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FOREWORD

The American Association of Colleges for Teacher Education is

proud to be associated with the National Commission on Teacher Educa-

tion and Professional Standards and the Association for Student Teaching.

as co-sponsors of the ERIC Clearinghouse on Teacher Education.. This

Guide represents a tangible way in which the resources of the sponsor-

ing groups can contribute to the Clearinghouse, through the dissemination

of information and professional materials.

When it became evident that interest in. the Comprehensive Elementary

Teacher Education Models justified an extensive distribution of this

Guidebeyond the capabilities of the Clearinghouse itselfthe AACTE

agreed to print several thousand copies to stimulate study of the models

in order for them. to be adapted to local situations wi*en desirable and

feasible. This interest in spreading new icLeas for restructuring pro-

grams for the preparation of school personnel is in. keeping with the

AACTE's continuous efforts to improve, education. The Association is pleased

that this publication will stimulate widespread study of the Made Is.

The AACTI solicits the active support of the ERIC Clearinghouse on

Teacher. Education by all who are interested in the preparation of educa-

tional personnel. The partnership of the education community, profes-

sional associations, and other groups and individuals is essential for

attaining the Clearinghouse's potentialities.. The processing of avail-

able ideas and information ant.t the generations of new materialssuch as

this Guideare important keys to opening the doors to improve education

for America's citizens -in- process.

December 1969

Edward C. Pomeroy
Executive Secretary,
American Association of Colleges
for Teacher Education nu%7



INTRODUCTION

On October 16, 1967, the U.S. Office of Education issued a request
for the development of proposals on educational specifications for
comprehensive undergraduate and inservice teacher education programs for
elementary teachers. (The term elementary teacher included preschool
teachers and teachers through grade 8.)

These proposals were for the design phase (phase I) of an intended
three-phase project. By January 1, 1968, 80 proposals had been received.
On March 1, 1968, the Bureau of Research awarded nine contracts to t-
aiga conceptual models for programs for the training of prekindergarten
and elementary schooi teachers, for the preservice as well as inservice
components. These models were completed October 31, 1968.

Reports. on phase I have been made under the following titles: A.
Model for the on of Elementary School Teachers (Florida State
University), G. Giesler Scniards, project manager; Behavioral Science
Elementicher Education Program (Michigan State University),
W. Robert Houston, project director; A Competency-Based, Field-Centered
Systems Approach to Elementary Education (Northwest Regional Educational
Laboratory), R. Del Schalock and James R. Hale, editors; Specifications
for a Comptebencive Undergraduate and Inservice Teacher Education
Proems for Elementary Teachers (Syracuse University), William Benjamin
and others, authors; The Teacher-Innovator: A. Program To Prepare
Teachers (Teacherr College, Columbia University), Bruce R. Joyce,
principal author.

Also, Georgia Educational Model Specifications for the Preparation
of Elemeheears (The University of Georgia), Charles E. Johnson,
Gilbert F. Shearron, and A. John. Stauffer, directors; Educational
S. cificati.as for a .rehensive Elements Teacher Education. Pro ramabe University, of Toledo) , Teorge E. Dickson, director; A. Model of
Teacher Training for_the Individualization of Instruction (University
of Pittsburgh), Norton G. Southworth, director; and ?Adel Elitmemea
Teacher Education Program. (University of Massachusetts), Dwight Allen,
principal investigator, and James M. Cooper, project director.

In phase II, several institutions are studying the feasibility of
developing, implementing, and. operating a model program. based upon
specifications in phase I. In the third phase, the U.S. Office of
Education hopes to be able to support implementation of some of the
model proposals for restructuring teacher eduction;

Since the medals cover almost 6,000 pages devoted to detailed
specifications of behavioral objectives, materials, treatments, eval-
uation of specific elements of the programs, and the like, the ERIC
Clearinghouse on Teacher Education, on April 15-16, 1969, sponsored in
collaboration with the American Association. of Colleges for Teacher
Education (AACTE) which acts as its fiscal agent, a writers' conference
in which key personnel involved in developing the models wrote guides
to their specific programs. vPivii



A second-day of verbal interaction followed, at which time the
writers discussed their personal reactions to all, of the models and
past, present, and future implications for teacher education. The
panelists wanted to make it clear that in their discussion the models were
being described at but one point on a continuums. They called the models
catalytic agents which have generated a great deal of discussion, inter-
action, and continuing change. At this conference they said it was
important for them to explore the range of alternative interpretations of
issues such as, "latat are behavioral objectives? Otst is a model? What
does it mean to personalise? To individualise?" They said that some, kind
of projection. needed. to be made about what remains to be dune-- either by
resolving issues, or if they are resolved, to act upon them. This whole
exercise [the writers' conference] will have made a major contribution to
teacher education if it focuses on the issues at the center of this whole
models effort and helps to extend the models, they said.

