning centers and (2) the collection of information for pur-

poses of decision making in the revision of the PA objectives.

The first procedure involved in the field test was to identify

two ABE learning centers to serve as field test sites. This identifi-

cation process involved obtaining consent of the administration and the

participating teachers for the one month field test of the objectives

for designing a staff development program which focuses on ABE staff

behavior change in the field setting. The first effort in this pro-

cedure involved contacting the Massachusetts ABE State Director for

permission to contact ABE administrators in Massachusetts. This con-

tact, in writing, was made as a gesture of deference as well as to make

the state director aware of the project itself. The state director

did not reply to the written request, nor did she return phone calls to

her office.

It was decided, under these circumstances, to talk with two per-

sonal contacts in an attempt to find two ABE centers that would field
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test the Performance Appraisal objectives. These contacts represented

state and local administrations in two different states.

The first contact became very enthusiastic about the Performance

Appraisal concept, particularly when s/he realized that the PA design

was geared to meeting individual needs, and actually to make a difference

in what the ABE staff member did on the job. S/he had been fearful of

the self-instructional modules that would "gather dust on the shelf," and

was happy to learn that the Performance Appraisal design was not such

a staff development effort. This person gave hir support of the Per-

formance Appraisal field test and hir permission to contact the admin-

istrator of the local ABE learning center (Center A).

With the support of the person above, the next step was to contact

the administrator (administrator A) of Center A.' This person, while not

appearing overly enthusiastic about the PA project, nevertheless, gave

hir complete cooperation in allowing a meeting with hir staff to discuss

the possible field testing of Performance Appraisal. However, the meet-

ing turned out to be a surprise to the staff. The absent administrator

had failed to brief them; they had no idea why the meeting had been

called. The PA design was explained and the staff was left with the

question, "Which staff members would like to participate in the PA

field test on released time (time released during the working day, with

pay)?" They were asked to let their administrator know if they would

participate in the field test or if they had any further questions.

The staff at Center A had seemed, as a whole, to be hostile to

staff development in general, particularly the efforts of the University

of Massachusetts. Communication seemed difficult. After one week, there



74

were no responses Trom this staff.

Center A was revisited in an attempt to learn why there were no

responses. It was discovered that there was not a complete under-

standing of the Performance Appraisal project. While it had been made

clear at the initial meeting that participating staff members would be

released from their regular duties, with pay, in order to take part in

the PA field test, there seemed to be a great reluctance to do anything

"extra."

In a last effort, three staff members who had similar working

schedules were approached, and the PA design was explained in more de-

tail. These three staff members agreed to participate in the project,

but only as a favor to the investigator. It was to become clear later

that this last effort was a mistake.

With the commitment of one field test site, the attempt was con-

tinued to find a second site. A second personal contact was notified of

the enterprise. This person was most cooperative and enthusiastic about

the Performance Appraisal project. S/he put the investigator in contact

with one of hir local Continuing Education Directors, who in turn, recom-

mended contact with the administrator of a local ABE learning center

(Center B). This administrator (administrator B) was a delight to

meet. Hir enthusiasm filled the rooms in the learning center and seemed

contagious to staff as well as to the ABE learners.

During a private discussion with administrator B, the Performance

Appraisal design and the expectations of the field test site were explained

(i.e., the time commitment of at least one month with a minimum of twelve

hours devoted to the implementation of the PA design). It was also
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explained that if administrator B consented, the PA design would be

explained to hir staff; they would then have the option to participate

in the field test. The administrator made it very clear that hir staff,

not s/he, would make that decision.

A meeting with the entire staff of Center B was arranged and the

Performance Appraisal design was explained. The staff appeared to be a

receptive and dedicated group; they ask_J for a few days to think about

the option so they would have a chance to talk it over among themselves.

It should be noted that Administrator B hirself made it clear that any

time contributed to the PA field test would be released time. After

four days, the Center B staff was contacted again. They agreed to par-

ticipate and were eager to begin. It was unexpected, but the entire

staff of eight, including the administrator, was to be involved.

As a result of the above efforts, two ABE learning center sites

were identified and the consent of all involved in the proposed field

test was obtained. The next step in the field test process was to gather

information for purposes of decision making with respect to the revision

of the PA objectives for designing and managing a staff development pro-

gram which focused on staff behavior change in the field setting. This

information was to take the form of critical commentary, attitudinal

statements, and preferential statements, and was collected in two ways:

first, participants completed a questionnaire related to the use of the

Performance Appraisal design, and secondly, notes were made of perceptions

and comments made during and after the PA field test.

QUESTIONNAIRE

Before the field test began in either of the two field test sites.
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the participants completed a questionnaire related to the use of

Performance Appraisal. The eight participants in Center B as well as

eight staff members in Center A completed the questionnaire (five addi-

tional Center A staff members were asked to complete the questionnaire

with the three field test participants.) (See Appendix III for a copy

of this questionnaire.)

PURPOSE. The purpose of the questionnaire was exploratory in

nature. It was generally an attempt to ascertain the ABE sample's pre-

disposition to factors relating to ABE staff development. Specific

purposes were: (1) to ascertain attitudes with regard to six activities

associated with Performance Appraisal, (2) to determine preferred rank

order of staff development modes, and (3) to ascertain the rank order of

incentives related to staff development in ABE.

FORMAT. The questionnaire employed techniques of semantic dif-

ferential, Likert scale, and ordinal ranking. While this varied format

required three different sets of instructions, the individual techniques

were considered appropriate for the respective purposes in each section

of the questionnaire.

ANALYSIS . The computer program. Statistical Package for the

Social Sciences was used to analyze the information yielded by the ques-

tionnaire. Descriptive statistics were used. The results were demon-

strated by graphs showing the mean of the particular item and by rank

orders. Missing values were assigned to non-responses and were not

tallied in the determination of the mean.

SECTION ONE. The purpose of section one is to ascertain the ABE

sample population predisposition to characteristics related to the
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Performance Appraisal design. These six characteristics, which are not

mutually exclusive, are: (1) staff working on staff development activi-

ties that have individual significance; (2) staff helping their peers to

work out program of staff development; (3) staff working in small groups

(five or less); (4) staff designing their own programs of staff develop-

ment; (5) staff helping each other to set individual goals; and (6) staff

demonstrating for their peers that they have attained their staff develop-

ment goals.

A semantic differential technique was used for this section of the

questionnaire. For each of the six characteristics listed above, the ABE

sample population was queried with regard to eight adjective scales. The

scales represented the following concepts: interest, importance, practi-

cality, complexity, degree of threat, effectiveness, pleasantness, and

usefulness. There were a total of forty-eight responses for this section.

The results of this section were reported in two ways. First, a

general scale of positivity was determined for each of the six charac-

teristics. Secondly, a scale of positivity was determined for each of

the adjective scales. In reporting the data, all scales were adjusted to

read from negative to positive.

The results of this section of the questionnaire show the ABE sampl

group to be generally positively inclined toward each characteristic re-

lated to the Performance Appraisal design. On a scale of 1 to 7, nega-

tive to positive, the low mean of the responses was 4.328 and the high

mean was 5.461. The rank order of the six activities noted on the

questionnaire, from negative to positive, was as follows: (1) Demon-

strating the attainment of staff development goals, (2) Designing your
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own program of staff development, (3) Staff helping each other to set

individual goals, (4) Staff helping their peers to work our programs of

staff development, (5) Staff working on staff development activities

that have individual significance, and, most positively received by

the sample group, (6) Staff working in small groups (five or less).

(See Table III.

)

A look at the individual attitude scales of each of the six

activities yields a more definitive description of the sample attitude

toward activities related to the Performance Appraisal design. In all

six activities the concept of complexity was given the least positive

ranking. The concepts of interest and practicality were generally

ranked highest in positivity by this sample population. (See Table IV.)

SECTION TWO. The second section of the questionnaire was designed

to ascertain a rank order of staff development modes in terms of pre-

ference. The respondents were asked to rank eight modes of staff

development according to their personal preference, the rank of "1"

being the highest preference. The eight modes were as follows: Reading

a professional book, college or other structured course, workshop or

conference (less than one week), institute (more than one week), self-

instructional, programed materials, small group work (less than ten,

informal), staff rap sessions, and staff in-service meetings. In addi-

tion, there were two other options, "Other (specify)" and 'No basis for

judgment." Three respondents used the "No basis for judgment" option.

One respondent used the "Other (specify)" option by specifying, "Semi-

nar conducted by outside evaluator once a month.

The result of the ranking exercise was as follows:
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TABLE IV

WORKINGON STAFF DEVELOPMENTNEEDS THAT
80

HELPING FELLOW STAFF MEMBERSIN THEIR
PROGRAMOF STAFF DEVELOPMENT value

boring — interesting

l..„ 2... ...... 3 4 5.... r ....6 7 (5-375)

unimportant - _ important — (5 . 625)
1 . . . 2 3 4 .o - /

impractical
2 3.

complex
,2 3.

threatening
2 3.

ineffective
,2 3.

PraC P^6
7 (6.625)

7 (3.267)

nonthreatening
^ ^

5Ve^ e
6 7 (5-313)

unpleasant pyeasant

Qseless useful
(5.400)



TABLE IV (cont.)

WORKING IN A SMALL GROUP (5 or less)
81

value

threatening nonthreatening
1 2 3 4 5^7... ..6 7 (5.313)

ineffective effective
1 2 3 4 5 /\.6 7 (5-750)

DESIGNING YOUR OWN PROGRAMOF
STAFF DEVELOPMENT value

(5.563)

(5.533)

(5.750)

(3.000)

(4.600)

(5.188)

(4.813)

(4.867)



TABLE IV (cont.)

HAVING FELLOW STAFF MEMBERSHELP YOU TO
SET STAFF DEVELOPMENTGOALS FOR YOURSELF

82

value

1

boring interesting
(5.625)

(5.000)

(5.813)

1

unimportant • important

1

impractical
2 3 4

pretetical

1

compl ex
2 3

simple
5 6 7 (4.071)

1

threatening \ nonthreatening
(4.800)

1

ineffective
2 3 4....

\effective
5.\ 6 7 (5.250)

1 ....

unpleasant
2 3.... 4....

nleasant
5.. A 6.... 7

(5.375)

1 ....

useless / useful
7 (4.800)

DEMONSTRATINGFOR YOUR FELLOW STAFF MEMBERS
THAT YOU HAVE ATTAINED YOUR STAFF DEVELOPMENTGOALS value

(4.813)

(4.333)

(4.938)

(3.500)

(4.533)

(4.625)

(4.688)

(4.467)
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Highest 1. Staff rap sessions
Rank 2. Small group work (less than ten, informal)

3. Workshop or conference (less than one week)
4. Staff in-service meetings
5. Institute (more than one week)
6. College or other structured course

Lowest 7. Self-instructional, programed materials
Rank 8. Reading a professional book

SECTION THREE. The fourth and last section of the questionnaire

used the Likert scale technique to ascertain attitudes about various in-

centives for ABE staff members to participate in ABE staff development

activities. The questionnaire listed twenty-six incentives for staff

development. The respondents were asked to assign a scale of 1 to 5

to each staff development incentive. 1 indicated "very unlikely;" 2

indicated "unlikely;" 3 indicated "no feeling;" 4 indicated "likely;"

and 5 indicated "very likely." For example, given the incentive, "Staff

development for advanced degree," the respondents were asked to indicate

how they would have felt about participating in such activity.

In analyzing the data yielded by the questionnaire, there were a

total of twenty-two different rankings for the incentives. These were

arbitrarily divided into three categories of seven, eight, and seven

different rankings. Incentives which had equal rank were tabulated as

one incentive in the grouping process, e.g.* rank "7" in low incentive

category. See Table V. The three categories were respectively named

"Low Incentive," "Medium Incentive," and "High Incentive."

TABLE V

LOW, MEDIUM, AND HIGH INCENTIVES FOR

ABE STAFF MEMBERSTO BECOMEINVOLVED IN STAFF DEVELOPMENT

CATEGORYONE - LOW INCENTIVE

1 .

2 .

Staff development at your own expense

Staff development for college credit at your expense



TABLE V (cont.

)
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3. Staff development that requires over two hours travel
round trip

4. Staff development on your own ti.me
5. Staff development away from work site
6. Staff development that is short term
7. Staff development that requires a change in your work

schedule
7. Staff development that requires less than two hours

travel round trip

CATEGORYTWO - MEDIUM INCENTIVE

8. Staff development at the revest of employer
9. Staff development on your own time, expenses paid

10.

Staff development for potential increase in status
10. Staff development for change in responsibility
11. Staff development for advanced degree
12. Staff development as a condition of continued employment
12. Staff development for college credit at no expense
13. Staff development that is on-going
14. Staff development for potential increase in pay
15. Staff development for certification

CATEGORYTHREE - HIGH INCENTIVE

16. Staff development on overtime, at regular pay
17. Staff development that makes a difference in what you do

on the job
18. Staff development on work time, with pay

19. Staff development at work site
20. Staff development that provides a sense of achievement

21. Staff development that contributes to improved ABE learner

progress
22. Staff development that gives you job satisfaction

22. Staff development that meets your individual needs

"Staff development at your own expense" was given the lowest rank-

ing as a staff development incentive. Both "Staff development that gives

you job satisfaction" and "Staff development that meets your individual

needs" were given equal ranking as the highest incentive for staff

development in ABE.

CONCLUSIONS. This questionnaire attempted to ascertain preferred

modes of staff development and preferred incentives for staff development
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in Adult Basic Education. It also attempted to ascertain staff

attitudes about six basic activities of a staff development design.

Performance Appraisal, prior to the field testing of that design and

as a part of a formative evaluation of that design.

The results showed informal group work and staff rap sessions to

be the most preferred mode of staff development. The results also

showed that the highest incentives for taff development involved a

necessity for individualizing staff development according to an indi-

vidual staff member's needs. Any staff development condition involving

expense (staff), travel, or personal time was considered a low incentive.

Staff development conditions involving paid time, student (A3E Learner)

progress, and personal satisfaction, were considered a high incentive

for staff development in ABE. In addition, the sample population demon-

strated a positive attitude toward the six basic characteristics of the

Performance Appraisal design.

Inferences

What does all of this mean? At a time when staff development in

Adult Basic Education is demanding so much attention (i.e., HEW National

Adult Education Projects and legislative mandates regarding future ex-

penditures in ABE staff development*), the results of this questionnaire

could have significance. This is not necessarily because of the results

of the questionnaire with this particular sample population, but because

of the potential for its use with other populations, indeed, with every

population which is the target for ABE staff development. Such a ques-

tionnaire could provide direction for the content and delivery system

NOTE: 20 % of ABE

to special projects
funds from July, 1975 to July, 1978 will be allocated

, 5 % of which must be staff development.
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of ABE staff development.

First, in looking at the preferred modes of staff development as

described in Section Two of the questionnaire analysis, it is obvious

that neither concentration on self-instructional programs, nor providing

a library of professional books, nor offering college or other structured

courses, per se, will meet the needs of the ABE staff in terms of their

interest in staff development. On the other hand, providing the oppor-

tunity for staff rap sessions, small group work, and conference may be

more appropriate for this group of ABE staff members.

Section Three in the questionnaire, the incentive inventory, can

be helpful in predicting under what conditions the staff development

should be offered, i.e., if a staff rap session is to be arranged, should

it be on work time, on overtime, at the work site, at a local conference

site, etc? By studying the incentive inventory for this particular group,

it will be easy to see that, if there is a conference in a nearby town,

it is not likely that this group, according to the "low incentive" cate-

gory, will attend if it is at their expense. Nor is it likely that this

group will contribute their personal time in participating in staff de-

velopment activities.

On the other hand, this ABE sample is more likely to participate

in staff development activities if the 'Staff development opportunity is

offered under such conditions as release time from work, no travel in-

volved, provision for personal growth (i.e., a sense of achievement, job

satisfaction), geared to meet individual staff needs, and likely to re-

sult in improved ABE learner progress.

The question would now seem to be, how do you bring these things
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together? How can you relate the preferred modes of staff development

and the preferred conditions of staff development (incentives)? Perfor-

mance Appraisal might be a way to do this. Performance Appraisal is

designed to provide guidelines for staff members to meet their indi-

vidual needs in their preferred learning modes and under conditions of

staff development which are important to them. The individual staff

member has the greatest control over these factors.

An additional section of the questionnaire. Section One, designed

to indicate attitudes about six activities which are basically charac-

teristic of Performance Appraisal, reveals that this ABE sample is

positively inclined toward all six activities. They consider these

activities to be interesting, important, practical, nonthreatening,

effective, pleasant, and useful. They do not, however, consider them

simple. See Table IV.

It would seem logical then that if these ABE staff members were

given guidelines as to how to do all of these activities, they may

change their attitudes. The handbook entitled, "Performance Appraisal:

Staff Managed Staff Development in Adult Basic Education," contains

such guidelines. Inferences drawn from this questionnaire are that

Performance Appraisal is likely to meet staff development needs for this

ABE population.

PERCEPTIONS AND COMMENTSMADE DURING AND AFTER THE PA FIELD TEST

In addition to the information collected via the questionnaire

previously described, information was also collected during and after

the PA field test by taking notes of perceptions and comments made in

relation to the field test process. These perceptions included those of
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the investigator as well as the participants in the PA field test.

The following is a log of the field test experience at each of the

two test sites.

CENTER A

The first field test site. Center A, proved to be a difficult but

rewarding experience in terms of collecting information upon which to

base decision making with regard to revision of the PA objectives. A

working schedule was established; the PA team agreed to work from 1:00

p.m. to 3:00 p.m. one day each week for about six weeks. Administrator

A was most cooperative in allowing the PA team members to rearrange their

work responsibilities. It was later discovered that there was some resent-

ment on the part of the PA team because, while their lunch hour ended

at 1:00 p.m., it was apparent that they seldom returned to work until

from 1:30 to as late as 2:00 p.m. Their participation in the PA field

test forced them to return by about 1:15 p.m.

It became apparent very quickly that there was a serious morale

problem at the center. The PA team did not see the sense of a staff de-

velopment project, because they felt that the center was in bad shape

and nothing would change it as long as administrator A remained in

authority. They felt that anything they would recommend would be ignored

or held against them, and anything they learned would be countermanded by

the administrator. The rule around center A seemed to be to do as little

work as possible and to make no waves.

At any rate, the PA field test proceeded. The PA team showed ex-

cellent perception of how an ABE staff member should act; they were sen-

sitive and honest in their descriptions. The results of their work can
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be found in the second example of PA application, p. 146 of the PA

handbook (Chapter V). There is one difference between that accounting

and what actually happened. The handbook stated that, just prior to

the implementation stages of the PA plan, there was a change of admin-

istrators. This was not the case, but was reported as so to protect

the parties involved from any embarrassment. The trust of the matter is

that, in the process of devising an ob'irvation form (see p. 154 of the

PA handbook - Chapter V), administrator A entered the room. Not reali-

zing the seriousness of the situation and forgetting a promise for con-

fidentiality, the investigator proudly shared the work with the adminis-

trator.