This guide to the models should assist those who are interested in
learning about or implementing them. The entire collection of models is
available from. the ERIC systems in either hard copy or microfiche and frost
the Government Printing Office (GPO) in a honeycomb, binding. The ERIC
ordering address is: EMS, The National Cash Register Co., 4936 Fairmont
Avenue, Bethesda, Md. 20014. The GPO address is: The Superintendent of
Documents, U.S. GOVerUSElat Printing Office, Washington, D.C. 20402.

The reports must be ordered by masber. Any request without order
numbers will be returned. Some of the reports listed do not have ERIC
order numbers. These reports say not be ordered until the listing appears
in Research in Education, the monthly abstract journal of ERIC.

The reports are available at the following prices:

GPO Reprint
Report By: Order No. Price ED No.

ERIC
Hard Co o-

Micro-
fiche

Syracuse Univ. PS 5.258:58016 $4.50 IMIOAMIM.

026 301
026 302

025 495

$14.85
13.55

10.60

$1.25
1.25

1.00

---

Volume I
Votose II

Univ. of Pittsburgh PS 5.258:58017 2.50

Florida State Univ.
Volume I FS 5.258:58018
Volume II Not available

Univ. of Georgia. FS 5.258:58019

2.00----

3.50
MMDMINVMM....

6.50

.1.1.0111. 4.1.41.1.11.

027 283
030 631

025 491
025 492

026 305

-----

8.70
7.40

14.85
1.50

7.65

.75

.75

1.25
.25

.75

Summary

Northwest Regional
Educational Lebo-
story FS 5.253:58020

Overview and Specifications
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Report By: Order. No. Price ED No.
ERIC

Hard Cony
Micro-
fiche

Appendix A: Taxonomy of Learner Outcome 026 306 .55 .25
1: Conceptual Model for Teaching

Elementary Math 026 307 1.70 .25
C: Content Model for Teaching

Elementary Math 026 308 1.70 .25

Sample Task Analysis and
Behavioral Objectives 026 309 .70 .25

E: General Adaptive Strategies 026 310 1.25 .25
F: Interpersonal Competencies 026 311 .40 .25
C: Basic Training Model for

ComField Practicun 026 312 .45 .25
H: Sample Task Analysis

Behavioral Objectives for
ComField Laboratory 026 313 .25

1: Experimental Model for Pre-
paring To Develop Behavioral
Objectives 026 314 4.50 .50

3: Experimental Model To Enable
Instructional Managers To
Demonstrate Interaction Com-
petency 026 315 1.40 .25

K: Trial Form of an Instrument
for Evaluating Instructional
Managers in the Practicum 026 316 .45 .25

L: A Sequence for the Practices 026 317 .60 .25
M: Research Utilization and

Problem Solving 026 318 3.20 .50
N: Implementation of Rups

System in a Total School
District 026 319 2.20 .25

0: The Human Relations School 026 320 1.05 .25

P: Categorical Breakdown of
Interpersonal Area 026 321 .30 .25

Q: Educational Leaders Labora-
tory 026 322 .30 .25

I: A Basic Communication Skill
for Improving Interpersonal
Relationships 026 323 .75 .25

S: Broad Curricular Planning
for the ComField Model
Teacher Education Program 026 324 .85 .25

T: Personalizing Teacher
Education 026 325 .55 .25

U: Self-Concept and Teaching 026 326 .70 .25

V: Charting the Decision
Malting Structure of an
Organization 026 327 .70 .25

W: Cost Analysis in Teacher
Education Programs 026 328 .80 .25

ix.



GPO Reprint
8v: Order No. Price ED No.

ERIC
Hard Copy

Micro-
firhe

X: ComField Information Manage-
ment System 026 329 .80 .25

Y: The Integrated Communication
Experiment (ICE) Summary 026 330 .75 .25

2: Classes of Measures Used in
Behavioral Sciences, Nature
of Data That Derive from
Them, and Comments as to the
Advantages and Disadvantages
of Each 026 331 .40 .25

Teachers College,
Columbia Univ. PS 5.258:58021 4.50 027 284 26.95 2.00

Univ. of Massachusetts FS 5.258:58022 4.50 025 490 26.25 2.25

Univ. of Toledo FS 5.258:58023 7.00 411.11.141.mINIMMI 4111.1111ONI 411MMI/_.Volume I 025 457 12.80 1.00.0
Volume II 025 456 34.85 3.00411111.111111.11M01NII, NN

Michigan. 11.MI.M.I.M.0.0.11111/11.1=1011IrMiState Univ. OM.IIMNOW 01.
Velma, I FS 5.258:58024 5.00 027 285 31.35 2.50
Volume II FS 5.258:58024 5.50 027 286 37.95 3.00
Volume III FS 5.258:58024 5.00 027 287 29.65 2.25

Also available (or to be available soon) are the following related
reports: 1. Nine Proposals for Elementary Teacher. Education, A Description
of Plans To Design Exemplary Training Programs by Nicholas A. Fattu of
Indiana University. This document is a. summary of the nine originally. pro-
posed programs which were funded in phase I of the project for preparing
elementary teachers. Available through ERIC: ED 018 677, Price: $6.55
for hard copy; $0.75 for microfiche. 2. Analysis and Evaluation of Plans

gaEleuforrehenvementaTeacherEducationModels by William E.
Engbretson of Governors State University. This document is an analysis of
the 71 proposed, but unfunded models of phase I. Available through ERIC:
ED 02.7 268, Price: $12.60, hard copy; $1.00, microfiche.

3. A self-initiated critique of the Syracuse University model program,

IPIELLIF41921LIELIEM-EltaBsi11111RISIAIMMet!Aglinservice Teache.rEducationseTeachers. ED 027 276, Price: $7.20 for
hard copy; $0.75 for microfiche. 4. ttsjETSoaeCtomaeonNineElementa

Teacher Education Models by the System Development Corporation. This
paper is adapted from remarks made at an American Educational Research
Association conference in November 1968. Available through ERIC: ED
029 813, Price $0.75 for hard copy; $0.25 for microfiche. 5. Twenty-
page summaries of the nine reports are available, free of charge, from:
Elementary Teacher Education Project, Division of Elementary and Secondary
Research, National Center for Educational Research and Development, U.S.
Office of Education, 400 Maryland Avenue, S.W., Washington, D.C. 20202.

6. A Biblio r h of References Used in the Preparation of Nine
Model Teacher Education Pro rams by acmes F. Schaefer Jr. (Washington,
D.C.: ERIC Clearinghouse on leacher Education and the Bureau of

x



Research, U.S. Office of Education., 1969). ED 031 460, Price: $4.95,
hard copy; $0.50, microfiche. 7. Analytic Summaries of Specifications

for Model Teacher Education Programs, 8. A Short Summary of 10 Model
TeactleLlillisgliairogram, and 9. Techniques for Developing an Eiemen,
tarn reacher Education Model are three pdblications which were issued by
the System Development Corporation in July 1969.

It is appropriate to express appreciation to the Clearinghouse staff
for its dedication and hard work in completing this manuscript: Dr. Joost
Yff, assistant director, and Mrs. Dorothy Mueller, program associate, Whose
advice and guidance were invaluable; Mrs. Lorraine Poliakoff and Mrs.
Suzanne Martin, information analysts, who provided the index to this volume;
and to the clerical staff of the Clearinghouse, especially Mrs. Vera Juarez,
whose steady assistance made this publication possible. Appreciation also
should be expressed to AACTE for its role in the conference and in this
Guide, and, of course, to the writers of the guidqo for their full coopera

tion both during and after the conference.

The ERIC Clearinghouse on Teacher Education is pleased to present this guide

to the nine models in the hope that it will stimulate extensive study of

ways to improve school personnel preparation and thereby the educational

opportunities for America's children and youth.