After the administrator left, the PA team stated that the 1 ast per-

son to see that form should have been the administrator. It then became

clear that the PA team considered administrator A to be the antithesis of

the Helping Personality as defined by the team (the Helping Personality

was the topic of the observation form). It also became clear that the

PA team would be too threatened to carry out the observation procedure.

They felt that they already had Helping Personalities; but it appeared

that they didn't want anyone quantifying them.

The investigator's perception is that, while the PA team knew

what the Helping Person should do, they found it easier to follow the

example of non-exertion set by the administrator A and the rest of hir

staff. The observation would pose a threat to that relaxed position

and force them to perform for their team members. The investigator's

faux pas in sharing work with administrator A was the last straw; they

no longer trusted her and had no reason to exert themselves for her.
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The result was a total halt to all work on the PA design.

Before all of this happened, however, several valuable pieces of

information were volunteered by the PA team and several perceptions were

made by the investigator. One of the suggestions was that the initial ex-

planation of the PA design should be more explicit. It seemed that the

PA team did not know what they were doing until they were well into the

process itself. Even though visuals were carefully designed and used for

the orientation to PA, apparently one important element was not made suf-

ficiently clear: The PA design is not a staff development program itself,

but a set of guidelines for the ABE staff to create their own staff de-

velopment program.

A second suggestion was that the staff should have some incentives

for staff development. In this case, the administrator didn't seem con-

cerned about staff development itself and was not about to offer any in-

centive for it; as a matter of fact, anything significant might mean

more work and therefore was undesirable. It was pointed out that, while

released time might be considered an incentive, it was considered by the

PA team to be more of an administrator favor to the investigator than a

serious attempt at staff development. It became very clear, at least in

this case, that unless the administrator is one hundred percent behind

the staff development effort itself, there is not much sense in pursuing

it.

An additional perception is that, while the group of three seemed

to be a workable number, there were subtle problems. Grabowski* stated

*N0TE: Personal di

Stanley Grabowski,
scussion, Miami Beach, Florida, November, 1974, with

Chairman of Adult Education Department, Boston Uni-

versity.
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that his research und experiences demonstrated five to be the ideal

learning group size. While this may be so, unfortunately, the PA

field test did not include a group of such size. The group of three,

however, did no favors for one team member. This was evident in mat-

ters such as discussing appropriate dress for an ABE staff member and

appropriate language for ABE learners. With a group of five, a dis-

senting member may tend to be more objective about hir differences and

come to understand other perspectives. However, with the group of

three, it appeared that s/he was up against a buddy kind of thing.

In addition, in a group of five, the chances are that opinions would

be balanced in a more lively way. In other words, it is not likely

that four persons would always be in disagreement with the remaining

one. It is more likely that the group would split in various ways on

various matters.

CENTER B

The second PA field test site, center B, proved to be an enlighten-

ing experience in terms of the revision of PA. It also was most en-

joyable. As in the first field test site, center A, center B feedback

was collected via personal interview, the perception of the investigator,

and the PA related questionnaire. The atmosphere at center B was full of

enthusiasm; the dedication of the staff was evident.

The PA design was implemented as outlined in Part III of the PA

handbook. Applications of Performance Appraisal (see p.142 of the hand-

book - Chapter V). The PA team met for one half day each week for seven

weeks. The administrator dismissed classes so that the staff would be

free. The investigator was present only for the first session and one
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midway through the seven week field test period. Unlike the center A

PA team, which seemed very dependent on the investigator (indeed, if

the investigator had not been present at each PA session, there is little

doubt that the session would not have been held), the center B team

seemed to consider the investigator superfluous. It was obvious that

the staff development session would occur regardless of the investigator's

presence.

The following suggestions and observations were made by the center

B staff: Voting may not be the most fair way to plan a group project.

Invariably, someone ends up doing what s/he doesn't want to do. If there

are members of the groups who are not enamoured of the chosen group pro-

ject, they should be allowed to do something independently of the group.

Some members of the center B group felt that they were railroaded into

doing what the administrator wanted them to do. The administrator was

present for all stages of the PA implementation; a suggestion for the

future might be for the administrator to become involved after the group

decision on a project. In this way, the group would be able to select a

common interest without the influence of the administrator. This, of

course, means that the administrator must be truly commited to the idea

of staff development according to the PA design, and not just the imple-

mentation of hir own pet projects.

The four consecutive hours each week were considered maximum time

to be devoted to the staff development efforts; anything more than that

would be counterproductive. It is a wonder that the PA team at center B

could last through even the four hours. Apparently, they were all caught

up in the excitement of the effort despite initial reservations of some
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members of the group. In addition to the four hours each week, the

members of the group also prepared materials on their free time. This

was i urthei evidence of their dedication and their enthusiasm for the

staff development effort.

An additional observation was that the center B staff seemed to

consider the evaluation phase of the PA design to be superfluous. Per-

haps, in view of the circumstances, th’* was the case. Their group pro-

ject was the development of a curriculum; when it was a reality, they

could say that they had accomplished their goal.

Some additional investigator perceptions of center B team's

efforts relate to a basic philosophical question: Is it better to ex-

perience the learning' process personally, or is it better to build on the

accumulated knowledge of others? When the center B group had decided to

develop a curriculum, this investigator suggested that they contact state

supervisors to determine if a suitable curriculum already existed. The

response was that they wanted one that was tailor-made for their center

and they didn't see how a presently existing curriculum could fit their

needs.

This response seemed acceptable, but another area of concern left

more room for doubt about the efficiency of center B team's plans: if

the PA team were going to develop a curriculum, perhaps they should ob-

tain some basic guidelines for curriculum development. The team didn't

feel that this was necessary. They wanted to state objectives for their

students and they wanted to organize and develop the materials that

could aid the teachers in helping students to attain these objectives.

They were simply determined to do it.
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An additional investigator suggestion was to break the goal into

attainable parts and project a time sequence for their attainment. This

suggestion was not followed, but rather, the PA team set an objective for

each meeting and worked at achieving that objective. At the close of

the meetings, they assigned projects to be done individually or in

small groups on personal time. This doesn't resemble MBO (Management By

Objectives) procedures, but it seemed _ work for this group. That, after

all, is what counts.

In relation to the above, the center B team was most appreciative

of the techniques learned during the initial PA orientation, namely the

walkthrough technique (see Appendix III of the PA handbook). They found

that this technique enabled them to remain task-oriented during the

meetings and yet have no hard feeling toward each other. In addition,

while this group seemed to be quite independent of the investigator,

they nevertheless credited the PA field test as providing the impetus

and the same tools to do something that they felt was very valuable to

the progress of their ABE learners.

It is notable that both groups, the Center A PA team and the Center

B PA team, commented that what they appreciated most about the PA sessions

was the opportunity to talk with other staff members about their problems

and interests in relation to their ABE responsibilities.

At the conclusion of this phase of the development of the Per-

formance Appraisal handbook, the field test phase, there was a body of

information upon which to base decisions regarding the revision of the

PA objectives and the writing of the first draft of the PA handbook.

This information was obtained via questionnaire and personal interviews
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and took the form of critical commentary, additudinal statements, and

preferential statements.

Based upon the above information, the following provisions were

made in writing the first draft of the PA handbook:

1 An emphasis on the role of the administrator . This emphasis

was accomplished by inserting two pages of characteristics; one page

described hindrances to creativity and ^he atmosphere for growth; the

second page described factors producing atmospheres that encourage

creativity. This was so strongly stated that if the administrator

found hirself being described by characteristics on the first page of

the handbook, s/he was asked not to go any further with the enterprise.

The second page was meant to outline those characteristics which would

qualify the administrator to become involved with the enterprise of Per-

formance Appraisal.

In addition, a complete section in the Overview, Part I of the

handbook, was devoted to the description of the “Role of the Adminis-

trator in ABE staff development." This description included the condi-

tions of success over which the administrator has the greatest control:

a focus on needs as perceived by the staff; the encouragement of an

atmosphere for creativity, and the encouragement of personal learning.

2 - The use of simple, straightforward language . One of the prob-

lems identified during the process of orientation to the Performance

Appraisal design was the difficulty in understanding the concepts related

to Performance Appraisal on the part of the ABE staffs. This misunder-

standing was partly due to the language used in explaining the PA design

and was partly due to the nature of the concepts themselves.
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Therefore, in writing the first draft of the PA handbook, an

attempt was made to use simple, straightforward language, and to avoid

the use of those concepts which were not necessary for the implementation

of the PA design, even though they may be basic to the design itself,

i.e., management theory as it relates to ABE staff development and

teacher-behavior modification in the field setting.

3 - The use of actual examples PA application . In explaining

the PA process during the orientation period, there were requests for

examples. It was suggested that the PA design would be more clearly

understood if concrete examples could be referred to during the course

of the orientation. For this reason, three examples of actual PA use

were included in the handbook. The three examples represented a broad

spectrum of PA application: one individual working with another indivi-

dual to design and manage an individual program of staff development, a

small group of individuals working together to design and manage indivi-

dual programs of staff development for each individual in the group, and

a larger group of individuals working together to design and manage a

group program of staff development.

4 - The inclusion of process techniques in the appendix . Tc avoid

interruption of the flow of ideas relating to the conduct of the PA design,

process techniques, such as operationalization of a goal and ideal per-

formance analysis, were included in the appendix rather than in the body

of the handbook itself. This inclusion was an additional attempt to

make the presentation of the PA design as clear as possible.

Also based on information obtained during the field test phase of

the Performance Appraisal handbook development, the PA objectives were
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altered in one respect: the commitment stages were reduced from two

stages to one. Initially, PA participants were asked to make written

commitments in two stages of the PA design - during the planning stage

and during the evaluation stage. Because the first commitment stage

was considered to be superfluous by both PA teams, it was eliminated.

The second commitment stage remained in the evaluation section of the

PA design.

The PA handbook, entitled "Performance Appraisal: Guidelines

for staff managed, staff development in Adult Basic Education," com-

prised four parts: Overview, General Application, Applications of Per-

formance Appraisal, and Appendices. The Overview briefly stated a case

for staff development, described the Performance Appraisal design,

specified the materials, time, and setting required, and ended with a

note to the ABE administrator.

The second part of the PA handbook. General Application, con-

sidered each of the steps in the Performance Appraisal design, briefly

defined each one, and discussed its relation to the PA design as a

whole. As stated earlier, to avoid interrupting the flow of ideas, pro-

cess techniques related to the steps in the PA design were referred to

in Part II of the handbook, but actually placed in the Appendix.

The third part of the PA handbook, Applications of Performance

Appraisal, outlined the three examples of PA use. The first example.

One to One, depicted one individual working with another to design and

manage a staff development program for one of the individuals. While

this example was not actually part of the PA field test, it was taken

from the experience of the investigator prior to the conception of the
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PA design. Because of this, the first example is more contrived than

the subsequent two. The second example of. PA use, Small Group, depic-

ted a group of four ABE staff members working together to design and

manage individual programs of staff development for each individual in

the group. In actuality, this example represented one of the PA field

test groups, Center A; but an additional group member was added in the

handbook version. This was done to pr.'.ect the identity of the field

test group.

The third and last example of PA use, Program Wide, depicted a

group of ten ABE staff members working together to design and manage

one group staff development program. Again, as in the previous example,

this example was drawn from the field test population; in this case,

Center B. In this case, as in the previous one, the actual number of

the field test group, eight, was altered to protect the identity of the

field test group. In the handbook, the number comprising the PA team

was depicted as ten.

The fourth part of the PA handbook, Appendices, contained items

considered to be helpful in the implementation of the PA design. These

items included; examples of goals, a nationally derived ABE Competency

Check List, the Ideal Performance Analysis and Walkthrough Techniques,

a self instructional module entitled, Operationalizing a Goal or Intent,

and a Performance Appraisal Form.

These four parts were prefaced by two pages which set the climate

for the implementation of PA. The administrator is given two basically

opposing philosophies with which to identify. If s/he does not identify

with the one upon which PA is based, then s/he is asked not to read further
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in the PA handbook.

The sixty-five page document, including the Appendices, was

typed with a Letter Gothic, IBM element. This particular element was

chosen because, while it types twelve rather than ten characters per inch,

it nevertheless has the appearance of large, bold, typeset. In an

attempt to make the document as attractive as possible with limited

funds, it was spiral bound with a thic' orange paper cover.

At this stage, the Performance Appraisal handbook was ready for

the third and last phase of development for purposes of this study: the

formative evaluation of the handbook by ABE staff development experts.

The following chapter deals with this process.
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The previous section dealt with the evolution of materials which

led to the writing of the first draft of the handbook entitled. Per-

formance Appraisal: Guidelines for Staff Managed, Staff Development

in Adult Basic Education. This chapter deals with a crucial part of

the PA handbook development: the formative evaluation of the handbook

draft and the subsequent writing of the final draft of that document.

There were five procedures involved in this phase of the handbook

development: (1) the identification and contacting of ABE staff develop-

ment experts regarding their willingness to participate in the formative

evaluation of the PA handbook, (2) the designing of a questionnaire to

collect information necessary for revision of the PA handbook, (3) the

implementation of the survey, (4) the analysis of the data, and (5) the

revision of the PA handbook based on the data gathered.

THE I NDENTI FI CATION AND CONTACTINGOF ABE STAFF DEVELOPMENTEXPERTS

The first task in this phase of the handbook development was to

identify and contact ABE staff development experts regarding their wil-

lingness to participate in the formative evaluation of the PA handbook.

Because the PA handbook is geared to the ABE staff member in the United

States, it was determined that the staff development experts should be

nationally representative. In view of the nature of the HEW Regional

Adult Education Staff Development Projects, it was decided that the ten

regional directors of these projects would be an ideal choice. (See

Appendix II for a listing of these directors.) The ten directors were
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selected at the inception of the HEW Adult Education Staff Development

Projects in 1972 to represent their respective regions. The selection

was apparently based on their expertise in the area of ABE staff

development.

Following up on the decision to use the ten HEW Regional Adult

Education Staff Development Project Directors in the formative evaluation

of the PA handbook, each director was personally contacted with regard

to their willingness to cooperate in the enterprise. Contacting was

facilitated by timeliness of the major annual convention in the field of

Adult Basic Education: the National Association of Public Continuing Edu-

cators/Adult Education Association Annual Convention, Miami Beach, Florida.

The personal request made at the above convention was followed with

a letter (see Appendix IV) from the investigator which was mailed with a

cover-letter from the Region I Project Director, Kenneth Mattran (see

Appendix V). The cover-letter was intended to provide the regional di-

rectors with an added incentive to give full cooperation to the formative

evaluation effort. With such a small group of evaluation participants,

it was highly desirable to have one hundred percent participation. All

ten regional directors of the HEW Adult Education Staff Development Pro-

jects agreed to participate in the formative evaluation of the PA handbook.

THE DESIGNING OF A QUESTIONNAIRE TO COLLECT INFORMATION

The second procedure in the revision phase of the PA handbook de-

velopment was the designing of a questionnaire to collect information

necessary for revision of the PA handbook. As stated earlier, two fac-

tors are considered crucial to the success or failure of the use of the

handbook mode in the staff development process: the supportive involve-
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ment of the ABE auiirinistrator and the usefulness of the handbook itself.

Because the first factor, the supportive involvement of the ABE adminis-

trator, is beyond the control of this investigation, the second factor,

the usefulness of the handbook itself, was chosen as the criterion

for revision.

More specifically, for purposes of this evaluation, "usefulness"

was defined according to the following five criteria:

1. Clarity: Director's perceptions of the clarity of the
handbook oin communicating the Performance
Appraisal concept and guidelines. The extent
to which directors felt the explanation of pro-
cedures was easily understood and readily adap-
table to the ABE field situation.

2. Completeness: Director's perceptions as to the complete-
ness of the handbook in incorporating sufficient
material for the implementation of the PA design
in the ABE field setting. The extent to which
the directors felt material had been ignored that
should have been included, or material included
that should have been ignored.

3. Relative Value: The director's perceptions as to the rela-

tive value of various sections of and procedures

in the handbook. The extent to which these sec-

tions and procedures are necessary to the under-

standing and implementation of the PA design.

4. Anticipated Use: The extent to which the directors anti-

cipated actual use of the handbook in designing

and managing staff development programs in ABE.

5. Cosmopolitan Nature: The extent to which the handbook was

cosmopolitan in scope. ABE staff members may be

full or part time, experienced or inexperienced.

The degree to which the handbook is likely to

meet the needs of this broad population.

The questionnaire was developed and field-tested on a group ( N—7

)

of ABE professionals in a graduate course at the University of Massachu-

setts. Based on suggestions and responses collected, the questionnaire

was modified for use in this study. (See Appendix VI for a copy of the
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questionnaire.) The Likert Scale and open-ended question techniques

for gathering data was used throughout the questionnaire. Four of

the questionnaire sections corresponded with the four sections of the

PA handbook itself: Overview, General Application, Applications of

Performance Appraisal, and Appendices. There was also a fifth section

of the questionnaire which related to the handbook in general. In addi-

tion, in order to afford the evaluators the opportunity to make construc-

tive suggestions, two open-ended type statements were made at the con-

clusion of each of the five sections of the questionnaire. For example,

in the first section of the questionnaire, the Overview, the following

two completion statements were made: "In the Overview, I would definitely

change and, "In the Overview, I would definitely NOT change

. " Similar statements were made in the other four sections

of the questionnaire.

There were a total of sixty-three items on the questionnaire, in-

cluding the ten completion- type statements. Of the total number of items,

forty-seven were geared specifically to the five criteria for "useful-

ness:" clarity, completeness, relative value, anticipated use, and cos-

mopolitan nature. As demonstrated in Table VI, these forty-seven items

were fairly evenly dispersed, ten items relating to three of the cri-

teria, nine items relating to one criterion, and eight items relating

to another criterion. Of the remaining six items, five were designed

to produce information relating to terminology, i.e., the use of "hir,"

:, s/he," "Leader," "Learner," and the title, "Performance Appraisal;"

the sixth item dealt with a basic assumption of the PA design: the

total responsibility of the ABE staff for their own staff development.
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IMPLEMENTATION of the survey

After the design of the questionnaire to be used in the formative

evaluation of the PA handbook, the next procedure was the implementation

of the survey. This involved the mailing of the questionnaire and the

handbook to the ten HEW Regional Adult Education Staff Development

Project Directors. The handbook, questionnaire, self-addressed, stamped

envelope, and cover-letter (see Appendix VII) were mailed to the ten

directors. The cover-letter encouraged the directors to make comments

in the handbook itself in addition to the comments on the survey instru-

ment. Including time for round trip, first-class mail carriage, the

directors were given over one month to complete their responsibilities

related to the formative evaluation of the PA handbook.