Kaiopee Lanailiotti, P4blicatione Coordinator

Joel Burdin, Director

December 1969
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HOW TO USE THIS GUIDE

This publication has three main sections guides to each of the nine
models, a section CU. the second-day interaction, and an index which

provides cross-referencez.

The guides all have this general outline: overview-, program goals

and rationale, selection. procedures, professional preservice component,

relationship of professional component to academic component, inservice

component, faculty requirements and staff utilization, evaluation com.-

potent, program anagement, and summary. The Teachers College guide,

which was not written at the conference, la the only one with a

different outline.

In the. GOverrstent P-rinting Office (GPO) edition. of the models, some

of the pages were numbered differently from the original reports which

were processed into the ERIC system. For the readers' convenience, the

footnotes to the guides include the page references to both the GPO and

Ell (ERIC) editions. If the page references in the footnotes were the

same for bath editions, only one set of page numbers is given.

"ID" or order numbers for the models appear along, with the prices
and. other information in the introduction. Ordering information about

other references in the ERIC collection. would appear in the bibliography
to each guide.

tail



ABOUT ERIC

The Educational Resources Information Center (ERIC) forms a nationwide
information system established by the U.S. office of Education, designed. to
serve and advance American education. Its basic objective is to provide
ideas and infoimatica us% significant current documents Ce.g. research, re-
ports, articles, theoretical papers, program descriptions, published or un-
published conference papers, newsletters, and curriculum. guides or studies"
and to publicize the availability of such documents. Central ERIC is the
tea given. to the function. of the U.S. Office of Education, whiclt provides
policy, coordination, training, funds, and general services to the 19 clear-
inghouses in the. information system- Each clearinghouse focuses its activi-
ties on. a separate subject-matter area; acquires, evaluates, abstracts, and
indexes documents; processes many Significant documents into the ERIC sys-
tem; and publicizes available ideas and. information to the education commu-
nity through its own publications, those of Central ERIC, and other educa-
tional medla..

Teacher Education and IRIC

The ERIC Clearinghouse on Teacher Education., established June 20, 1968,
is sponsored by three professional groups --the. American Association of Col-
leges for Teacher Education (fiscal agent"; the National Commission on Teach-
er Education. and Professional Standards of the National. Education. Association
(11EA); and the Association. for Student Teaching, a national affiliate of NEA..
It is located at One Dupont Circle, Washington., D.C. 20036..

Scope: of Cleayriag Activities

Users of this guide are encouraged to send to the ERIC Clearinghouse on
Teacher Education documents related to its scope, a statement of which fol-
lows:

The Clearinghouse is responsible for research reports, curric&
lter descriptions, theoretical papers, addresses, and other' mate-
rials relative to the preparation of school personnel (nursery,
elementcary, secondary, and supporting school personnel); the
preparation and development of teacher educators; and the pro-
fession of teaching-. The' scope includes recruitment, selection,
lifelong personal and professional developnrent, and teacher
placement as uell as the profession of teaching. While the ma-
jor interest of the Clearinghouse is professional preparation
and practice in America, it also is interested in international
aspects of the field..

The scope also guides the Clearinghouse's Advisory and Policy Council and
staff in decisionmaking relative to the commissioning of monographs, biblio-
graphies, and directories. The scope is a flexible guide in the idea and in-
formation needs of those concerned with. the pre- and inservice preparation of
school personnel and the profession of teaching..
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FLORIDA, STATE UNIVERSITY

OVERVIEW

The Elementary Teacher Education Project of the Bureau of Research
is clearly designed to make significant chanaes in the ways in wraith ele-mentary teachers are prepared is the future.

two facets of any such venture case readily to mind. One has to dowith theiearning,problea itself which lies at the very heart of profes-
sional training. [law does one: best develop competence with the set of
practices and procedures which. are the sine qua non of a profession and
an understanding of the theory on which they rest? The other has to do
with changing teacher education as a function of change in. education it-self, this being, in. tura, a concomitant to social, political, and eco-
nomic change in the United States.

Put simply, teacher education must change when we know better ways
to assist trainees with their learning; it must change as the purposes
and content of education itself changes. The Florida State University
(FSU) model recognizes both of these realities and deals with, them. accord-ingly.