One small problem arose in relation to the mailing of the instru-

ment. The survey instrument had no provision for identification of the

respondent. It was considered unnecessary to code the instruments be-

cause of the wide geographical scattering of the directors; the post-

mark on the returning materials would be enough to identify the respon-

dent. It was soon clear that this was inadequate for proper identifi-

cation of the respondents. Because of a recently adopted policy in the

United States postal system, the materials were returned without an

identifying postmark; one set of materials arrived without being can-

celled at all. While this yielded an extra $1.50 in uncancelled stamps,

it created confusion as to which directors were responding. In an attempt

to correct this situation, a letter was mailed to all those directors

except the ones who were positively identified as having completed and

returned the evaluation materials (see Appendix VIII for a copy of this
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TABLE VI

TOPICAL CLASSIFICATION OF ITEMS IN PA-RELATEDQUESTIONNAIRE**

Criteria

Relative Anticipated Cosmopolitan
Jarity Completeness Value Use Nature

I

Overvi ew I 9,2,7 10 3 8

II

General
Application

13,15 21,23 19,20 16,17 14,18
24,22

III

Applications
§ of PA

+->

30 28 31,32 27,29

u
CD

°° IV

2! Appendices
•r-
ro
c
c

36,41 43 35,39 38 37
42 40

o

</i v

3 General
o-

49,51 57 55 47.50 46,48
56 54,58 52,53

TOTAL 10 8 10 9 10

Classification of other items i n PA-related questionnaire :

Completion-type statements: 11,12,25,26,33,34,44, SUB TOTAL 47

45,62,63

Items related to terminology: 4,5,6,59,60 SUB TOTAL 16^

Item related to basic assumption of PA (i .e. ,respon- TOTAL ITEMS 63

sibility of staff): 61

*N0TE: See page 102 for description of criteria upon which

classification is based.
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letter). In this way, and by following up by telephone, it was possible

to identify those experts who had not returned the questionnaire.

Even though additional letters and phone calls were made to those

experts who had not returned the questionnaire, there were a few prob-

lems that arose. One month after the deadline for the return of the

questionnaire (January 15, 1975), all but two of the national staff

development experts had returned their questionnaire. For purposes

in this study, it was decided to proceed with the collected data to the

next step in the development of the PA handbook: the analysis of the

data collected via the questionnaire which was described in this section.

ANALYSIS OF DATA AND REVISION OF PA HANDBOOK

As in the case of the previous questionnaire, described in Chap-

ter III, the data were analyzed by using the computer program. Special

Package for the Social Sciences. Descriptive statistics were used to

report the data, namely, the mean, median, standard deviation, and

range of responses. The mean was the main referent for central ten-

dency, and the range of responses was the main referent for dispersion.

The standard deviation and median were determined for purposes of re-

fined interpretation of the previous two measures in the event that it

became appropriate to do so. In addition, the completion-type state-

ments were categorized where appropriate and reported in narrative form.

The responses ranged from a scale of "1", strongly agree, to

"5 M
, strongly disagree. On the original questionnaire, some of the

questions were negatively stated, so that a positive response, namely,

"strongly agree", would actually be a negative response. An example

of this is item number nine, "The overview should be expanded." If
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someone responded positively, it would be interpreted as a negative

response.

For purposes of consistency in analyzing the data, the responses

of all of the negatively stated items on the questionnaire were reversed.

In this way, a response of "4" would be read as a "2"; a response of "5"

would be read as a "1".

The last procedure in this phase of the PA handbook development

was the revision of the handbook based on the data gathered. It should

be noted that "data" refers to the computations and conclusions asso-

ciated with the information on the questionnaire and the comments made

on the handbook itself. Decisions to revise or not to revise were based

on the following procedure: The data collected from the Likert scale

type items were analyzed for occurrences of critical responses. If

such a response was found, that section to which the item related was

scrutinized for comments that would clarify the problem and give direc-

tion to revisions. A decision was then made about revision. It was

arbitrarily determined that on a scale of one (very positive) to five

(very negative), critical responses would be defined as follows: a man

of 3.00 or greater; and a range of 4.00 or greater (of the total range

of five points). In analyzing the data, there were seven such cases

(out of sixty-three items) where the mean of an item was 3.00 or greater

and where the range of an item was 4.00 or greater (see Appendix IX).

Case One . Item number six - "I agree with the use of the terms,

* hi
r

' , 's/he', and 'wo/man' to be used in place of her or him, she or he,

and woman or man" - had a mean of 3.13. In interpreting this item, it is

important to note that seven of the respondents were male, one was female.
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This is important in view of the fact that this item represents devia-

tion from the use of traditional male terminology, namely pronouns his,

him, himself, and the noun, man, in the spoken and written english

language. This deviation was considered appropriate because of the

fast changing perception of the female role in society. This change,

of course, is a direct outcome of the feminist movement. It is the

opinion of the investigator that, unless a document represents unisex,

rather than male or female (unless particularly appropriate) that docu-

ment will become socially obsolete in a very short period of time; and

will further cause the typical reader to cringe, just as now some read-

ers become uncomfortable when reading about "negroes" instead of "blacks.

At any rate, the problem remains: should the terminology be

revised or not. In view of the fact that (1) there could have been sex

bias on the part of the respondents, and (2) the mean was not drastically

above 3.00, specifically 3.13, it was decided that this terminology would

not be revised. The term "wo/man", however, was eliminated because it

was not used in the PA handbook.

On this issue, there is one additional comment to make. While

the above terminology may have been opposed by some, it is possible

that the idea of unisex terminology itself is not opposed. In other

words, some of those who opposed the use of "hir", "s/he" and "wo/man"

might not oppose other terminology geared to the same purpose, that of

eliminating sexual bias in the literature. It was pointed out by an

advisor to this study that the terms "hir", "s/he" and "wo/man" are as

sexually biased as the more traditional terminology now used; they

sound totally feminine. But the dilemma remained: what to substitute

for the traditional male reference to gender.
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This view was apparently shared by one of the ten evaluation

experts in his follow-up letter (see Appendix IX). He, in a rather

amusing fashion, explained his bewilderment over what to substitute

for the traditional male terminology. Perhaps in the near future this

issue will be resolved; but at present, it is considered important

to raise the issue by using terminology that may not be entirely appro-

priate but that may stimulate thoughts about appropriate substitutes.

Case Two . Item number sixty-one - "Giving ABE staff members

total responsibility for their staff development is a good idea" - had

a mean of 3.50. In addition to this critical response, there were five

comments on the questionnaire itself, ranging from merely drawing atten-

tion to the word "total" to lengthy comments. In addition, there were

five comments written in the text of the handbook itself. These com-

ments had a common theme: the ABE staff member should not have "total"

responsibility for hir staff development; the administrator should be

integrally involved in the staff development process, as both a re-

source person and as a person who would represent the parameters of

the staff development activity. In addition to the administrator as

a resource person, some of the comments suggested that it would be

appropriate and even necessary that there be a permanent resource per-

son - a staff development expert - assigned to work with the staff.

Based on the data collected relating to item number sixty-one,

it was decided that the PA handbook would be revised. The revision

would emphasize the role of the administrator and the suitability of

a resource person to assist in staff development. While both of these

points were, in fact, covered in the first draft of the PA handbook,

they were apparently not emphasized enough. The emphasis in the first
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draft was comprised in the section on the "role of the administrator"

and in step two of the planning phase of Performance Appraisal -

"develop a Plan (Assess resources)." Also, the terminology in item

sixty-one - the use of the word "total" - may have been misleading.

The PA design, in fact, does not suggest that the staff member work

out a program of staff development excluding the administrator. The

administrator has an integral function 'n the PA design: the valida-

tion of the staff development goal chosen by the staff member. At

any rate, in the revision of the PA handbook, both of these points,

the role of the administrator, and the suitability of the staff de-

velopment resource person were emphasized.

Case Three . Item four - "The term 'Leader' is confusing" -

had a range of 4.00. Comments in the questionnaire itself and in the

PA handbook served to clarify this problem. Apparently, it was not

the use of the term "Leader" itself that was confusing, but the way

it was used or not as was the case. For example, one respondent com-

mented, in the section defining the term "Leader", "Why don't you use

this on the next page?" He was referring to the use of the word "user",

in reference tothe Leader participant in the PA design.

Two steps were taken in the revision of the PA handbook in an

attempt to eliminate the confusion over the use of the term "Leader":

(1) Rather than define Leader as "The ABE staff member," Leader was

defined as "The ABE staff member, and used alternatively with the term

'ABE staff member.'" (2) In the revised handbook, three terms, rather

than four or five, were used to denote the ABE staff member: ABE staff

member; Leader; and PA participant.
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Case Four . Item nine - "The overview should be expanded" -

had a range of 4.00. This problem was fairly easy to solve. In re-

viewing the comments iri the PA handbook and on the questionnaire itself,

it was apparent that this problem related to the problem in item sixty-

one, the role of administrator. The comments asking for expansion of

the overview were suggesting that the role of the administrator be ex-

panded, or emphasized. This problem w “ taken care of in the revision

of the PA handbook, on the basis of critical comments relating to item

sixty-one.

Case Five . Item forty-three - "There is some information that I

would like to have seen covered in the Appendices, but that wasn't

there" - had a range of 4.00. The comments on the questionnaire itself

gav e di rection to the resolution of this issue. One comment suggested

an updated version of one of the Appendices, the ABE Teacher Competency

Inventory. In writing to the author of this inventory, however, it was

determined that the most updated version was, in fact, the one included

in the Appendices.

There were three additional comments that gave direction to the

resolution of the Appendices issue. Strangely enough, none of these

comments suggested additions to the Appendices, but, rather, suggested

additions to the text in relation to the Appendices. It was suggested,

for example, that the walkthrough technique be generally described in

the text as well as specifically described in the Appendices.

Revision of the PA handbook relating to this issue comprised

the following: (1) The expansion of the text relating to the Teacher

Competency Inventory (Competency Checklist) and the techniques used to
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identify goals (the walkthrough technique and ideal performance

analysis), and (2) a brief explanation in the Appendices of the back-

ground of the ABE Teacher Competency Inventory.

Case Six. Item fifty-one - "Much of the information in the PA

handbook is hard to translate into concrete terms because it is writ-

ten so poorly" - had a range of 4.00. This was puzzling. This item,

found in the "Handbook in General" section, was intended as a check

against similar items relating to the four sections of the handbook.

The reason it was puzzling was because none of the other similar items

had occurrences of critical responses. In analyzing the questionnaires,

there appeared to be a possible explanation: One individual responded

negatively, with a (4), to this item (prior to switching of the scales,

the response was (2).) It may be that this individual mistakenly chose

the incorrect end of the scale when responding because this choice was

not consistent with his other choices. This individual had responded to

previous, similar items with positive responses of (2). The scale on

item fifty-one had to be reversed prior to analysis because it was a

negative statement. For this reason, it would have been easy to res-

pond mistakenly with a (2), thinking it was a positive response, when,

in fact, a (2) in this particular case was a negative response.

The problem was further clarified when, upon analysis of the

questionnaires, it was discovered that the computer printout sheet was

inaccurate. The printout sheet had listed one response at (5), or at

the extreme negative end of the scale. When searching for this response,

it was nowhere to be found. The data had been incorrectly filed. This

mistake led to a check of the data cards for similar mistakes. They
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appeared correct with the exception noted above.

Because of the inaccuracy reported above and the suspected mis-

take on the part of one of the respondents, it was decided that, ex-

cept for minor comments in the PA handbook, the handbook in general was

written in a clear manner, there was no major revision on this point.

Case Seven. Item fifty-eight - "The initial questions in the

first two pages of the handbook should be eliminated" - had a range of

4.00. One individual responded with a (1) (extreme positive); three

responded with (2); three responded with (3) (neutral); and one res-

ponded with a (5) (extreme negative). In analyzing the comments on

the first two pages of the handbook, a decision was made not to revise

the handbook by omitting the first two pages, for two reasons: First,

the individual who responded with (5) commented that if these conditions

for using the PA handbook were set, it would be possible that someone

would not read the handbook. Actually, this was the exact intent of

the first two pages, to qualify the reader. The PA handbook is not

meant to be used by everybody, only by those who can accept the basic

assumptions of the PA guidelines as described on the first two pages

of the handbook.

The second reason for no revision on this point was because of

one of the findings of the study: the importance of the administrator's

attitude toward staff development and hir staff in the development of

successful staff development programs. If the administrator is crucial

to the success of the staff development program, as this study suggests,

then that is all the more reason that s/he should be qualified before

using the PA design. If the first two pages of the handbook appear to be
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straightforward, they are meant to be. It is better to be straight-

forward in the beginning of an undertaking such as PA, than it is to

work halfway through it and discover that the basic premises are dia-

metrically opposed to those held by the participants and the adminis-

trator.

It should be noted that if any other individual had responded

negatively, there would have been additional doubt about the benefit

of those first two pages. However, in this case, it was considered

appropriate to the purpose of the PA guidelines to leave the handbook

as it was in this respect.

In summary, a major step in the formative evaluation of the PA

handbook was the involvement of ten national ABE staff development ex-

perts. Ten HEW Regional Adult Education Staff Development Project

directors had agreed to read the PA handbook and complete a related

questionnaire as part of the formative evaluative process which was

an integral part of the development of handbook.

Revisions have been made on the basis of data collected via

the questionnaires. In all, there are three major revisions of the PA

handbook: (1) The terminology is made more consistent; (2) The role

of the administrator is emphasized, and the suitability of a staff de-

velopment resource person is also emphasized; and (3) There is an inclu-

sion in the text of explanatory material relating to the Appendices.

This procedure has advantages and disadvantages. The disadvan-

tages are obvious: the limited size of the population used in responding

to the questionnaire poses a problem in analyzing the data. For example,

in case seven, discussed above, one person had responded negatively. Yet
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this response throws the data off and causes an occurrence of critical

response.

A further disadvantage of this procedure has been previously

discussed: collecting the information without coding the responses

made it very difficult, for the purposes of sending a follow-up letter,

to determine who had made responses and who had not.

Advantages of this procedure outweigh the disadvantages. The ad-

vantages, all related to the small sample size, are (1) the size of the

sample is conducive to close analysis of the questionnaires; (2) the

size of the sample is conducive to follow-up correspondence with par-

ticular respondents on various matters; and (3) the nature of the process

used in working with the small sample size is conducive to the develop-

ment of close professional ties which are very important in the field of

ABE.

First, the size of the sample is small enough, so that, instead of

just looking at the computer printout, it is possible, in this case, to

go back and examine every questionnaire for directional comments relating

to that particular matter. If the sample size were much larger, such

analysis would have been impractical and the directions to the evalua-

tors of the PA handbook might not have included those of making comments

in the handbook and on the questionnaires. This in-depth analysis proves

to be helpful in interpreting the data collected from the items on the

questionnaire.

A further advantage of the small population was the suitability of

follow-up correspondence with the ten national ABE staff development ex-

perts who served as evaluators of the PA handbook. In every case, when
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a questionnaire was returned, a personal letter of thanks was sent out

to the person who had submitted it, after it became possible to identify

that person. In some cases, these letters included comments on the res-

pondent's comments and/or a request for clarification. For example,

one of the respondents made a nebulous comment in the section dealing

with the role of the administrator. Because that particular section be-

came controversial, it was important to clarify the comment. The com-

ment consisted of the words, "high risk?" in the margins. In a follow-

up letter, there was a request for clarification made of the respondent.

The results of such correspondence are in Appendices IX and X.

An additional advantage of the sample procedure used in this study

was the potential professional benefit to the investigator; this benefit

was the development of close professional contacts during the formative

evaluative process. While the investigator personally knew six of the

ten HEW Regional Adult Education Staff Development Project directors,

only four of these contacts were close enough to ask for and return

professional favors. During the course of the formative evaluation of

the PA handbook, four additional close professional ties were made.

This was accomplished during the course of interviews, letters and phone

calls made in relation to the formative evaluative process.

In the ABE field, having such contacts can be most helpful, par-

ticularly for the dispensation of knowledge (including, of course, in-

formation about jobs). In the past, this investigator has taken advan-

tage of professional ties in ABE throughout the nation in attempts to

solve particular problems. Because of the relatively small ABE field,

in relation to the more traditional field of education, specifically
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elementary and secondary, ABE educators tend to be a close knit group,

depending upon each other for professional help when needed.

The following section, Chapter V, presents the Performance

Appraisal handbook in its revised form. The decisions regarding re-

visions of the handbook have been based on data collected during the

formative evaluative process.
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CHAPTER V:

PERFORMANCEAPPRAISAL

A Handbook for

Staff-managed, Staff Development
in

Adult Basic Education



Performance Appraisal:

A Staff-Managed , Staff Development Des

for Adult Basic Educators

by

T. Elaine Paterno
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IF YOU THINK THAT . . .

ABE staff members are not interested in assuming responsibility
for their own learning program;

ABE staff members are not capable of assuming responsibility tor
their own learning program;

ABE staff members are already as competent as they need to be;

security is the most important aspect of a job;

people need to be told what to learn;

people need to be supervised in their learning;

mistakes are useless and should be avoided at all cost; and

group discussions are generally a waste of time;

THEN DO NOT READ FURTHER!



121

IF YOU THINK THAT . . .

life-long learning and personal growth are important in our
changing society;

ABE staff members can be self-directed and creative at work
if given the chance;

ABE staff members are capable of designing and managing their
own programs of learning;

ABE staff members have skills and knowledge that they can
share with each other;

staff development should focus on individual needs in relation
to the competencies necessary to perform a job;

doing a job well can be a source of personal satisfaction;

cooperative interaction, the preservation of uniqueness, open
communication, and flexibility are conducive to personal
growth;

experimenting can be fun and profitable; and

staff development should make a difference in what staff mem-
bers do on the job;

THEN PLEASE READ ON!
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PART ONE:

OVERVIEW

This handbook contains specific guidelines to help you design

and manage your own program of staff development in Adult Basic Educa-

tion (ABE). Because these guidelines focus on performance, what

people d£, the total process will be referred to as Performance

Appraisal (PA).

WHY STAFF DEVELOPMENT?

Changes in our society such as increasing life spans, frequent

career changes, increased leisure time, and successful attempts to de-

crease the birth rate, indicate that education will have to prepare it-

self for massive changes in its content and delivery system. The tradi-

tionally-trained elementary and secondary teacher is no longer considered

adequately prepared to deal with these new and future challenges in edu-

cation. Therefore, in the ever-expanding field of Adult Continuing

Education (which includes ABE), there is great concern for the professional

development and readiness of the staffs that will serve the growing Adult

Education clientele. It is clear that a delivery system for staff de-

velopment must be an integral component of ABE programs. This handbook

represents an attempt to promote alternatives to, as well as a management

system for, traditional staff development* in the field of Adult Basic

Education.

NOTE: "Hir" will be used to denote the pronouns him or her; "s/he" -

she or he;

traditional staff development such as institutes, workshops, and college

courses

"Leader" will be used to denote the ABE staff members (excluding the admin-

istrator); it will be used alternately with "ABE staff member.

"Learner" will be used to denote the ABE student; it will be used alter-

nately with "ABE student."
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WHAT IS PERFORMANCEAPPRATSAl (pa )?

PA is a way of going about staff development. The most distinc
tive components of this staff development model are the emphasis on

staff decision-making and management skills and the focus on staff be-

havior change as determined by the staff themselves. It is a process .

The users, ABE Leaders in this case, provide the content.

staff - anyone who helps the ABE Learners in their progresswhether directly or indirectly. This would include adminis-trators, supervisors, counselors, and other specialty staff.

staff development - self-improvement, professional growth
chat is likely to indirectly benefit the Learner progress.