Dealing an e in Teacher Education

Persons concerned about the elementary school and about the prepara-tion of elementary teachers' are continuously sensitive to the need to
guard against the operation of a school program that is out of touch withsocial, political, and economic realities and their attendant requirementsfor education and for teacher education. The task force group at FSU
which developed specifications for this teacher preparation, model was
especially concerned, with thin problem, and the results of its delibera-
tions are contained inia chapter of the model report entitled "predictions$4.for the Decade. Ahead.' This chapter concludes that there will be con-tinued and accelerated social change generally and a revised an intensi-
fied set of demands placed on education accordingly. Further, and in
great part in. response to these changes, the chapter anticipates a radi-cally different elementary school, one transformed in both program and
organization, by 1978. The model training program, as developed:, re-
flects implications apparent in these analyses for the preparation ofthe elementary school, teacher who will serve in this transformed elemen-tary school.

1G. Wesley Sowards, A. Model for the Pre aration of Elementary
School Teachers, Final Report, Vol. I (Washington, D. C.. Government
Printing Office 1969'), pp. 15-30.



Dealing bath: the Le.'rning Problem in Teacher Educatim

At the same time he model program reflects an awareness of certain
"breakthrough!" deveiopmeAts between 1960-6a in the design of training
protocols that can and u-tik,-t be rantshaled to improve the effectiveness' of
preparing elementary school teachers. Particularly,, the model shows
a growing understanding of tce psychological dimensions of learning prob-
lems involved in preparing pecpie to teach. The model also shows the
successful efforts in recent years to analyze mare systematically teaching,
arr an act. The- yield of then --e efforts us Ed direetly ass a source of
data for shaping and forming training specifications. Certain unique and
distinguishing characteristics in the FSU model have resulted because of
these developments:

L. Preparation for teaching is viewed as undergoing experiences
designed to enable trainees to meet stated performance criteria.
The usual course format is abandoned as being, inappropriate for
making such experiences available to trainees.

2. Trainees will move frost one experience or set of experiences to
the next as a function of their demonstrated ability to meet
performance criteria. Thus, progress rates are individualized,
not group- paced.

Provision is made throughout the model for applying the immediate-
ly theoretical ideas about teaching to. the act of teaching

4. A significant part of teaching is viewed as a definable and de-
scribable set of technicaiskills in which candidates are trained.

5. The final phase of so-called preservice preparation is sys-
tematically- extended into and becomes a part of the initial years
of teaching.

6- k computerized management control system is utilized to monitor
individual trainees' progress and to provide information to
trainees and staff as- it is required for various purposes..

7.. Faculty roles and responsibilities are redefined to be consist-
ent with the model requirements, and a faculty inservice develop-
ment program is provided.

a. Admission criteria, consistent with stated performance goals,
are to be utilized, and a selection procedure is structured
accordingly.

9. The. emergence of specialization and differentiation in staff
utilization is recognized and dealt with in. the model, and train-
ees are expected to make certain. choices accordingly as they
move through their teaching, preparation.

Overall Fragrant. Design

Overall, the FSU model program is divided into three distinct phases:
(I) an underclass phase, (2) a preservice phase, and (3) an inservice
phase. Each of these phases makes a particular contribution to the whole
model. The purpose of each can be seen in figure 1. The phases are dis-
cussed in depth in the final model report.2 Most students will require

lIbid., pp. 44-125.
a
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six years beyond high school to complete their preparation, but there is
sufficient flexibility in the program's requirements to enable a student
to take less or more time.

Three additional and essential components are described for facilita-tion of the preparation programs.3 An admission component has been designed.
Its purpose is selecting candidates qualified for and committed to remain-
ing in teaching. The component is diagnostic of the entrance skills and
knowledges which the candidates possess as they enter a training program.

A computerized, management control system is described as a second
facilitating component. The complex problems of program logistics demand
the creation of such a system. The final facilitating component outlines
a faculty redevelopment program and is suggestive of the type of staff
utilization patterns, which must be generated if a model is to be imple-
mented.