PA is an attempt to meet the growing need for staff development in

Adult Basic Education. It capitalizes on one of ABE 1

s greatest strengths

the individual approach to learning. When using PA, a group of staff mem

bers (two or more) meet as a team and pool talents to work on individual

and/or group programs of staff development. With the help of the team,

each person decides on a staff development goal, how best to attain that

goal, and how to know for sure when the goal has been attained. In a man

ner acceptable to hir, each person demonstrates newly acquired behaviors

for teammates.

staff development goal - a staff development goal is a state-
ment describing a broad or abstract intent, state, or condi-
tion which can be attained through the efforts of the staff
member(s) concerned.

e.g., further use of an already successful drill procedure;
making more organized lesson plans; increasing sensitivity
of Learner needs.

staff development need - the difference between a Leader's
perceived goal and hir present state or condition in relation
to that perceived goal.
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Before becoming involved with PA, it is important to consider the

major underlying assumption: Given the proper environment. Adult Basic

Educators themselves are capable of designing and managing staff develop-

ment programs which will effect positive staff behavioral change in ABE

field setting. An analysis of the decision-base, regarding staff devel-

opment activities in ABE, shows a movement toward involvement of the

staff member in staff development decisions. Extending this movement,

PA places greatest responsibility for the staff development program

with ABE staff members themselves. The administrators' responsibility

becomes one of offering guidance and support to the staff development

effort.

While it is expected that each group using PA will adapt it to

suit their needs, the basic design is simple:

(outcome) (How)

Product Objective Process Objectives

a staff development 1. set a goal

program meeting in- 2. develop and implement a plan

dividual staff needs. 3. evaluate and revise

Procedures which will facilitate the attainment of the process

objectives include: performance analysis, needs assessment, goal veri-

fication, goal analysis, goal statement, determining attainment strategy,

assessment of available resources, determination of individual criteria,

choice of appraisal technique, scheduling the appraisal session, and

commitment. These procedures will be described in a subsequent section.

MATERIAL REQUIRED

There are no special materials required to initiate PA. Materials
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chosen for implementation of programs would be by choice of the team

members and may, if necessary, be limited to available resources.

SETTING REQUIRED

The setting for PA sessions should be free from disturbance,

large enough to accommodate participants comfortably, and should afford

a good view of any writing surface used.

TIME REQUIRED

The actual time required to complete each phase of the process

will vary with the need of the particular groups using it. Implementa-

tion of PA is broken into three parts: (1) orientation , reading the

handbook, (2) training , using the handbook for a trial run, and (3) im-

plementation , actually using the PA process. A very rough estimate of

the time required for the first two parts would be

orientation - 2 hours

training - 6 hours

Flexibility and individual creativity are what breathe life into

the PA design for staff development. Its applications will be as dif-

ferent as the individuals involved with it. The PA design is not meant

to be a constrictive one, but a guide which emphasizes clarity of purpose,

organization of time, and importance of commitment.

NOTE TO ABE ADMINISTRATORS

The administrator is a key figure in these conditions of success

with PA:
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1. a focus on needs as perceived by the staff;

2. the encouragement of an atmosphere for creativity;

3. the encouragement of personal learning; and

4. the commitment of support to the staff development process.

Without initial and continued support of the administrator, any staff

development effort will most likely fail. Internal and external motiva-

tion are keys to success with PA. The administrator influences both;

success or failure depends largely on hir attitude toward the overall

effort.

Internal motivation for the staff member comes from high ego-

involvement in the staff development process. Staff ego involvement is

encouraged by administrator confidence in the staff member's capacility.

This confidence could be demonstrated by: working out the amount of

supervision, if any, the staff member feels comfortable with, showing

enthusiasm for staff efforts, demonstrating a willingness to try out

staff suggestions, putting staff members in touch with the resources

that will help them, and by exercising restraint in using PA as an

administrative tool to hire, fire, promote, or transfer.

External motivation for the staff member would derive from situa-

tions over which the administrator has the greatest control. Since the

staff members may voluntarily use personal time, it would be fair for

the administrator to concentrate on a system of support for this type

of activity. For example, the administrator could sponsor the develop-

ment of a competence or resource bank; if requests come in regarding a

particular competence, the individual would be called upon to assist.

Use of staff members as consultants in this way often leads to financial
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rewards as well as increased self-esteem and personal growth. In

addition, the administrator might work out .a system for selecting staff

to attend conferences, create master-teacher status, and/or grant

released-time* to document success. Because s/he is often limited

by budget, union, and school committee constraints, finding ways to

provide suitable encouragement and support for hir staff can be a

challenge to the administrator.

NOTE: *Released-time refers to time

but released from hir regular duties

some other relevant activity.

for which the staff member is paid,

so that s/he may become involved in
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PART TWO:

GENERAL APPLICATION

The flexibility of PA allows it to be used in a number of ways,

depending on the needs of those using it. The ideal way to use PA is

to form program-w de teams, matched for similarity of goals or interest,

that are free to meet at the same time, that are comprised of people

who like each other, and that work well together. Not always easy,

he next best alternative would be to have teams of from three to five

people working together when they can all meet. In some programs it

will not be possible to get a team of Leaders together; there may be

very few of them in the program or there may be schedule problems.

In such cases where at least two Leaders cannot get together,

it is suggested that a Leader select a Learner or another person with

whom s/he would like to work and who would have an interest in what

the Leader is doing. In addition, the strong emphasis on the indivi-

dualized approach to learning in ABE makes PA an attractive classroom

possibility. However, to address this third possible use of PA would

be beyond the scope of this handbook, and so it will not be dealt with.

In any case,- PA planning objectives remain the same: Set a goal;

develop a plan; and determine evaluation procedures. Implementation

objectives include revision as necessary (see Figure 1).

The following is a brief explanation of each step in the PA de-

sign. These steps will perhaps become more clear in the subsequent

section on examples of the use of PA. They should become even more

clear when you actually work at using PA yourself.



Figure 1

Phase I Planning1.0

Set a goal

1.1 Decision about goal-setting method

1.1.1 statement of a recognized need
1.1.2 use of a competency check list
1.1.3 analysis of ideal performance

1.2 Verification of goal
1.3 Analysis of goal
1.4 Goal statement

2.0

Develop a plan

2.1 Determination of attainment strategy
2.2 Assessment of available resources
2.3 Determination of individual preference

3.0

Determine evaluation procedures

3.1 Determination of criteria
3.2 Choice of appraisal technique
3.3 Scheduling of the appraisal sessions

3.4 Commitment to the PA plan

Phase II Implementation

1.0

Do i

t

2.0

Revise if necessary
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1.0 SETTING A GOAL

The first step in any staff development program is to set a goal.

This is necessary to keep moving in the desired direction and to give

focus to activities. A goal is a statement describing a broad or ab-

stract intent, state, or condition. It is differentiated from a pro-

cess or performance (an observable means to an end). For example:

"Have a helping personality"
is a

GOAL

"Develop a helping personality"
is a

Process, performance, or set of performances

It is important to know what you want, (e.g., a helping personality)

before you will know how to get it.

An additional distinction should be made between a staff develop-

ment goal and an administrative goal. The staff development goal should

be one that can be attained primarily through the management of the per-

sonal learning activities of the staff member. For example, the goal of

"a twelve month school year" would be an administrative concern. "Be

capable of managing plans for three semesters of school" would be a

staff goal, one that could be attained through the management of the

staff members' learning activities. For additional examples see Appen-

dix 1.

1.1 DECIDE UPON A METHODFOR GOAL SETTING

In setting a goal, you should first decide how you want to do it.
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The following are three suggested ways to identify a goal. Your own

circumstances will determine which may be the best for you. Choose

and implement the one most appropriate for you.

STATE A RECOGNIZEDNEED. Perhaps the easiest way of identifying

a goal is to voice a recognized staff development need from which to

cull a goal. A need may be in the area of a strength or a weakness;

it is simply the difference between where you want to be and where you

are now. The need may be a broad area, e.g., "I need to be a better

teacher of reading," in which case, you must break the need into parts

and choose a goal to begin with; or the need may be a narrow area which

you may translate directly into a goal, e.g., "I need to learn linguis-

tic sequencing."

The difficulty with this method of identifying a goal is that,

often. Leaders are either not aware of particular needs, or they have

such a long list that it's difficult to decide which is the most impor-

tant. At any rate, you will want to consider other ways to set a goal

so that you may choose the one most appropriate for you.

COMPETENCYCHECK-LIST. Another way to identify a goal is to use

a master list of staff competencies in ABE. Such a list is included in

the Appendix 2.* For an individual program of staff development, each

Leader would be asked to select areas of need from the master competency

list and then put them in order of priority. For example, one person

NOTE; This list of competencies was first drawn from Literature rela-

ting to ABE staff development, then validated by ABE staff development

experts, and finally, put in order of importance by a national repre-

sentative group of ABE Leaders.
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might select thirty items; out of those thirty, s/he would be asked

to further select one area of need that should be given attention be-

fore all others. This final determination would be based on individual

concern such as immediacy of need, availability of Learning resources,

and shared interests.

ANALYZE THE "IDEAL PERFORMANCE". A third method of attaining a

goal statement is to go through a process of "ideal performance analysis".

This procedure, while more time-consuming than the previous two sugges-

tions, is not only invigorating to the staff, but can turn up a number

of items that woulc be of importance to the administrator and the opera-

tion of the total program.

There are two parts to this suggested method: analysis and needs

assessment. The first part, analysis, is taking an analytic look at what

you think you or your specific group should be doing if you were doing

the best job possible. You identify as many "ideal" activities as pos-

sible. The second part of ideal performance analysis is to do a needs

assessment. This is simply the determination of what activity you need

to develop or improve first. As in the previous suggestion, this deter-

mination is based on local concerns such as immediacy of need, availabil-

ity of developmental resources, and shared interests. Ideal perfor-

mance analysis can be used to identify a general staff development need

for the group or a particular staff development need for an individual.

The process is the same for both. A more detailed description of this

process is found in Appendix 3 *

*N0TE: One way of implementing the Ideal Performance Analysis is to use

the walkthrough technique. The walkthrough technique, described in detail

in Appendix 3, is a group technique that encourages cooperative interaction,

is relatively non-threatening, is task oriented, makes efficient use of

time, and can be used in a wide variety of situations.
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1.2 VERIFY GOAL

Once you have specified your target, area, you should determine

if your goal is a valid one, that is, a goal that would benefit the

ABE Learner and make sense from an administrative point of view. There

is no sense in investing time and resources in a goal that may be use-

less or a lost cause.

To verify a goal, first present it to and discuss it with the

administrator. If s/he sees no conflict, the question of Learner out-

come is then posed: if this goal is attained, what effect may it have

on the ABE Learner? It is good to get second and third party opinions

about whether a goal is important. If the goal is considered to be im-

portant, then go on to the next step; if it isn't, then either re-think

the goal or choose another. If attainment of your goal may potentially

benefit the ABE Learner and makes sense from an administrative point of

view, you can consider it a valid endeavor and are ready for the next

step.

1.3 ANALYZE GOAL

The purpose of the next step is to be very clear about what it is

you want. Only then can you develop an efficient attainment plan and/or

be sure that you have attained your goal.

The question may be asked why "analysis of goal" does not come

before "verification." How can you verify something if you're not sure

what it is? The answer is, simply, that the analysis can be such a lengthy

step that it would be a waste to go through it only to later realize,

during the verification process, that the goal is really unimportant.

It is better to get a feel for the validity of the goal and then go on
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to analyze it.

Goal analysis, or the "operationalization of the fuzzy concept."

means defining the goal statement so that the intention is clear. This

process of definition is helpful in terms of evaluation. If we have a

clear understanding of what is meant by a goal, we are more apt to agree

when someone has attained that goal. Analysis of the goal also gives

you the opportunity to identify the components of the goal, to get a

feeling for what is necessary for goal attainment.

The following is an example of the importance of goal analysis:

One ABE Leader decided that s/he wanted to "develop an orientation pack-

age for new Learners." If you think about it this statement may not

really say what s/he wants it to say. Suppose s/he really wants to have

an orientation package that is available for use by new students. Hir

first statement, "develop an orientation package," indicates a process ,

not the product (orientation package) which is the object of the goal.

While it is implied that "develop an orientation package" means to com-

plete something and to have a product, this is not always che clearest

way to express the need.

Consider that someone has already developed such a package. If

the above Leader's goal were truly to have such a package, it would re-

main to find out how s/he could have access to the one already developed.

This would save hir a lot of time. If, on the other hand, the Leader

wanted the experi ence of developing an orientation package, s/he should

say so: "I want to have the experience of developing an orientation

package for new Learners." The procedures involved in the above two goal

are very different.



136

Let's revise the above goal, "Have an orientation package avail-

able for use by new adult Learners," to something more precise. An

operationalization statement of the specified goal might look something

1 i ke this:

We want to have an orientation package available for new
Learners. This package must have a 6th grade level listen-
ing vocabulary, be audio-visual, not require any reading on
the part of the student, take between 10 to 20 minutes to
use, be capable of indepdent ur', and not require complica-
ted mechanics. The package should inform the Learner of the
following: what to expect from the learning center; what
kinds of instruction the Learner will be likely to get;
what kinds of materials will be used; what the intake pro-
cedure is like; and what cost - if any - to the Learner.
If there is not such a package available, then Mrs. Smith
has agreed to develop one and have it ready for the second
learning center session.

While it is very possible that the above goal could be further

made operational, we certainly have a clearer picture of what is wanted

than we did with the statements, "have an orientation package available

for new Learners," or"develop an orientation package." Appendix 4 con-

tains a self-instructional module that may be helpful in the goal analy

sis process. The module may appear lengthy at first, but if you take

the time to go through it, you may join others in considering it a

worthwhile exercise in clear thinking.

1.4 MAKE A GOAL STATEMENT

Having summarized activities to date and having completed the

first step in the PA process, "Set a Goal," you are now ready to make a

goal statement. Try to make your statement as clear as possible and

as workable or operational as possible. A suggestion is to use the fol

lowing criteria in making your goal statement:

Is your goal

:
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stated narrowly enough so that
or an entire needs assessment?

it is one goal, not three

realistic (no impossible dreams please)?,

stated clearly?, and most importantly,

By looking at your goal statement and it's qualifiers will
another person be able to tell what you are doing and’be able
to tell when you had accomplished your goal?

NOTE. Remember, to try to define something doesn't mean that
you destroy it; it means you are using an intelligent route to
get where you want to go.

You have now completed the first step in the PA process, "Set a

Goal. You might like to use a PA process form to record your progress.

You will find this form in Appendix 5.

2.0 DEVELOPING A PLAN

The second step in the PA design is geared to help you decide how

best to attain your goal. The components of developing a plan are:

determining an attainment strategy, assessing available resources, and

determining individual preference.

2.1 DETERMINE ATTAINMENT STRATEGY

In thinking through a previous exericse, goal analysis, you've had

a good start at determining a logical attainment strategy. The next

exercise, "determine attainment strategy," involves the identification

of the knowledge, skills, and/or abilities you will need to attain the

goal. List them, check those you need to develop, and put them in a

logical order. Now you have an idea of the order in which you will attain

your goal. At this point, an additional part of this exercise may be to

determine what part of the goal you want to work on first. Because some
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goals may require a huge amount of work, you may want to limit your-

self to just part of the goal to begin with. For example, you may

limit yourself to the first portion of your attainment sequence.

2.2 ASSESS AVAILABLE' RESOURCES

At this point, you not only have a goal and an attainment se-

quence, but you may also have narrowed down your goal even further. You

have yet to determine what tools you will use in your attainment strategy.

What you will use to help you follow the logical sequence you determined

above.

The next exercise will help with this problem. Here is where your

peers and administrators ) may be most helpful. For every part of your

attainment strategy, there should be a related resource(s). Ask help

in listing those available to you. For example, consider this particular

need: to "know what a 6th grade listening vocabulary is:" you may get

suggestions about available resources such as 1) an individual who

specializes in this area, 2) the name of a helpful book, 3) the name of

a local college course that would deal with this topic, and 4) an impend-

ing conference related to this topic. And don't forget your administra-

tor as a potential resource.

When you run into a problem with adequate resources, that is the

time to channel that need, through your administrator, to the state de-

partment or institution that could help you, either by referring you to

appropriate resources or developing those resources for you. Those

Leaders who are fortunate enough to have available the services of a staff

development resource person (either local or state, or regional can best

make use of that person at this time).
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2.3 DETERMINE INDIVIDUAL PREFERENCE

When you've collected as many suggestions as possible about re-

sources available to you, you are ready for the next exercise, "Deter-

mine Individual Preference." This is simply a matter of your choice,

based on your needs and wishes, of resources to use in attaining your

goal, i.e., you may be working toward a degree and want to use a college

course as a resource.

3.0 DETERMINING EVALUATION PROCEDURES

You now know what you are going to do and how you are going to do

it. Step three in the PA design, "Determining Evaluation Procedure,"

will give you an idea of how you will know that you've done what you

said you would do. There are four exercises in this step: determining

criteria, choosing an appraisal technique, scheduling appraisal sessions

and, most importantly, commiting yourself to the PA plan you've designed

3.1 DETERMINE CRITERIA

This exercise is designed to help you determine to what extent

you have to perform on the parts of your goal - to determine when enough

is enough. For each part of your attainment strategy, there should be

specified criteria. For example, if you had decided to take a college

course as part of your attainment strategy, the logical criterion may

be that you pass it. With your team, discuss and establish criteria

for each step in your plan. If you had chosen to read a book, it might

be decided that you need read only until your particular question is

answered. At any rate, you should get an idea of the quality you are

looking for in your staff development activities.
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3 . 2 CHOICE OF AFPRAISAL TECHNIQUE

With acceptable criteria established, you may then begin to

consider appraisal techniques: how will you and/or your team member(s)

know when you've done what you've set out to do and if you've met the

desired criteria? This exercise, choosing an appraisal technique, will

help you to do just this.

Discuss with your team the acceptable ways that you may demon-

strate attainment of your goal or goal components. These ways may in-

clude such techniques as self-report, team member report, actual demon-

stration, simulation, written work, supervisory report, and ABE Learner

report. Choose the one that most appeals to you.

3.3 SCHEDULING THE APPRAISAL SESSIONS

To date, you know what you'll do, how you'll do it, how well you'll

do it, and how you will demonstrate that you've done it. Now you need to

decide when you'll demonstrate that you've attained the parts of your

goal. This exercise, "Scheduling The Appraisal Sessions," is designed

to help you do that. Based on your choice of appraisal techniques,

your schedule, and other extenuating circumstances, set up a schedule

of appraisal sessions that is agreeable to you and to your team. For

the sake of simplicity, set up only three sessions at a time. This

scheduling makes it easier when making revisions in your plan. When

you have had one session, you can then set another session; at all

times, you will have three or less sessions planned in advance.

3.4 MAKE A COMMITMENTTO THE PA PLAN

You now have a complete plan for staff development. You know
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what you'll do, how you'll do it, how well you'll do it, and how and

when you'll knew that you've done it. Now all you have to do is DO IT.

This exercise, "Commitment to the PA Plan," is designed to help you

perform on your goal. This is the most important step in the PA plan:

the commitment to implement your plan.

To make a commitment, simply take the three sessions that you

specified in the above exercise, write out what you will do at each one,

and assign a date for each session. Sign the "contract," keep one

copy for yourself (so that you can remember what you're doing), and give

your team a copy. Now go ahead and keep your promises. (The role of

the team member(s) in this case is to care enough to ask for results.)

PHASE II : IMPLEMENTATION

1.0 DO IT & 2.0 REVISE IF NECESSARY

No plan should be set in concrete. If you find that things aren't

working the way you had planned, e.g., your resources fell through, or

you underestimated completion time, then change your plan. If you think

it is necessary, work out a revision with your team or present a revision

to them for their (hir) approval. Procede with your new plan.

This is the PA design in a capsule. The basic components of the

process have been outlined, but the actual implementation of them may be

entirely different. You may lump several components together, or you

may choose to implement one component in a very detailed manner. At any

rate, don't be surprised if you still feel alien to PA. The best way

to learn about it is to go through it. But before that, consider the

next section of this handbook, examples of PA application.
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PART THREE:

APPLICATIONS OF PERFORMANCEAPPRAISAL

The following are three examples of actual PA application. You

win see that, while it is not a paint-by-numbers experience, the basic

components of PA are present. The purpose of this section is to give

you a vicarious experience with PA for discussion purposes and in pre-

paration for your own use of PA. (see Figure one for outline of PA

design.

)

EXAMPLE I: ONE TO ONE

SETTING The first example took place in an ABE program that
serviced about forty functionally illiterate Learners.
Three Leaders were employed, two of these were certi-
fied teachers and the third was a paraprofessional

.

The paraprofessional reading aide, Aida, went to her
supervisor, Claire, one of the other Leaders; it
seemed that some of Aida's Learners were particularly
slow and required more drill than others.

SET A GOAL Aida wanted to learn another drill technique that she
could use with these slower Learners so that they
wouldn't be bored or self-conscious.

Method There was no need to decide how to set a goal, Aida
had already stated it; she had recognized a need.

Assess Need Already done above: Aida needed to learn another drill

technique.

Verify Goal Aida and Claire presented the goal to their adminis-

trator. He agreed that this skill, being able to use

two drill techniques instead of one, was indeed a func-

tion of a reading aide and would enable Aida to give

more valuable service. From the adult Learner (student)

point of view, if Aida were able to use two drills in-

stead of one, learning to read might be more fun.

NOTE: The above was decided in a period of a few minutes
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Figure 2
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Analyze Goal

State Goal

DEVELOP A
PLAN

Strategy

Resources

Individual
Preference

Claire and Aida determined that the goal involved
the following knowledge components: 1.) drill
technique(s) appropriate for beginning readers,
2.) the basic components of one technique. They
also determined that the goal involved the follow-
ing skill components: A.) the determination of
when to use a second drill technique, and B.) the
actual use of the second drill technique.

NOTE: With different individuals involved, other
items may have been highlighted, e.g., the ability
to appear relaxed while working on drills with
Learners.

After working through the above exercises, Aida and
Claire felt comfortable with the following goal
statement: Aida will be able to use two reading
drill techniques with Learners when appropriate
for her to do so.

Aida and Claire decided that Aida would attain her goal
in the following way:

1. Investigate at least three drill techniques that
would be appropriate for beginning readers.

2. Choose one technique that seemed best for her.
3. Learn the basic components of the technique.
4. Try out the technique with a friend.
5. Find out when to use the technique.
6. Try out the technique with a basic reading Learner.

Claire knew of a teacher in another program who was a

specialist with basic readers and would most likely
have a number of drill techniques that she could demon-
strate. The teammates, Aida and Claire, also went to
their administrator and another Leader to get additional
suggestions about possible resources for Aida. They were
given the name of a book on reading drills and information
about an impending reading conference in a nearby city.

Aida decided that she would like to work with the spe-

cialist mentioned. She didn't have the time or the money
to attend the conference, and she didn't feel that she

could learn easily from a book.

NOTE: If the specialist were not available, then Aida

would realistically have to choose from existing re-

sources or keep digging for others that appealed to her.
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DETERMINE
EVALUATION
PROCEDURES

Criteria

Aida and Claire decided that they would use the follow-
ing as criteria of success with each component of the
attainment strategy:

Attainment Strategy Criteria for Success (be able to:)

1 . Investigate 3 drill techniques 1 . Describe three techniques.

2. Choose best one 2. Tell why it's best

3. Learn basic components 3. Recite basic components

4. Try out technique with a friend 4. Proceed without halting

5. Find out when to use technique 5. Relay three situations when the

6. Try out technique with a basic
reading Learner 6.

use of a second reading drill
technique would be appropriate
Complete drill in manner prescribed

Choice of Aida and Claire decided that steps 1 and 2 of the attain-
Appraisal ment strategy would be appraised by self-report; step 3

Technique by written report; steps 4 and 5 by self-report; and step
6 by actual demonstration.

Scheduling Aida and Claire drew up the following tentative appraisal
Appraisal session schedule:
Sessions

Session Step(s) Session Date

1 1 & 2 4/5/74 (Two weeks from today)

2 3 4/12/74 (Three weeks from today)

3 4 4/16/74 (Three and one-half weeks
from today)

Commitment Aida wrote out the following contract:
(Both Aida and Claire signed the contract)

PERFORMANCEAPPRAISAL CONTRACT

GOAL: Use a second reading drill technique with basic readers when appro-

priate, e.g., when a first technique doesn't work or the Learner needs a

great deal of drill

.
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Enabling Activity Exit Activity

1. Investigate three drill Tell Claire what
techniques with Mrs. Brown, those techniques are
reading specialist.

Consider the best one
me.

2. Learn basic components
chosen drill technique

Tor Tell Claire why I

think it's best.

of Write them out and
give to Claire.

3. Try out technique with
a friend.

Tell Cl ai re of this
experience.

Target Date

4/5/74

4/12/74

4/16/74

Signed

IMPLEMENTATION In implementing PA, Aida found that she hadn't given her-
self enough time. The reading specialist with whom she
was working wanted her to watch several techniques being
used with Learners. This schedule posed some problems.
The result was to extend the time necessary for the first
enabling activity. Aida rescheduled the first appraisal
session, at which time subsequent appraisal dates were
adjusted.

Otherwise, Aida attained her goal with no problems.
When Aida had completed all of the contracts in relation
to her goal, she and Claire had a "contract burning"
party; they went out to lunch.

Aida then began working toward another goal and sub-
sequently served as a resource to other Leaders in the use
of her newly acquired skills.

EXAMPLE II: SMALL GROUP

SETTING Another example of PA in Adult Basic Education was in a

full-time learning center which employed approximately
ten full-time professionals and paraprofessionals. The

center services about 300 Learners a week, is open ten

hours a day, and, while there are a few supplemental

classes, the center focuses on individualized learning.
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Of the staff members who volunteered for partici-
pation in PA, four were selected on the basis of their
similar schedules. One of these four was a parapro-
fessional, two were certified teachers, and the fourth
person was an intern teacher from a local college. These
individuals worked both in the class environment and
on an individual basis.

This team of staff members worked with PA for approx-
imately 2 to hours, once a week, for five weeks.
The following is an indication of how this particular PA
team worked through the PA design.

SET A GOAL

Me"thod No one of the four staff members in the PA group could
think of a specific need at that particular time. They
were not sure whether they wanted to work out individual
programs or whether they wanted to work on a group pro-
ject. Because the competency-check list was not availa-
ble to them, and because the ideal performance analysis
intrigued them, they decided to take the third suggestion
of setting a goal--ideal performance analysis. They also
indicated that they would appreciate the time to communi-
cate with each other and were looking forward to exploring
problems and solutions.

Ideal Perfor- The first step in ideal performance analysis is to generate
mance Analysis a picture of what the staff members should ideally be doing.

The team members used a helpful technique (walkthrough
technique. Appendix 3 ) to describe their concerns for
their center and their activities. The following is the

result of that session. You will note that there appears
to be little attempt to be specific. The PA team sugges-
ted that these ideas would help to make their center more
"ideal".

teach meaningful courses
coordinate "like-problem" groups (temporary)

counseling (referrals)
community action work
outside activities (films, etc.)
activity nights (evening use of the center)

get rid of carrels and replace with comfortable seats

integrate civic education students

advertise (recruitment)
re-evaluate and get rid of machines that do not work

eliminate "deadwood" students*

NOTE:* In context, this was interpreted to indicate those students who

were not making any attempt at academic progress. Here is an example of

the thinking that this particular technique, ideal performance analysis,

could stimulate: if this item, "deadwood students", were identified as

a priority item, there would be discussion and possibly additional pers-

pectives on the topic. The result might be the expansion ot the c
^

r
^

1_

culum to include objectives which might meet needs of "deadwood students
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active bulletin board listing weekly activities
more students teaching classes

These suggestions may not make much sense to you, par-
ticularly out of context. But at the time, they had
special meaning for the PA team.

Assess Need The next step in the ideal performance analysis pro-
cess is to narrow the list generated in the previous
step. At this stage, the items are clarified if nec-
essary. For example, in the above list, those com-
ments in parentheses were clarifications.

Whether the staff development program is intended
for a group or for an individual makes a difference
in how to go about needs assessment. This team decided
to develop a staff development program for each indi-
vidual in the group. They realized that it would take
longer, but they were willing to invest the time to meet
their respective needs.

Each team member chose one area in which s/he was
particularly interested. It's good to remember at this
point that a need may be something you already do well,
but would like to develop further. The areas chosen by
this particular group were 1) counseling, 2) integrating
civic education, 3) teaching meaningful courses, and
4) community action work.

Because four individual needs were identified, the PA
team had to determine which program they would work on
first. It was a quick decision to work on the first
area, counseling, because of the commonality of interest
in that area.

Verify Goal Following the PA design, the team next proceeded to

validate the need for an administrative and from a Learner
(student) point of view. The administrator was included
at this point and asked if, in her perception, there was

‘ any conflict with institutional goals. She could see no

conflict*. With the administrator still present, the staff

development team then looked at the need from the student
point of view. If the staff member worked toward this par-

ticular goal, how would the ABE Learner be affected: It

was determined that, as a result of the staff member
meeting hir goal, the ABE Learner would have an increased

sense of where to get help with problems. This outcome

was determined to be worthwhile.

NOTE: *The administrator did mention that if the team had presented the

goal relating to community action, she would have to override the sugges-

tion. The administrator felt that community action was not within the

scope of the center goals. The administrator, in the last analysis res-

ponsible for the proqram, should have the prerogative of setting para-

meters for the staff development activity within the center.
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Analyze Goal Next the team worked on a further definition of
"counseling" as it is used in this particular con-
text by this particular team. The point here is to make
the goal operational, usable.

In the original list, "counseling" was determined to
mean skill at referring students to sources of help. At
this later stage, "counseling" was further defined
(again the walkthrough technique was used):

directing people
revising information
finding out what

;
~ople need

fol 1 ow-up
sharing with other agencies and staff
know the agencies we are dealing with
be familiar with client's case history
do not divulge personal information
do not give the wrong information
find the answer if you do not know it
do not glamorize a solution to a problem
talk only about the things you know
refer student to someone else if you do not

know about what you are talking.

In looking at this list, we can say that it contains some
pretty fuzzy items or concepts; it's not really clear
what is meant, even among the team members.

In analyzing the above definition, the team considered
each definition item. They decided that the first item,
directing people, was a global as was the term counseling
and so it was eliminated from the list as not being help-

ful to the definition.

The next item, finding out what people need, stimulated
the following areas of need:

discrimination
inquiry about jobs for minors (under 16)

veterans benefits
housing
borrowing money
help for children (child care)

training opportunity
money for further education
employment opportunities
citizenship information
tutori ng
welfare benefits
alternative schools
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The discussion raised the question of "How will you
find out what people need?"- It was decided that the
student would take the initiative; s/he would make hir
needs known, e.g., by coming in early, remaining after
scheduled learning activity, talking with the staff
person during the learning activity”, or calling on the
phone. The team came to a consensus that the learner
will come to you only if you are a certain kind of person
and the learner feels s/he can talk to you. A prerequi-
site to this is being that certain kind of person and
then knowing how to help.

At this point, we see a flange in direction: the above
discussion led to the decision that to describe the help-
ing personality as specific to the center would be the
most valuable activity for the team.

NOTE: This is an illustration that growth and development
through teamwork can result in change in direction.
Flexibility to accommodate these changes is important.

Because of this change in direction, the team decided,
at this point, that they would define the Helping Per-
sonality as specific to their environment.

They used the "Operationalization of Fuzzy Concepts Pro-
cess (OFCP)" (see Appendix 4). The following is the re-
sult of that process:

THE FUZZY CONCEPTPRESENT

says hello when sees the student
says goodby when sees hir leaving
smiles easily'
sits and chats with people
remains available during work time
keeps promises to students
carries out solutions to problems as quickly as possible

is sensitive to people who look troubled and asks if s/he can be of

assi stance
talks to someone who appears to be disoriented

moves around, doesn't stay in one place

is pleasant looking
knows enough about the center operations to answer questions

likes to listen to students
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laughs and jokes about students to other students or staff
monopolizes the phone
talks about one student to another behind the other's back
has loud and harsh voice
has pained look on face
talks to people only when absolutely has to
looks sloppy
uses street language
talks down to students
plays favorites with students
does not have professional manner and bearing
disappears into the office and does not come out
ignores students
uses the machines to get students off his or her back
blows smoke in students' faces
if does not know the answer to something, says "I don't know" and makes

no attempt to find out
makes the student feel that s/he is in the way
always seems hurried and anxious to get away from the student
scowl is typical expression
answers questions with little interest
treats most situations as jokes and therefore embarrasses people
breaks up groups of people thinking they are not productive
complains a lot

NOTE: The team adapted the OFCP. They used the walkthrough technique and
created a group list rather than individual ones.

The PA team went back over the list and considered each
item, noting those that were still fuzzy and those that

were controversial. After a good deal of discussion, this

review resulted in the generation of a "helping personality"

definition. For example, there was a lengthy discussion

about what the helping person should look like. The final

consensus was that dress and style did not matter if the

person was clean. Before this conclusion was reached, how-

ever, there seemed to be a great deal of personal reflec-

tion and learning going on. Their final definition of the

Helping Personality will appear at a later stage - evaluation.

Goal When it came to making a goal statement, it was clear that

Statement there would be another change in direction. Initially the

team members were going to work out individual programs

for each member. Now, it was decided that every one should

have, and could continue to develop, the Helping Personality.

They determined that they would all work toward this goal -
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DEVELOP A
PLAN

Strategy

Assess
Resources

Determine
Individual
Preference

DETERMINE
EVALUATION
PROCEDURE

Criteria

Choose
Apprai sal

Technique

to have a helping Personality as defined below:...

NOTE: Definition omitted for sake of space, but in
eluded at a later stage, evaluation.

The PA team decided that, in general, they all knew how
to be a helping person; it was just a natter of being
one, of managing their behavior so that they used more
helping personality behaviors. Therefore, it was decided
that role-playing would be the most appropriate strategy
for the team to learn to manage the behaviors related to
having a Helping Personality. They would role play each
part of the Helping Personality definition.

The team decided that they had adequate resources among
themselves, but would benefit from having one or two
Learners (adult students) in on the role playing.

NOTE: At this point, the team informed their administrator
of the changes in direction. She appeared totally elated
at the results of the team efforts.

Not necessary in this case

The Leaders on this staff development team outlined the

Helping Personality definition and decided that they would

rank themselves on each component. They set an average

minimum acceptance of 2 (on a scale of 1 to 5, "2" indi-

cated "most of the time"). See Figure 3.

The PA team chose observation of actual performances as

their appraisal technique. At first they said they would

self-report, but then it was decided that a second party ob-

server might see things that would otherwise be missed.
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Schedule
Appraisal
Session

Commitment

IMPLEMENTATION

SETTING

An appraisal schedule was set up so that, one at a time,all team members would have a chance to observe eachother for 15 minute periods. each. They would note
1) Positive behaviors (e.g., saying ’•Hello"), 2) nega-tive behaviors (e.g., laughing at a Learner in a mali-
cious way), and 3) omitted beha;iors (e.g., failing tonotice a Learner who needed help. In addition, the
team agreed to allow time after each appraisal session
for the person being observed to make an input on the
appraisal. This input was to be considered of equal im-
portance in the overall evaluation. For example, if a
team member observed hir colleague slapping a Learner on
the back, the colleague hould have the opportunity to
say that the particular Leader - Learner relationship
warranted that behavior, if that, in fact, were the case.

NOTE: The success of this observation technique depends
on the interrelationships of the group. It is not meant
as a research project, but as a way of giving the staff
members some feedback about their behaviors.

A contract with a general schedule indicating roleplaying
and appraisal sessions for a one week period was drawn up.
All team members signed it and each kept a copy.

Something strange, but not necessarily unexpected, happened
before the PA team was able to implement their plan. The
administrator of their center took another job. Her
replacement showed very little interest in the staff de-
velopment project in progress. The PA team felt very
threatened by the whole experience under these new cir-
cumstances; they chose to abandon the PA project.

EXAMPLE III: PROGRAMWIDE

The third example of PA use occurred in a small center
employing about ten Leaders and servicing about 150 non-
english speaking Learners. In this case, the administra-
tor wanted to be integrally involved in staff development
with his staff. He arranged for a total shutdown of regular

school operations for four hours one day a week for the

duration of this particular staff development project.



154

FIGURE 3

1 . All the time
2. Most of the time
3. Often
4. Rarely
5. Never

THE HELPING PERSONALITY

The staff member:

-says hello when he sees the
student

-says goodby when the student
leaves (if he sees him)

-sits and talks with students

-asks if he can help people who:

-throw pen or pencil on table
-slam book
-throw head back and look

at the ceiling
-put head on desk
-squirm
-sigh
-cover head with hands
-shake head
-look around
-sit and stare
-look puzzled
-frown
-complain
-repeat same material
more than twice

-gives students a chance to respond
when speaking to them

-moves around; doesn't stay in one
place for longer than fifteen minutes

Rank Your Performance

OBSERVATION12 3 4

-is able to answer nine out of ten

questions about the Center's opera-

tions
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)

-does not mock students

-stays on the floor and is availa-
ble to students during working
hours •

-keeps commitments to students

-doesn't have offensive smell due
to body odor, bad breath or dirty
clothes

-does not use the phone for per-
sonal calls longer than five
minutes

-does not gossip (malicious or
purposeless talk) about one stu-
dent to another student or staff
member

-does not talk in sing-song voice

-does not speak in the collective
"we"

-does not ask rhetorical ques-
tions when the student really
has no option:

e.g.. You don't mind if we take
your picture for our booklet, do
you?

You don't mind if we use you as a

case study, do you?