The Appendix Document

Volume I of the FSU model. is a self-contained document which details
the specifications for a model teacher education program. Volume LL is
a separate set of appendices which, in. addition to identifying partici-
pating, personnel and the history of model development, spells out in ad-
ditional detail several key aspects of the model program. Am early aware-
ness-involvement experience is described as a part of the underclass phase
of the model program. An experience key is provided which explains a
coding system found in the preservice phase of volume I of the model. In
addition, selected prototypic programs are described from various content
areas such as science or music education. Additional detail on evalua-
tion objectives,, instruments recommended for admission and screening, a
suggested organizational plan for admissions, prototypic entry skills and
knowledges, and suggestions for a college staff development program cam-
plete the entries in the appendix volume.

PROGRAM GOALS AND. RATIONALE

Basic direction and guidance for the development of the FSU modelprogram camefrom a task analysis of teaching as forecast for 1978.4
This undertaking resulted in the identification of four essential teacher
behaviors:

1. The teacher will plan for instruction by formulating objectives
in terms, of behavior which is observable and. measurable.
The teacher will select an organized content to be learned in
a manner consistent with the logic of the content itself and
the psychological demands of the learner.

10.

3
Ibid., pp. 126-61.

4Ibid., pp. 31-43.



3. The teacher will employ appropriate strategies for the attain-
ment of desired behavioral objectives.

4. The teacher will evaluate instructional outcomes in terms of
behavioral changes.

These are clearly interdependent and directly concerned with instruc-
tional-curricula functions. The task analysis did yield a fifth category
of teacher behavior, but of a somewhat different order than the above:

5. The teacher will demonstrate the competence and willingnew. to
accept professional responsibilities and to serve as a professional
leader.

The development of these five behaviors becomes a broad and inclusive
goal of the FSU Model program. These behaviors, stated im this abstract
form, are essential to teaching of any kind, whether it is seen as thatof an indirect facilitator of. pupil learning activities, as a diagnostician
of pupil needs and prescriber of pupil learning experiences, or as a direct
transmitter of information to pupils via lectures. It seeum likely that
any approach to influencing the learning of others will demand competent
performance in all five behavior categories. These five behaviors, are at
once inclusive of the total model program goals and in their specific details are described later as the basic content for instructional programof the model. The chapter provides the most succinct rationale for the
particular goals of this model program... This chapter also lays out in de-tail the overall. of the basic model program.

Readers of the FSU model program document would do well to page ahead,
particularly into chapter 5T the preservice phase of the model program,and into sections of the appendix, volume to see the structuring relation-
ship between the previously stated program goals and the total model pro-
gram.. It should also be noted that the FSU model conceptualizes no single
teacher role as an adequate descriptor of the elementary teacher of thenext decade. A projection upon which this model is based suggests that
the elementary teacher of the decade ahead may well perform tasks ranging
from those of a traditional information dispensing nature to those inher-
ent in the responding teacher role to a host of tasks, many of which arenot yet in current usage.

SELECTION PROCEDURES

Selection procedures are dealt with formally in the facilitating com-
ponent on admissions and screening.5 It should also be noted that the
underclass phase of the model program is directly and indirectly involved
in the process of trainee selection.6 The FSU model bases its selection

'Ibid., pp. 126-34.

6
/bid., pp. 44-47.
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procedures on an assumption that an improved training program will not in
itself be sufficient to produce the quality of professional teachers needed
by our society today. It is important that persons of high intellectual
and academic ability, strong and :Lasting commitment, and good physical
and mental health be encouraged to pursue careers in elementary school
teaching. Only by attracting the most able of young persons to the teach-
ing ranks and in providing them with highly effective training can we ex-
pect to retain them in teaching service.

The FSU model provides for selection of trainees through two major
procedures. In the underclass phase of the model program, students in-
terested in pursuing careers as elementary school teachers have an oppor-
tunity to participate in a preprofesaional training experience which in-
volves special academic work in the behavioral sciences and an early aware-
ness-involvement experience which is designed to bring freshman and soph-
omore level students into direct contact with children, schools, communi-
Xies, and professional educators who are responsible for training tomor-
`taw's teachers. The entire underclass phase of the model program is
geared so that it may be implemented in a junior college and/or a four-
year institution. The preprofessional aspect of the underclass phase of
the program serves selection procedures in two ways:

1. First-hand data about teaching are made available to interested
students. Oct the basis of the data, students can make reasoned
and informed decisions on the desirability of a personal career
in elementary school teaching.