-uses vocabulary that is geared
to the listener

-makes eye contact when talking
with and listening to students

-makes future arrangements for

talking to students when the pre-

sent time is inappropriate because
of other responsibilities
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)

-adjusts vocabulary if student
shows signs of not understand-
ing, such as:

a blank, shocked, perplexed
look

-does not blow smoke in the stu-
dent's face

-refers the students elsewnere, or
finds out when he doesn't know the
answer to a student's question

-does not treat situations as a

joke or give sarcastic responses
to students

-does not break up groups of people
if they are not disturbing others

-does not complain publicly

-smiles easily
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This PA team, ten staff members, including the ad-
ministrator decided that they would work on one staff
development program that would meet the needs of the
staff in general. As in the previous example, this PA
team also chose the Ideal Performance Analysis as a
method of goal setting. The following was the result
of that exercise:

telephone interruptions*
same levels that can't meet together
Friday chaos
Jose' better used
more involvement with what Anne is doing
workshops
filling out afternoon classes*
more film strips
field trips
stability of teachers*
substitutes*
defining whom to teach*
better (more) curriculum
standardized curriculum
more knowledge of what others are doing
more positive reinforcement from up above*
released time*
air conditioning*
hot water and aspirins*
curtains*
roach spray when there are no classes*
coping with noise
community (center) projects
provisions for child care*
better response from social workers
better student motivation
record player*
extension cord*
having George here more regularly
better knowledge of practical linguistic sequencing
more resources to draw on (staff development resources)
less interference while teaching
more variety of what goes on in classroom
someone who knows how to teach reading*

lesson plans (creating units)
equalizing work environments*
dealing with lack of continuity
breaks too long

NOTE: indicates an item later determined to be an administrative, rather

than a staff concern.
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reading institute*
utilization of volunteers
utilization of aides
petty cash fund*
use of students as aides
better communication with social workers
follow up on students in jobs*

Aftergenerating this list, the staff then went back
and differentiated between staff development goals
and administrative goals. The administrative goals,
those with the asterisks, were then eliminated from
the list in consideration. However, it should be noted
that a by-product of this exercise was a list of needs,
very useful to the administrator.

Assess
Needs

From the remaining items relating to staff needs, the
staff was asked to give a rank to those that were of
greatest concern to them individually. They each
selected five items of importance to them. The indi-
vidual lists were combined to identify the items of
greatest concern to the group as a whole. From the re-
sulting five items, the group voted on the one that
they would like to work on. The result was a decision
to work on the development of a new curriculum for the
center.

Verify
Goal

The verification process occurred during the above de-
cision-making.

Analyze
Goal

The PA team visualized their curriculum in handbook
form and specified the table of contents in an attempt
to analyze their goal

.

Goal
Statement

The goal of this particular staff development team was
to have available a new curriculum that would meet the

special needs of the Leaders and Learners at the center,

(Also included in the goal statement was the outline of

the proposed curriculum)

DEVELOP A
PLAN

Determine
Strategy

It was decided that the staff development team would

attain their goal by having regular working sessions,

working on individual projects on personal time, col-

lecting and studying other curricula, and requesting

help from the state department of education.
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Assess
Resources

Determine
Individual
Preference

DETERMINE
EVALUATION
PROCEDURE

IMPLEMENTATION

The state department of education personnel were con-
tacted regarding curriculum development guidelines and
existing curricula that would be of help to the PA team.

Within the larger goal, individual staff members had
the opportunity to select components of interest to them.

This particular PA team chose not to address this step
of the PA design. They felt that the finished pro-
duct would be evidence of completion, and that the in-
dividual learning tha + would occur as a result of in-
volvement in this project would not be easily measured.
They felt that the greatest benefit of the project
would be the sharing that would go on among the staff
members.

NOTE: Perhaps their goal should have been to have more
knowledge of what others are doing and to demonstrate
that knowledge in the creation of a new curriculum.

However, they did set up a schedule and a projected com-
pletion date.

The PA project became an exciting part of the center
functions. As expected, the staff was more appreciative
of the opportunity to share experiences and techniques.
Most of these sharing sessions became documented in the
curriculum handbook that was produced. The handbook was
reproduced at the state level and made available to

other similar programs.

It is noteworthy that, about half-way through the project,
the staff was asked to comment on the PA project, the

curriculum development, and the PA design itself. A

resentment about the process used to determine the goal

of the staff development surfaced at this time. It seems

that the voting process undermined the wishes of a few

individuals who did not want to develop a curriculum , but

wanted to learn techniques that would be useful to them

in their work. They felt they had been pressured into

accepting the curriculum project because that was what

the administrator wanted. These individuals also ad-

mitted, however, that they did have the opportunity to

learn new techniques in the process of developing the

curriculum.
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Administrative goals

a larger budget for audio-visual
equipment and materials

a new learning center

a larger staff

a larger budget for learning
materials

Staff goals

the ability to use audio-visual equip-
ment and materials efficiently

th° ability to use the learning en-
vironment effectively

the ability to coordinate staff ef-
forts

the ability to create learning ma-
terials to meet individual needs

These goals are all very fuzzy and are bound to mean different

things to different people. While they are a starting point, they, like

most goals, need further qualification.

The important point to be made here is that staff members should

recognize what is and what is not within their power to change. While,

in many cases, the staff may have a great influence on the administrator

and what s/he is able to change, there are certain concerns that are

most appropriately left to the administrator.
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Competency Check-List (Mocker, 1974)
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APPENDIX THREE

IDEAL PERFORMANCEANALYSIS AND THE WALKTHROUGHTECHNIQUE
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IDEAL PERFORMANCEANALYSIS

There are two parts to the Ideal Performance Analysis, genera-

ting a description of the ideal situation, and doing a needs assess-

ment. To do part one, first imagine what the ideal situation would

be. For example, if you work in the secretarial section of a techni-

cal school, you might ask, "If every one here were doing the best

possible job, what are the kind of on-going things that would be seen?"

Use the walkthrough technique, described in the following section, to

facilitate this description. You may also want to generate a separate

list of what is not part of an ideal situation. This second list may

help you to identify additional descriptors for the ideal situation.

(see Appendix Four, making a goal, operational for an explanation of

this step). Work until you have a suitable description of the Ideal

Performance.

You now have to focus on one area of the list you generated

above. The problem is, how? You could do this by identifying those

areas that you think should be developed. Remember, a need does not

have to reflect a deficiency; it may also reflect a strength that would

be beneficial to further development. From this list of needs, or needs

assessment, you will focus on one specifically appropriate area of need.

If you are in a group and are planning to do a group staff de-

velopment project, you could identify that specific area of need by

using group consensus to select three to five areas and then putting

those areas in priority order. One danger here, as with any voting
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procedure, there is a possibility that someone will feel stampeded

into something by the group.

If you are wording on an individual project, it is not as com-

plicated as above. Simply review the parameters, e.g., available re-

sources, finances, time, and review the circumstances, e.g., immediacy

of need, degree of interest, and then make a selection.

THE WALKTHROUGHTECHNIQUE

Have you ever been given a task, as a group, and not known where

to begin? If so, there is an easy solution: just begin - anywhere.

The walkthrough technique is a way to start. It is a group technique

that encourages cooperative interaction, is relatively non-threatening,

is task oriented, makes efficient use of time, and can be used in a

wide variety of situations. More specifically, the walkthrough tech-

nique is a way of getting a lot of thoughts on paper in a short period

of time. These thoughts can then be streamlined anc clarified accord-

ing to your needs.

There are some basic rules of the walkthrough technique: no one

is ever wrong; every one has the right to express an idea whether it's

a good one or not; no one owns an idea (it really doesn't matter about

the source of an idea except for clarification); no one is pressured

to contribute, and style of expression is not important.

There are three categories of participants in the walkthrough

technique: first, the group, the individuals who are concerned or in-

volved in the task at hand, second, the recorder, who records the group's

comments (it is recommended that this role be rotated several times
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during the course of the walkthrough technique so that the recorder

may fully participate also), and last, the facilitator, whose task

is to keep the group task-oriented and to encourage the group to follow

the rules.

There are three steps to the walkthrough technique: 1) get the

ideas out until there areno more, 2) clarify the ideas if necessary, and

3) reorganize the ideas to suit your ..jrposes. Once you have decided

what you are trying to do, you can begin step one - getting the ideas

out. The group should be arranged in a circle or semi-circle. Explain

the task at hand, e.g., "Stating a philosophy of your ABE center," arid

ask people to consider the problem. Then, starting with one person,

each person in the group has the opportunity, one by one, to make a

comment. The comment needn't be a complete sentence; it may be just

a word. The recorder writes the comments on a blackboard or other

writing surface that all can see. Number the comments. If someone

doesn't have anything to say when it becomes hir turn, they may pass

until the next time. There is no discussion of any comments at this

stage; the facilitator's role is to remind the group of this when

necessary. When everyone passes, you can ask for any last comments

and then close the step one phase.

You now have a number of comments about what the philosophy of

your ABE center should be. The next step is to try to clarify this list

if necessary (it usually is). Take each comment and consider if it

generally means the same thing to the persons in the group. You can do

this by having someone interpret the comment. If the group generally

agrees to the interpretation, you can consider it sufficiently clear,
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If not, open discussion on what the comment means. Of course the in-

dividual who made the comment in the first place will be helpful in

this. Also check to see that the comment really does relate to the

task at hand. As you go along, you may find duplications; you may

eliminate these. Continue clarifying the complete list.

You now have a list of comments that have pretty much the same

meaning for members of the group. SL~p three involves the reorganization

of these comments to suit your purposes. After working with the list,

a classification system may become apparent. Fit all the items of the

list into the classification system which makes sense. What you have

now should look like an outline - the outline of your philosophy of the

ABE center, or whatever else you are working on.

You are now finished with this phase of your task; you have

generated and documented a group feeling on the task at hand. Now

all that remains is for someone to work up a draft from the results

of the walkthrough technique.
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CHAPTER VI:

SUMMARY, CONCLUSIONS, AND IMPLICATIONS FOR FURTHER RESEARCH

SUMMARYAND CONCLUSIONS

It is the purpose of this study to conceptualize a system to aid

Adult Basic Educators in the design and management of their own staff

development programs and to develop a related handbook entitled: Per-

formance Appraisal: Staff Designed, Staff Managed, Staff Development

in Adult Basic Education. Performance Appraisal (PA) is a process which

emphasizes staff decision-making skills and staff management skills in

relation to the staff development program. PA also emphasizes Adult

Basic Education (ABE) staff behavior change in the field setting. The

goal of PA is the creation of a staff development program that is res-

ponsive to individual staff needs.

There were two specific purposes of this study: First it was

the purpose of this study to strengthen in-service training opportunities

in Adult Basic Education by using a needs assessment methodology to pro-

duce staff development-related materials which would be responsive to

the ABE staff needs. Secondly, it was the purpose of this study to

strengthen in-service training opportunities in Adult Basic Education

by using techniques of formative evaluation for purposes of decision-

making in relation to revisions of a product: the Performance Appraisal

handbook. These purposes were met by the development of the PA hand-

book. This development comprised three stages: (1) the generation of

objectives for the PA guidelines, (2) the field-testing of the PA guide-

lines, and (3) the revision of the handbook containing the PA guidelines.

First Purpose: To strengthen in-service training opportunities in
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ABE by using a needs assessment methodology to produce staff develop -

ment-related materials which would be responsive to the ABE staff needs .

Relating to the first purpose, data about ABE staff development needs

were collected in four ways: personal interview, mail survey, analysis

of documents and Questionnaire. These data were used to produce ABE

staff development materials; namely, the Performance Appraisal handbook.

PERSONAL INTERVIEWS . The personal interview technique has been

used to collect data for purposes of refinement of the PA objectives.

Prior to this study, basic ideas had been formulated as a result of dis-

cussions about ABE staff development needs with ABE Leaders, Learners,

and administrators. At one stage, during the course of this study,

these basic ideas, having been formulated into general objectives for a

staff development design, were discussed with ABE Leaders, administra-

tors, and graduate students of ABE. Such discussions provided direction

for refinement of the objectives.

At another stage, the above refined objectives were field-tested

and, in an additional series of personal interviews with field-test par-

ticipants, still further refined.

MAIL SURVEY. Data were also collected via mail survey. During

the first stage of PA development - the generation of objectives for the

PA guidelines - personnel in fifty state departments of education were

surveyed to identify currently used staff development handbooks and/or

staff development models which focused on ABE staff behavior change in

the field setting. Of the thirty-one states responding, two reported

having a' handbook for staff development and four states reported having

a model for staff behavior change in the field setting. Review of these
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materials documented that some ABE professionals throughout the United

States are thinking in terms of the ABE staff member's needs, the con-

tinuity of the staff development program, the practicality of the

staff development exercises - namely realistic, attainable goals which

are related to desired competence -,a degree of staff control over

staff development activities, and staff development that will actually

make a difference in what staff member^ do in the field.

DOCUMENTANALYSIS . Data were additionally collected, in relation

to the first specific purpose of the study, by analyzing final reports

of the ten HEW Regional Adult Education Staff Development Projects,

Fiscal year 1972 - 1973. This data collection occurred during the first

stage of development of the PA handbook. This first stage was the gen-

eration of objectives for the PA guidelines. Analysis of the data

showed a trend of granting responsibility for staff development to those

ABE personnel closer to the local level than to the national level.

Rather than the implementation of national institutes characteristic

of ABE staff development prior to 1971, the regionalization of staff

development, as implemented in the HEW Staff Development Projects, in-

volved regional, state, and even local ABE personnel.

QUESTIONNAIRE. The questionnaire technique was another method

of data collection. The questionnaire was designed to measure the pre-

disposition of the PA field test groups toward the six basic activities

characteri sti c of PA. This questionnaire was administered, prior to PA

field testing, to the two field test groups: one group of three indivi-

duals, and one group of eight individuals.

The PA field test group considered the basic activities related to



173

PA to be interesting, important, practical, non-threatening, effective,

pleasant, and unique. These basic activities related to the use of PA

are: (1) working on staff development needs that you have decided are

important for you, (2) helping fellow staff members in their program of

staff development, (3) working in a small group (5 or less), (4) design-

ing your own program of staff development, (5) having fellow staff mem-

bers help you to set staff development goals for yourself, and (6) demon-

strating for your fellow staff members that you have attained your staff

development goals.

While the PA field test groups considered these basic activities

to be interesting, important, practical, non-threatening, effective,

pleasant, and unique, they did not consider them to be simple. This in-

formation provided entre' to the use of the PA handbook. In this way,

the PA field test groups were given direction for implementing the six

activities to which they were positively predisposed, as was determined

by the questionnaire.

In the above examples, the following themes emerged from the data

collected: ABE staff development should be responsive to the needs of

the ABE staff; ABE staff development should make a difference in what

ABE staff do in the field setting; there is a need for continued oppor-

tunities for ABE staff development; there is a need for relevance of the

staff development activity; it is appropriate for ABE staff to be involved

in decisions about staff development; and it is appropriate for ABE staff

to use each other as facilitators of the staff development process.

In summary, the use of needs assessment methodology provided clear

direction for the development of a product designed to be responsive to
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the needs of Adult Basic Educators.

Second Purpose: To strengthen in-service training opportunities

jn_ Adu1t Basic Education b.y using techniques of formative evaluation for

purposes of decision-making in relation to revisions of a product: the

Performance Appraisal handbook . In relation to the second specific pur-

pose of this study, data were collected during the third stage of PA

handbook development - the revision of the handbook containing the PA

guidelines. The questionnaire technique was used in this case.

First drafts of the PA handbook were submitted to ten ABE staff

development experts, namely the ten HEW Regional Adult Education Staff

Development Project directors. These experts were asked to read the

handbook and to respond to a related questionnaire. The questionnaire

dealt with the usefulness of the handbook as defined by clarity, complete-

ness, cosmopolitan nature, anticipated use, and relative value; this sur-

vey instrument also afforded the evaluators the opportunity to make con-

structive statements regarding possible changes in the handbook. The

questionnaire used the Likert scale technique to collect data relating

to the usefulness of the Performance Appraisal design, and also collected

data relating to directions for revisions, terminology used, and basic

assumptions of the Performance Appraisal design.

On a scale of one to five (one representing positive predisposi-

tions and five representing negative predispositions), the respondents

generally found the PA design to be useful, according to the criteria

outlined above. In analyzing data collected, attention is directed to

seven areas for purposes of possible revisions of the Periormance

Appraisal handbook.

On the basis of the questionnaire data, the PA handbook has been



175

revised in the following ways: (1) additional emphasis has been placed

on the role of the administrator in the ABE staff development process;

(2) the terminology has been clarified; and (3) explanatory material re-

lated to the Appendices has been included in the text. The first item

, represents a substantive change and the latter two items represent tech-

nical changes.

There are two important outcomes of this study: (1) based on

data gathered, in the two PA field test groups (N=2), the administrator

appears to have considerable influence on the outcome of the staff de-

velopment program; and (2) the guidance of a staff redevelopment re-

source person ir the design and management of the staff development

program is desireable for the success of that program. The first out-

come was identified during stage two of the PA development - the field

test of the PA guidelines; the second outcome was identified during the

third stage of the PA development - the revision of the PA handbook.

In summary, the use of formative evaluation procedures resulted

in a product that, except for three suggested revisions, was considered

to be useful to Adult Educators by Adult Basic Education staff develop-

ment experts (the ten directors of HEW Adult Education Staff Develop-

ment Projects).

IMPLICATIONS FOR FURTHER RESEARCH

This study, its findings, and the questions it raises, have several

implications for further research. These implications comprise the follow-

ina categories: the PA design; the use of the handbook format as a delivery

mechanism, ABE staff predisposition to staff development, and strategies

for change in Adult Basic Education.
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T he Performance Appraisa l Design . There are implications in

this study for further research of the administrator involvement in the

ABE staff development process. As previously noted, one of the major

outcomes of this study was that the role of the ABE administrator

appeared to impact the results of the PA field test groups' staff de-

velopment programs. This outcome should be further investigated. If,

in fact, the results - the success or failure - of the staff development

effort depends on the posture assumed by the ABE administrator, this

finding would have serious implications for any staff development effort.

These questions should be answered: Can a staff development program be

successful without the support of the ABE administrator? If the success

of the staff development program is contingent on a specific posture taken

by the ABE administrator, what is that specific posture?

In addition, and along these same lines, this study found that a

staff development resource person would be a desirable addition to the

staff development program. Further research questions could address

these questions: What is the importance of the staff development resource

person to the success of the staff development effort? What relation-

ship to the ABE center should the staff development resource person have?

What specific skills should the staff development resource person have?

Because of the limited field testing in this study, (i.e., two

field test sites) a total of eleven persons, the PA design should be fur-

ther field tested. The results of this study suggest that, given the

support of the ABE administrator, PA is a useful design for staff develop-

ment. Further research is necessary to coroborate this as well as to

address the following questions: Are all parts of the PA design necessary
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Are all parts of the PA design effective? How could the procedures

outlined in the PA handbook be improved? What would happen if an en-

tire school district adopted the PA design as a way to implement staff

devel opment?

One part of the PA design is to verify a staff development goal

by conferring with the administrator and also by considering the eventual

benefit to the ABE Learner. This latter step could be experimented with:

Is it necessary? Should the ABE Learner actually become part of the

goal setting process? Would the ABE staff respect the input of the ABE

Learner? Would the input of the ABE Learner be useful?

The PA handbook currently contains general guidelines for design-

ing a staff development program. Perhaps more specific guidelines would

be helpful, particularly for those uninitiated in the staff development

experience. Could the PA handbook be improved by giving users the option

of using general and/or specific guidelines?

If an entire school district were to adopt PA as a way to imple-

ment staff development, on what criteria should PA teams be formed?

Should teams remain permanent or should the team composition be periodi-

cally changed? What would be the threat factor if PA were to be used

in an elementary or secondary school?

Additional implications for further research related to the PA

design include the comparison of the PA design with other models of

staff development. Is the learner-centered model superior to other

models of staff development? Is the PA design for staff development

superior to other learner-centered models of staff development?

Regarding the use of Performance Appraisal in areas other than



178

in Adult Basic Education, a most recent statement of relevance to

this study by Hirschowitz (1975) indicates that, "The staff development

program should be based on adult learning models. Adults learn by

collaborative problem solving, reinforcement of successful 'trial and

error' efforts by peers and consumers, and by initiation and indentifi-

cation. They learn from suitable role models. Adults learn best when

they want to, not when they are forced to. They learn by process of

active tasting, digestion, and assimilation of new information and

knowledge. Learning should combine new ideas with opportunities to prac-

tice them. The program should incorporate application exercises, and

participants' field experience should be presented and discussed by

the 'case method'. The guiding principle is that 'Learners hear, and for-

get, see, and remember, do and understand' (p. 212)." The Performance

Appraisal design encompasses the above ideas and may be appropriate in

other fields of adult learning. There are implications for further re-

search in testing the effectiveness of the PA design in other areas of

teaching training, as well as in other areas of training in general, for

example, industrial training, and the ABE classroom itself.

Current technology and societal changes frequently necessitate

job re-training, ranging from routine re-training to total career changes.

How would PA meet some of these needs in business and industry? What

would be the attitude of the workers if they are given the responsibility

of designing the retraining program? Is this idea feasible in business

and industry? How would the attitude of the unskilled laborer in relation

to PA compare with that of the professional worker?

This study has implications for use of PA in the Adult Basic
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Education classroom. If the PA design is basically a learner-centered

model of learning, would it be appropriate for the ABE Learner as well

as for the ABE Leader? What changes, if any, would be necessary if PA

were to become a tool for ABE learning? What would the ABE Leader role

be?

Some anticipated consequences of the use of PA are worth further

study. Once PA has been used, certain consequences may ensue. Only a

partial listing is suggested here: (1) The development of a resource

bank, (2) The development of competency inventories, and (3) The Forma-

tion of learning groups.

(1) The development of a resource bank. As individuals go through

the PA process and identify developmental resources, they could list these

and include comments about their effectiveness. Information about the re-

sources could be filed according to the related need and mode of delivery

(e.g., book, college course, personal contact, and estimated effective-

ness). Other staff members could then have access to these files and

benefit from the store of information which could also be shared with

other programs on a local, state, regional, and/or national level,

(2) The development of competency inventories. As individual staff

members work on specific competencies and demonstrate their acquired com-

petence, they could begin to develop portfolios of competence. These

portfolios would then be useful in three ways: First, the portfolios

would be a running documentary of personal, professional development.

The individual would have a hands-on reminder of progress toward pro-

fessional goals. Secondly, the portfolio, if made available to other

staff members, would alert those other staff members as to potential
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resources for their own programs of staff development. Lastly, the

portfolios would be very helpful when applying for a position, promo-

tion, or transfer. It would serve as documentation of demonstrated

competence and give the employer or prospective employer a clear idea

of the individual's capabilities. In an era when competency-based

(performance-based) models of learning are popular, the portfolio con-

cept is particularly appropriate.

(3) The formation of learning groups. Because some persons learn

best by interacting with others who have similar interests, attempts

could be made to match persons with similar current learning goals via

short term learning groups. These matches could extend beyond the par-

ticular ABE learning site to include other ABE programs and perhaps

other fields of study as well.

Each of the above possible consequences of continued use of PA

hold implications for further research in the long term affect of the

use of the Performance Appraisal guidelines.

The design of the PA formative evaluation - to be responsive to

the collective recommendations of the ten evaluators - precluded revi-

sion of a particular section on the basis of merely one or two comments

on that section. However, several of these isolated comments stimulated

additional thoughts which could be incorporated in a further revision

of the PA design. For example: (1) The entire PA process could be

based on the established philosophy of the ABE center. If, in fact,

there is no stated philosophy, then a prerequisite step would be to de-

fine the ABE program philosophy.

An additional potential revision of the PA handbook would be that
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(2) the set a goal" stage of the PA process as stated in the PA hand-

book could be revised so that it is more operational. Currently, this

section of the handbook presupposes that ABE staff are either familiar

with or able to assimilate quickly information about goals and objec-

tives (behavioral objectives). If this is not the case - there is no

reason to believe one way or the other - then the PA participants will

likely be preoccupied with their failu’ - to grasp the goals and objec-

tives concept, as currently stated. This preoccupation is likely to

have a detrimental influence on the implementation of the PA guidelines.

Therefore, the entire "set a goal" stage could be rewritten in such a

way that the emphasis will be on the procedures themselves, rather than

on the terms used to explain them.

The use of the handbook format as a delivery system . The effec-

tiveness of the handbook format as a delivery system is not addressed in

this study. The handbook format has been chosen for this study because

of its practicality for purposes of dissemination of the PA design.

However, it could be that the PA design would be more effectively im-

plemented if personal contact were the vehicle for dissemination of PA

to the ABE field.

Given the general question of the appropriateness of the handbook

format, the effectiveness of the design and layout of the handbook could

be addressed. For example, the layout of the PA handbook could be changed

so that it is more appealing to look at. Currently, the handbook is

attractive, but lacks a professional look. Perhaps some additional dia-

grams and concentration on the layout of the pages would improve the

appearance.
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ABE St aff Predispositions to Staff Development . This study

uses data collection techniques to ascertain the predispositions to

staff development of the ABE staff surveyed. In this way, it had

been possible to design a program having particular significance to

the staff surveyed. The further development and use of the question-

naires used in this study could prove beneficial to future ABE staff

development planning efforts.

One of the questionnaires used in this study had three distinct

parts: The measurement of the predisposition of the PA field test groups

to the six basic activities characteristic of the PA design, the deter-

mination of preferred staff development mode of the PA field test groups,

and the inventory of concern regarding the involvement of staff members

in staff development activities. Of these parts, the latter two have

implications for further use. These two parts of the questionnaire,

further refined and implemented, could have significance for the planning

of future staff development programs.

For example, if an administrator requires hir staff to attend a

workshop on a Saturday - a non-working day - at their own expense, it is

not likely that the staff will participate willingly, at least the staff

surveyed in this study. An administrator should know what, in particular,

would turn hir staff on 'to staff development. This would have time and

money in the planning process, and may tend to eliminate criticism such

as the following: Rakes (1972) is very critical of the millions of

dollars that are spent in national, state, and local workshops, in-service

meetings, courses, and other activities with limited success of these

efforts. The further refinement of the measuring instrument used in this



183

study could prove to be most helpful in the planning of staff develop-

ment efforts that would tend to be more efficient than those criticized,

by virtue of the fact that the use of such an instrument would make the

resultant staff development program more responsive to the needs of the

staff.

Strategies for change in Adult Basic Education . As mentioned in

the preceding section dealing with ABE otaff predispositions to staff de-

velopment, needs assessment methodology - collection of data for decision

making purposes - is instrumental in the development of products that are

responsive to the needs of the users for which the product is intended.

To go a step further, the combination of needs assessment methodology

and formative evaluation techniques could continue to provide direction

for the development of products geared to the needs of Adult Basic Educa-

tors. In this way. Adult Educators could design and implement change

strategies to increase the effectiveness of ABE program operations.

The implication here is that increased needs analysis and formative eval-

uation skills should become important in the training of ABE planners

and managers. Further research might be addressed to the following ques-

tion: Will the products (procedures) designed by ABE planners who use

needs analysis and formative evaluation skills be more effective than

those designed by ABE planners who do not use these skills?

In summary, the development and use of the Performance Appraisal

design implies direction of further research, both in the use of the PA

design itself and in the basic assumptions of the PA design. The PA de-

sign was developed and field tested in the field of ABE. While at least

one hundred persons contributed to the development of PA, a total of
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eleven persons comprised the field test groups. This study produces

cer tain findings in relation to these field test groups, and provides

direction for further research in the use of PA in other groups, as

well as implications for further research of specific parts of the PA

design.

In addition, this study provides implications for further research

into the basic assumption of the PA de„.gn: the capability and motiva-

tion of the ABE staff (or the PA user) to design and manage their own

staff development program. Do ABE staff members (does any PA user)

actually have the ability and motivation to implement the PA design?

This study suggests questions relating to a direction in education in

general, that of increasing the responsibility of the learner. Further

study of the PA design could have significance for increased efficiency

in learning in general.
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Dear Colleague in ABE:

The Adult Education Program of the School of Education, Univer-
sity of Massachusetts, is in process of developing a handbook
for staff development in Adult Basic Education. In order to
avoid the duplication of existing materials, it would be greatly
appreciated if you could provide the following information:

1. Does your state presently have an ABE staff development
handbook? (Please circle your response)

Yes No

If "yes," would you be good enough to forward a copy?

2. Does your state have a model for ABE staff development
which focuses on staff behavior change in the field

setting?

Yes No

If "yes," may we also have information relating to this

model

?

Please return this letter as well as any materials to the above

address. Knowing your busy schedule, we thank you in advance

for your cooperation.

Yours truly,

Mark H. Rossman
Assistant Professor
Director, Adult Education Program

APPENDIX I
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ADULT BASIC EDUCATION STAFF SURVEY

I.D.#

Date:

This survey is part of an effort to study staff development pro-
grams that meet needs and interests of Adult Basic Educators. It has three
sections. Please allow yourself one half to three quarters of an hour to
complete the entire questionnaire.

Section One . The purpose of this section is to determine your re-
actions to concepts related to staff development methods. Below each of the
concepts is a series of eight scales. Each scale is made up of two adjec-
tives which are opposite in meaning. One adjective is written above the
right end of the scale and the other adjective is written above the left end
of the scale. Below is an example of a concept, WORKING IN A SMALL GROUP,
and one adjective scale, USELESS - USEFUL.

WORKING IN A SMALL GROUP

useless useful
1 2 3 4 5 6 7

Each judgment consists of deciding whether the term, in this example,

WORKING IN A SMALL GROUP, is described better by the adjective toward the left

or right end of the scale. If you feel the term is described better by the

adjective at the left end of the scale, circle one of the numbers, 1,2, or 3,

depending on how strongly you feel about your judgment. Circle 1 if you feel

very strongly about your judgment. If, however, you do not feel strongly

about your judgment, circle 3. Use 2 to represent intermediate feelings for

your judgment on the left hand adjective.

If you feel a term is better described by the adjective at the right

end of the scale, circle one of the numbers, 5, 6, or 7. Circle 7 if you feel

very strongly about your judgment. If, however, you do not feel very strongly

about your judgment, circle 5. Use 6 to represent intermediate feelings for

your judgments on the right hand adjective.

If you cannot decide whether the term is better described by either

the left hand or the right hand adjective of a scale, circle 4. Use 4 it you

feel that you have no basis for a judgment.

Please make sure to read each of the adjectives for all of the scales

careful ly.

APPENDIX III



WORKINGON STAFF DEVELOPMENTNEEDS THAT
YOU HAVE DECIDED ARE IMPORTANT FOR YOU

1. 1 1

interesting
2 3 4

boring
5 6 7

2. 1

unimportant
2 3 4

important
5 6 7

!

3. ! 1

practical
2 3 4

impractical
5 6 7

4.
j

1

complex
2 3 4

simple
5 6 7

i

5. 1

threatening
2 3 4

nonthreatening
5 6 7

6. 1

effective
2 3 4

ineffective
5 6 7

7. 1

pleasant
2 3 4

unpleasant
5 5 7

8. 1

i

useless
2 3 4

useful
5 6 7

•

HELPING FELLOW STAFF MEMBERSIN THEIR
PROGRAMOF STAFF DEVELOPMENT

9.
i

1
i

interesting
2 3 4

borinq
5 6 7

10. 1

unimportant
2 3 4

important
5 6 7

11.

!

i

1

practical
2 3 4

impractical
5 6 7

12.

i

1

1

complex
2 3 4

simple
5 6

n
/

13. l
j

>

threatening
2 3 4

nonthreatening
5 6 7

14. i 1

effective
2 3 4

ineffective
5 6 7

15. 1

pleasant
2 3 4

unpleasant
5 6 7

16. 1

useless
2 3 4

useful

5 6 7
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HAVING FELLOW STAFF MEMBERSHELP YOU TO
SET STAFF DEVELOPMENTGOALS FOR YOURSELF,

33. 1

interesting
2 3 4

boring
5 6 7

34. 1

unimportant
2 3 4

•

important
5 6 7

35. 1

practical
2 3 4

impractical
5 6 7

36. 1

complex
2 3 4

simple
5 6 7

37. 1

threatening
2 3 4

nonthreatening
5 6 7

38. 1

effective
2 3 4

ineffective
5 6 7

39. 1

pleasant
2 3 4

unpleasant
5 6 7

40.

1

1

i

useless
2 3 4

useful
5 6 7

THAT
DEMONSTRATINGFOR YOUR

YOU HAVE ATTAINED YOUR
FELLOW

STAFF
STAFF MEMBERS
DEVELOPMENTGOALS

41. 1

interesting
2 3 4

boring
5 6 7

42. 1

unimportant
2 3 4

important
5 6 7

43. 1

practical
2 3 4

impractical
5 6 7

44. 1

complex
2 3 4

simple
5 6 7

45. i

threateni ng
2 3 4

nonthreatening
5 6 7

46. 1

effective
2 3 4

tneffective
5 6 7

47. 1

pleasant
2 3 4

unpleasant
5 6 7

48.
|

1

useless
2 3 4

useful

5 6 7

APPFNDTX III (cont.
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WORKING IN A SMALL GROUP (5 or less)
195

17. ' 1
interesting
2 3

boring
\ 5 6 7

18. ! 1

unimportant
2 3

important
4 5 6 7

19. 1

practical
2 3

impractical
4 5 6 7

20. 1

complex
2 3

simple
4 5 6 7

21. 1

threatening
2 3

nonthreatening
4 5 6 7

22. 1

effective
2 3

ineffective
4 5 6 7

23. 1

pleasant
2 3

unpleasant
4 5 6 7

a.. 1

useless
2 3

useful
4 5 6 7

DESIGNING YOUR OWN PROGRAMOF
STAFF DEVELOPMENT

25. 1
j

interesting
2 3

boring
4 5 6 7

26.

i

1

unimportant
2 3

important
4 5 6 7

27. 1

practical
2 3

impractical
4 5 6 7

28. 1

complex
2 3

simple
4 5 6 7

29.

|

1

threatening
2 3

nonthreatening
4 5 6 7

30. 1

effective
2 3

ineffective
4 5 6 7

31. 1

pleasant
2 3

unpleasant

4 5 6 7

32. 1

useless
2 3

useful

4 5 6 7

I
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Section Two . Please rank the following staff development

methods according to how they suit you in terms of overall appeal. Rank
them by putting a 1 in the space to the left of the method that is most
appealing to you, a 2 in the space to the left of the method that next
appeals to you and so on. If you have no basis for selection, please
mark the appropriate space, NO BASIS FOR SELECTION.

Reading a professional book

College or other structured course

Workshop or conference (less than one week)

Institute (more than one week)

Self-instructional, programed materials

Small group work (less than ten, informal)

Staff rap sessions

Staff inservice meetings

Other (specify)

No basis for judgment
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Section Three , The purpose of this section is to find nut how

you feel about certain conditions related to incentives and motivation for
staff development, in Adult Basic Education. Please indicate how willingly
you would become involved in staff development by ranking each condition
for staff development with the appropriate response number. For example,
if you would be likely to participate in staff development if staff de-
velopment were a condition of employment, then you would mark number 5,

very likely, in the space provided to the left of condition number 12^,

Staff development as a condition of employment. If, on the other hand,
you would be very unlikely to become involved in staff development if it

were a condition of employment, then you would mark 1, very unlikely, in

the space provided to the left of condition number 12_. If you have no

feeling one way or the other, then mark 3_, no feeling. Use numbers 2 and

4^ unlikely and likely, to indicate intermediate responses in either di-

rection.

The responses are:

1 , very unlikely
2, unlikely
3, no feeling
4 , likely
5 , very likely

CONDITIONS FOR STAFF DEVELOPMENT

I. Staff development on work time, with pay

2. Staff development on overtime, with regular pay

3. Staff development at your own expense

4. Staff development on your own time, expenses paid

5. Staff development for potential increase in pay

6. Staff development for potential increase in status

7. Staff development for advanced degree

8. Staff development for college credit at your expense

9. Staff development on your own time

10.

Staff development to prepare for change in responsibility

II. Staff development at request of employer

12. Staff development as a condition of continued employment

13. Staff development for certification

14. Staff development for. college credit at no expense

APPENDIX III (cont.)
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The responses are:

1.

"-•'-'-very unlikely
2. unlikely
3. -no feeling
4. likely
5. very likely

CONDITIONS FOR STAFF DEVELOPMENT

15. Staff development that requires a change in your work schedule

16. Staff development that meets your individual needs

17. Staff development that is on-going

18. Staff development that is short term (one or two meetings)

19. Staff development that makes a difference in what you do
on the job

20. Staff development that provides a sense of achievement

21. Staff development that gives you job satisfaction

22. Staff development that contributes to improved student pro-

gress.

23. Staff development away from the work site

24. Staff development that requires over two hours of travel

round trip

25. Staff development at the work site

26. Staff development that requires less than two hours travel

round trip

27. Other (specify) -

—
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SCHOOLOF EDUCATION

October 17, 1974

Dear

In partial fulfillment of Doctor of Education degree requirements
at the University of Massachusetts, I have completed a handbook for staff
development in Adult Basic Education. The handbook focuses on staff be-
havior change in the field setting and is geared to be used directly by
staff members themselves. I now want to submit this handbook to national
ABE staff development experts for an evaluation with regard to usefulness.
I intend to revise the handbook on the basis of this evaluation.

Would you be willing to read and evaluate this handbook? I am

approaching the HEW Staff Development Project Directors and hoping you will

be able to help me with this phase of my work. The handbook will take about

one hour to read and the questionnaire will take about 20 - 30 minutes to

fill out. Your efforts will be much appreciated.

Please write or call me at the following address to let me know of

your decision or if you have any further questions. Thank you.

T. Elaine Paterno, Research Assistant
Adult Education Program

Hills House North, Room 420
University of Massachusetts
Amherst, Massachusetts 01002

(413) 545-1531

Sincerely,

T. Elaine Paterno
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November 6, 1974

Dear :

ElaincPaterno has requested my assistance with this handbook
project. I am delighted to extend any help I can since this
seems to be a very worthwhile endeavor.

I hone you will be able to find some time to evaluate the hand-
book when, it reaches you.

Many thanks

.