2. Those institutionally responsible for selecting trainees can
gather, over an extended period of time, formal and informal
data on the extent to which an interested student meets admis-
sions criteria to the model program.

Formal measurement: procedures are suggested in the chapters referred
to earlier as an initial step in creating a basis for a computerized data
bank on trainees admitted to the program. It is expected that careful
analysis of the trainee profile which accumulates over the years of pro-
gram implementation will yield valuable insights into the revision and
even possible total modification of selection procedures. Such proce-
dures may remain useful in providing the elementary education field with
the quality of teacher which our projections suggested will be needed in

1 the decades ahead.

At this point the reader's attention might well be redirected to the
prediction chapter, particularly the sections on educational projections
and implications for teacher education.? It is on the basis. of these pro-
jections that the FSU model is designed. These projections comprise the
rationale for a strong position on selecting highly qualified aspirants
for careers in elementary school teaching.

7Ibid., pp. 21-29.
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PROFESSIONAL PRESERVICE COMPONENT

The basic preservice professional experience of a trainee involved
in this program takes place during what is equivalent to upper division
undergraduate work or the junior and senior years prior to the baccalau-
reate degree.8 This program phase is designed to prepare the trainees
to assume responsibilities of a beginning teacher. It is not designed
to render him highly skillful in all aspects of teaching and must be fol-
lowed by experiences of the inservice education phase if the carefully
structured foundation for a professional teaching career is to be com-
plete.

There are five major features of the preservice program: self-paced
experiences rather than courses; criterion-referenced performance evalua-
tion rather than standard grading; sequenced theory-practice contiguity;
progressive syntheiiis experiences; and a computerized management control
system with feedback capabilities. Organizationally, the heart of the
preservice phase of the model program is contained in an operational de-
scription of these features.9 These features of the model program con-
tribute significantly to making the preservice phase of the training phase
of the program a very different experience from traditional programs..

The disappearance of formal courses in professional educatiam, the
provision of stimulated or real teaching practice immediately contiguous
to trainee learning experiences, the absence of formal grading as a means
of evaluating trainee success, and the elimination from the preservice
programs of a traditional student teaching or internship experience are
characteristic indices of program structure.

It is these features which demand a computerized management control
system to overcome- the logistical problems created by this type of instruc-
tiomal organization.1° These same program features require that extensive
consideration be given to retraining the faculty that prepares elementary
school teachers

Volume I details the enabling objectives, prototypic behavioral out -

tomes, and types of training required under each of the five major pro-
gram objectives.12 It should be noted here that for purposes of present-
ing logically ordered material, the enabling objectives are generally se-
quenced from knowledge to application. Actual instructional sequencing
of the training program for an individual trainee will depend upon the
basic instructional strategy adopted by an implementing institution..1

a
Ibid., pp. 48-113.

9
Ibid., pp. 50-53.

10
pp. 135-52.

l-
pid.. pp. 153-61.

12 Ibid., pp. 53-113.

13



Although mentioned only ambiguously in the final document, a series

of task assignment milestones is under consideration at FSU. The series
would. serve as an instructional strategy and diagnostic vehicle for the

derivation of individual sequencing for training activities- '.ask assign-
ments demand of each. individual train :e -..tual teaching performances of
an. increasing complex nature in both the initial and final steps of ma-
jor blocks of training, activities- Sequencing of training activities
for individual trainees will be based on a diagnosis of initial perform-
ance of such. tasks.. The trainee, with the assistance of his faculty ad-

viser,. would have a major role in. decisions affecting training sequences.

As found in volume I, the enabling objectives under each of the
five major teaching behaviors are general in nature and applicable to
teaching regardless of specific content. The application of these be-

haviors within such traditional content areas as science education,

math educatian,and others is dealt with in a prototypic way in the ap-
pendix volume. 1-3 The reader also will be quick to notice that major de-
velopment activities in terms of specific program: content, resource ma-
terials, and the details of instructional procedures remain. to- be- ac-

complished-

lELATIONSEIP OF PROFESSIONAL COBTONENI TO' AC.ADEIIIC COWPONENT

Academic or general education as different from professional educa-
tion, although pursued to some degree in all phases of the model program,
comprises the major portion of a trainee's endeavors during the under-
class phase of his program. Approximately two-thirds of his time is de-
voted to this pursuit. The varying nature of such studies dictates that

they be allocated to appropriate divisions of a university other than a

school or college of education.. This is particularly necessary in systems
such as that in the state of Florida where incre %singly large numbers of students
enroll for their first twa posthigh school years in community junior college.