Cordially,

Kenneth J, Mattran - Director
New England P.egiona.1 Adult Education

Staff Development Project

4 ; .Q Kii/io
/<T> /A,

c, y3uncvL
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Questionnaire designed to accompany the Performance Appraisal Hand-
book. Submitted to the Ten HEW Adult Education Staff Development
Directors by T. Elaine Paterno. 12/10/74

NOTE: The following questionnaire is all-inclusive, and covers the

entire handbook. Individual questions refer to specific portions

of the handbook, and should be answered with only the section re-

rerred to in mind. The exception to this is the last section which

deals with the handbook in general. THIS IS THE ONLY QUESTIONNAIRE

YOU WILL BE RECEIVING. ONCE IT HAS BEEN FILLED OUT AND RETURNED, THE

EVALUATION WILL BE COMPLETE.

INSTRUCTIONS: Circle one number that most accurately reflects your

response to each statement. l=strongly agree, 2=agree, 3=neutral

,

4=disagree, 5=strongly disagree. Remember, circle only one number

for each statement. Be sure to read the portions of the handbook

referred to before answering the questions.

For any question that triggers thoughts that need further elabor-

ation, please feel free to jot down your comments on the reverse side

of the sheet. Also feel free to mark the handbook itself.

ONCE AGAIN, THIS IS THE ONLY QUESTIONNAIRE YOU WILL BE RECEIVING.

PLEASE GIVE IT YOUR FULL ATTENTION. A STAMPED, SELF-ADDRESSED EN-

VELOPE HAS BEEN PROVIDED FOR YOUR CONVENIENCE.

) Yes, I would like a copy of the final version of the Per-

formance Appraisal Handbook if they are funded for reprinting.

APPENDIX VI
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l=strongly agree, 2=agree, 3=neutral , 4=disagree, 5=strongly disagree
*********************************************************************

OVERVIEW (Part 1 )

1. The Overview is written in a clear, easy to under- 12345
stand manner.

2. The note to ABE administrators is a good reflection 12345
of the administrator's influence on hir staff.

3.

An ABE staff would not agree to participate in Per- 12345
formance Appraisal even if they had the support of
the ABE administrator.

4.

The term "leader" is confusing. 2 3 4 5

5. The term "learner" to denote ABE student is a good 12345
idea.

6. I agree with the use of the terms "hir," "s/he," 12345
and "wo/man" to be used in place of her or him, she

or he, and woman, or man.

7. The overview reflects a useful perspective of ABE 12345
staff development.

8. The design for Performance Appraisal as outlined in 12345
Figure 1 in the handbook is a valid curriculum design.

9. The Overview should be expanded. 12345

10.

The Overview is essential to the understanding of

the Performance Appraisal design.

11.

In the Overview, I would definitely change

12.

In the Overview, I would definitely NOT change

GENERALAPPLICATION (Part II )

13. Part II, General Application, is written in a clear, 12345
easy to understand manner

.

14. The components of Part II, General Application,

could be implemented by ABE staff members.

15. The thoughts presented in Part II, General Applica-

tion, are logical and clear.

APPENDIX VI (cont.)
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1-strongly agree, 2=agree, 3=neutral, 4=disagree, 5=strongly disaqree**************•, ************************* ************** ***********

16. Choosing an appraisal technique is too threaten- 12345
ing to ever be successful.

17. The ABE staff member- should be able to handle the 1 2 3 4 5
wide choices given in the Performance Appraisal
design.

18.

The ABE staff member should not be the one to deter-
mine the criteria of acceptance in staff development.

2 3 4 5

19. The commitment stage of the PA design is definitely 12345
an important one and should not be overlooked.

20. Verifying a goal is unimportant and should be 12345
el iminated.

21.

The term "goal" has been sufficiently defined in

this section.
2 3 4 5

22.

Goal analysis is a crucial component of PA. 2 3 4 5

23. Part II, General Application, is complete and need 12345
not be expanded.

24. Part II, General Application, is essential to the 12345
understanding of the Performance Appraisal design.

25.

In Part II, General Application, I would definitely change

26.

In Part II, General Application, I would definitely NOT change

APPLICATIONS OF PERFORMANCEAPPRAISAL (PART III )

27. Part III, Applications of Performance Appraisal, re- 1 2 3 4 5

lates realistic examples of the use of Performance

Appraisal

.

28. Part III should be expanded. 1 2 3 4 5

29. Part III covers a broad spectrum of possible Per- 12345
formance Appraisal examples.

30. Part III is written in a clear and easy to under- l L j 4 -

stand manner.

APPENDIX VI (cont.)
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*************************

31. Part III, Applications of Performance Appraisal, 12345
is essential to the clarity of the handbook.

32. The chart on the reverse side of part of Part III 12345
is helpful

.

33.

In Part III, Applications of Performance Appraisal,
I would definitely change34.

In Part III, Applications of Performance Appraisal, I

would definitely NOT change

APPENDICES

35.

The Appendices are essential to the understanding of 1 2 3 4 5

the Performance Appraisal design.

36. As a whole, the Appendices are organized in a clear, 12345
easy to understand manner.

37. The Appendices are a compilation of useful informa- 12345
tion.

38.

ABE staff members should be able to make use of the 12345
information in the Appendices if given the oppor-

tunity.

39. There are occasions in the past when I wish that I 12345
had had the Appendices available.

40. There are occasions in the past when I could have 12345
made use of the information in the Appendices.

41. The titles of the Appendices accurately reflects the 12345
content of each section of the Appendices.

42. The Appendices are organized in such a way as to 1 2 3 4 ^

make their information easily referenced.

43. There is some information that I would like to have 12345
seen covered in the Appendices, but that wasn't

there.

44.

In the Appendices, I would definitely change

APPENDIX VI (cont.



45. In the Appendices, I would definitely NOT change

THE HANDBOOKIN GENERAL

46. The skills that could be developed by using Perfor- 1

mance Appraisal could be used in other aspects of
Adult Basic Education.

47. If I were an ABE administrator, I would encourage my 1

staff to make use of the PA handbook within the next
year.

48. The PA handbook is of use to both new and experienced 1

staffs.

49. The PA handbook is clear enough so that ABE staff mem- 1

bers would be able to use it without outside assis-

tance.

50. The PA design sounds good on paper, but would never 1

work in the field.

51. Much of the information in the PA handbook is hard 1

to translate into concrete terms because it is

written so poorly.

52. Performance Appraisal would be of use to both full 1

and part time ABE staff members.

53. Performance Appraisal would not be of use to exper- 1

ienced ABE staff members.

54. Performance Appraisal would take too much time to 1

implement and therefore would not be practical.

55 There have been occasions in the past when I wish 1

that a handbook such as the Performance Appraisal

handbook were available.

In qeneral , the thoughts in the handbook were organ- 1

ized in such a way as to make them easily understood.

Much of the information in the handbook is so obvious 1

that it needn't have been mentioned.

The initial questions on the first two pages of the 1

handbook should be eliminated.

56.

57.

58.

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5
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l=strongly agree, 2=agree, 3=neutral ,
4=

**************************************** *****************************

59. The title. Performance Appraisal, is a good one be- 12345
cause it focuses on performance.

60. The title. Performance Appraisal, is threatening to 12345
ABE staff members.

61. Giving ABE staff members total responsibility for 12345
their staff development is a good idea.

6-. If thePA handbook were to be rewritten, I would def-
initely want to see changed

63. If the PA handbook were to be rewritten, I would definitely NOT want
to see changed

APPENDIX VI (cont,)
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THE COMMONWEALTHOF MASSACHUSETTS

UNIVERSITY OF MASSACHUSETTS

School of Education

AMHERST01002

420 Hills House North
Adult Education Program
School of Education
December 10, 1974

Dear

Thank you for your cooperation in evaluating the handbook entitled,

"Performance Appraisal: A Staff-managed, Staff Development Design

for Adult Basic Educators."

Enclosed is the above handbook and a related questionnaire. It would

be greatly appreciated if you could read the handbook, complete the

questionnaire, and return BOTH materials to me by January 15, 1975.

The handbook should take about 50 to 70 minutes to read and the ques-

tionnaire should take about 15 to 20 minutes to complete.

I wish you health and happiness during the coming holiday season and

throughout the new year. Thank you for your help!

Sincerely yours,

T. Elaine Paterno
Research Assistant
Adult Education Program

APPENDIX VTT
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SCHOOLOF EDUCATION

Adult Education Program
Hills House North, Room 420
January 15, 1975

Dear

About one month ago, materials from the University of Massachusetts
were forwarded to you. These materials are essential to a formative
evaluation project and include the draft of a handbook entitled, "Per-

formance Appraisal: A Handbook for Staff Managed Staff Development in

Adult Basic Education," and a related questionnaire.

To date, the questionnaire returns from the HEW Regional Adult Basic

Education Staff Development Project Directors have been most helpful

in providing direction for the handbook revision. Because the ten

directors comprise the entire formative evaluation population, it is,

of course, essential to have 100% participation.

I would like to thank you if the evaluation materials are in the mail.

If not, may I ask you to please return the materials within the next

couple of days? .

Realizing that this is a particularly busy time for you, your coopera-

tion is greatly appreciated.

Thank you. Please contact me at the above address if there are any

questions or problems relating to the evaluation materials.

Sincerely yours,

T. Elaine Paterno
Research Assistant

APPENDIX VIII
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QUESTION

OVERVIEW (Part I)

1 The overview is written in a clear,
easy to understand manner.

2 The note to ABE administrators is
a good reflection of the adminis-
trator's influence on hir staff.

3 An ABE staff would not agree to
participate in Performance Apprai-
sal even if they had the support
of the ABE administrator.

4 The term "leader" is confusing.

5 The term "learner" to denote ABE
student is a good idea.

6 I agree with the use of the terms
"hir," "s/he," and "wo/man" to be

used in place of her or him, she
or he, and woman or man.

7 The overview reflects a useful
perspective of ABE staff develop-
ment.

8 The design for Performance Apprai-

sal as outlined in figure I in the

handbook is a valid curriculum de-

sign.

9 The overview should be expanded.

10

The overview is essential to the

understanding of the Performance

Appraisal design.

GENERALAPPLICATION (Part II)

13 Part II, General Application, is

written in a clear, easy to under-

stand manner.

14 The components of Part II, General

Application, could be implemented

by ABE staff members.

SAMPLE SUMMARYSTATISTICS
SIZE mean median stnd dev, range

a /.S3 /.?S 35 /.60

8 /•IQ /.50 SZ 1.60

8 2.-00 Z.QO •SH 2-co

00

CP Z65 2')7 / GO ^ oo

/.So A/7 A 07 3' oo

8 3J3 AOO 3 '00

8 &/3 Z-07 • 13 A OO

s A 65 /• 70 •SZ A00

8 26o /.36 [s oo\

8 /'So /so SH /'OO

8 z. IS z-zs •9V 3'60

Vs / S3 no 23 2'C
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QUESTIONS SAMPLE SUMMARYSTATISTICS
SIZE mean median stnd dev. range

15 The thoughts presented in Part II,
General Application, are logical and
clear.

8 £.Z5 2.10 >99 J.OO

16 Choosing an appraisal technique is
too threatening to ever be success-
ful.

S /&& /9o • 6V 2 >oo

17 The ABE staff member should be able
to handle the wide choices given in
the Performance Appraisal design.

3 Zoo 2>oO • 76 200

18 The ABE staff member should not be the
one to determine the criteria of ac-
ceptance in staff development.

3 z-so 2 >SO •93 3.oo

19 The commitment stage of the PA design
is definitely an important one and
should not be overlooked.

b /*63 /SO Zoo

20 Verifying a goal is unimportant and
should be eliminated.

8 /•3S A/7 • 7v Zoo

21 The term "goal" had been sufficiently
defined in this section.

8 *3 a 2-50 /.Ob 3-o0

22 Goal analysis is a crucial component
of PA.

8 /00 /•83 /.oo 3.00

23 Part II, General Application, is com-

plete and need not be expanded.
3 2S0 Z'OO ' 9

3

3'OQ

24 Part II, General Application, is es-

sential to the understanding of the

Performance Appraisal design.

7 /•9Z •38 /•OO

APPLICATION OF PERFORMANCEAPPRAISAL

(Part III)

27 Part III, Applications of Perfor-

mance Appraisal, relates realistic

examples of the use of Performance

Appraisal

.

8 /» 70 •SZ /.OO

28 Part II should be expanded. 3 Z-co Z'OO •7b Z .00

29 Part II covers a broad spectrum of

possible Performance Appraisal ex- 8 ASS /-9o Z'OO

amples.
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QUESTIONS SAMPLE
SIZE

SUMMARYSTATISTICS
mean median stnd dev. range

30 Part III is written in a clear and
easy to understand manner.

o (35 'Sy 2 -oo

32 Part III, Applications of Perfor-
mance Appraisal, is essential to the
clarity of the handbook.

8 /.Z5 A77 A00

33 The chart on the reverse side of Part
III is helpful.

8 A05 />5o 2>oo

APPENDICES

35 The Appendices are essential to the
understanding of the Performance
Appraisal design.

a
Sr' IIS' zso 2-00

36 As a whole, the Appendices are or-
ganized in a clear, wasy to under-
stand manner.

7 ZJ*1 Z'OO /.07 3.00

37 The Appendices are a compilation of
useful information.

a A70 >52. /*OQ

38 ABE staff members should be able to

make use of the information in the

Appendices if given the opportunity.

3 /*£S / 9o •57

39 There are occasions in the past when

I wish that I had had the Appendices

available.

V
/

2>50 2-SO A 30

40 There are occasions in the past when

I could have made use of the infor-

mation in the Appendices.

7
A<98 •70 2-oo

41 The titles of the Appendices accu-

rately reflect the content of each

section of the Appendices.

3 A7G> A03 • V6 AOO

42 The Appendices are organized in such

a way as to make their information

easily referenced.

8 2>50 2 >so •93 3-00

43 There is some information that I

would like to have seen covered in

the Appendices, but that wasn't there.

2S7 zr/s /
\

70 Ji
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QUESTION SAMPLE SUMMARYSTATISTICS
SIZE mean median stnd dev, range

THE HANDBOOKIN GENERAL * *
•

•

46 The skills that could be developed
by using Performance Appraisal could
be used in other aspects of Adult
Basic Education.

7 A57 733 '?? Z>oj

47 If I were an ABE administrator, I

would encourage my staff to make use
of the PA handbook within the next
year.

a Z'CO Z-oo *76 Z'OO

48 The PA handbook is of use to both new
and experienced staffs.

3 /• £3 /SO -77 SCO

49 The PA handbook is clear enough so
that ABE staff members would be able
to use it without outside assistance.

3 2.6Z 2 So /u.

50 The PA design sounds good on paper,
but would never work in the field.

3 Z’ZS Z/8 /. oy 3-oo

51 Much of the information in the PA

handbook is hard to translate into

concrete terms because it is written
so poorly.

& Z‘SO 2/7 /•y/ V.60

52 Performance Appraisal would be of

use to both full and part time ABE

staff members.

S /•SO /so sy /•OO

53 Performance Appraisal would not be

of use to experienced ABE staff mem-

bers.

8 /7S /so /•oy 3‘OG

54 Performance Appraisal would take too

much time to implement and therefore

would not be practical.

3 2-3 9 Z2S >
r
i2- 3'00

55 There have been occasions in the

past when I wish that a handbook

such as Performance Appraisal were

available.

3 2/3 Z/7 Si 230

56 In general, the thoughts in the hand-

book were organized in such a way

as to make them easily understood.

s S‘88 A ?3 3S 7.00

57 Much of the information in the hand-

book is so obvious that it needn't

have been mentioned.

8 /‘7S

\

/-82 ‘7'6 /. OO
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QUESTION SAMPLE

SIZE
SUMMARYSTATISTICS

mean median stnd dev. range

58 The initial questions on the first
two pages of the handbook should
be eliminated.

o 2^3 2‘SO ['/oo)

59 The title. Performance Appraisal, is
a good one because it focuses on per-
formance.

8 2 .50 2 >15 /. 6 7

60 The title. Performance Appraisal, is

threatening to ABE staff members.
Q Z'3& 2.ZS ‘92.

61 Giving ABE staff members total re-
sponsibility for their staff de-
velopment is a good idea.

8 \j3-So\ 3, SO 3‘OCO
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FAIRCHILD HALL. Suite 302
KA.'.S'S JTATE UNIVERSITY
MANHATTAN. KANSAS 66506

PBoressioN Ai adult educ
VII STAr» D*VriO*MCNT

(913) 532-5520 Innovations and DmruiNATioN

f'^OJCCr I Columbia Univ* tiityi

Kansas Adult Education Absociation

Kansas Clustcr Project

January 27, 1975

T. Elaine Paterno
Research Assistant
Room 420, Hills House North
Adult Education Program
School of Education
University of Massachusetts
Amherst, Massachusetts 01002

Dear Hir Elaine:

First, let me object to the use of the term "person" to replace "man"
in titles such as changing chairman to chairperson or congressman to con-
gressperson. My objection is based on the fact that "person" ends in a mas-
culine form, "son". Thus, I would suggest a title such as "chairchild" or

"congressette" . Or, if you prefer Spanish diminutives, "congressita" . Ser-

iously, I hope you are up to your ? in significances. . .every graduate
student should always be able to pull out a long list of .05 and .01 signif-

In your letter you raise one issue and one question. I have no real

problem with the term learner-staff, etc.. I do feel though, that even

practicing adult educators have a tendency to see themselves as the learned

tutors of the ignorant masses. I feel we cannot have a good learning trans-

action until both L'ne parties in bhe transaction are learners, we must

break down the "we" and the "they" in adult education.

Now, to your question. My major concern was with the lists of teacher

competencies. I feel what you included was too brief for the reader to

know what they are and where Don Mocker got them from, i he reader must not

think them graven in stone and widely accepted. A short explanation or v/n at

they are and how they were derived may be in order . 1 am sending a copy ot

Don's publication in case you might like to use more of his narrative aoout

the lists.

Good luck.

Yours truly (.01),

icances

Russell C. Wilson

RW/amg
Enc:

AHPtriUix x



USOERegion III

Adult

Staff Development

Education

Project
February 3, 1975

Ms. Elaine Paterno
113 Nassau Drive
Springfield, Mass. 01129

Dear Elaine:

The issue of risk that I referred to involves the need for the establish-
ment of a climate of trust, one in which staff would not fear that revela-

tion of their learning needs would be perceived by their supervisor as an

admission of incompetence. I am trying to convey a distinction between

commitment and involvement. In the sociological use of these words, com-

mitment to a program or an idea can be thought of as a pledge. Involvement

refers to observable behavior. This distinction is useful in thinking

through the nature of the support system that must exist when an organiza-

tion undertakes any kind of training effort. A pledge (commitment) on the

part of the supervisor/administrator is clearly important. Evidence or

involvement does exist in the very fact that the training opportunity was

made available and, in the case of your model, in the fact that the process

was introduced by the administrator (or at least with his or her approval).

But participants might well need some other behavioral evidences that the

information they share about their needs will in no way be used by the

supervisor as an evaluation of their performance level. What those behav-

iors should be, would vary in each situation.

Have I made sense? Call me if you want to talk about this.

Sincerely yours,
i

Jessie K. Ulin

Project Director

JKU:drc

Conferences and Institutes Division, University College APPENDIX XI

University of Maryland, College Park, Maryland 20742

Telephone: (301) 454-5481