Trainees are expected to pursue the same basic studies as do all
university students and are alga expected to attain depth. in at least

one academic field. Such study is pr.criected to prepare better the teach-

er far art. instrucaonal or instruction-related specialization.. Time

flexibility, provided by the preservice individualization of the program,
will allow some trainees to pursue a heavy academic concentratiou prior
to receipt of their baccalaureate degree. For others who move more slowly
throw professional training, some of the needed. academic depth must be
provided postbaccalaureate while in the continuing phases of the total

model program.

13G. Wesley Sowards, A. Model for the Preparation of EIementa.r/

School Teacher, Final Re ort, Vol- II (Washington, D.C.: Government

Printing Offilize, 1.969)' , pp.. 19-23.
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For most trainees, pursuit of academic courses to complete basicstudies and/or an academic concentration will take approximately one-third of their available worktime in the preservice phase of the program.Time spent during the inservice phase of the program will vary greatlydepending upon the work completed prior to the baccalaureate and in aparticular specialization pursuit.

Entrance Skills and Knowled&es

A word is in order here concerning a requirement for diagnosis ofentry skills and knowledges expected to be obtained by trainees prior topursuing preservice training sequences l_4 As soon_ as the trainee is ad-witted to the model training program, he will be assessed CI 7. i the extentto which he has attained prerequisite entrance skills using a battery oflocally designed diagnostic instruments. This diagnosis will make pas -sit le:: (I) the best placement for the trainee in the training sequencefar which he is ready, (2) the provision of remedial work designed toupgrade entrance skills, and (X the establishment of initial time esti-mates for pacing the trainee's program. It is anticipated that the de-velopment of such a battery of locally designed diagnostic instrumentswill provide the stimuli needed for close collaboration by academic andprofessional faculty responsible for the total educational program of theelementary school teacher-to-be. Because of these entry level assessments,
any specification of academic course work can be Left largely to faculty
concerned with academic or basic studies.

INSERVICE COMPONENT'

& basic assumption of the FSIT model program is that programs fartraining elementary school teachers cam no longer remain. institution-
bound either in terms of location of studies or in terms of the staffingpatterns.° As with the involvement suggested earlier of the junior col-leges, certain public schools should become partners with the universityin training elementary school teachers.

The inservice phase of the total_ program begins when the primarylocation. far training shifts from the campus context to a public schooland a community. Although the program is a continuing one and a trainee
is not expected yet to have full professional certification, it is anti-cipated that a trainee would have satisfied institutional requirementsfor a bachelor's degree prior to shifting locations and will be eligiblefor full-pay employment by the school district into which he moves forcrnztinued training. This on-the-job training is to be spent during theschool_ year in a "portal school,' a school in a public school districtwhich 17,,s responsibilities as a training institution for new teachersas well as responsibilities to the community for the education of itsch dren.

14 Sowards,
15

Sowards.

Vol. I, p. 131; Vol. II, Appendix J pp. 119-31.
Vol. I, pp. 114-25; Vol. II, pp. 114-23.
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Although the nature of portal schools will vary among school systems,
they will have some common characteristics. First, the principals and
other status leaders of these schools must be favorably inclined towards
innovation. Second, they will use new curricula that have been developed
in areas such as mathematics, science, or social studies. Third, they
will be employing organizational arrangements that include the utilization
of paraprofessionals and teacher aides, some differentiation of roles
among teachers. and modular schedules. Fourth, these !tchaels will make
considerable use of new teaching media. Portal schools will serve the
total model program in a number of ways: (1) They will insure an easy
transition for trainees from a shielded position in the university pre-
service phase to a fully responsible teacher position in the schools in
the inservice phase. (Z) They will make it possible for the inservice
phase to operate out in local communities in ways which reflect goals
of both the model program and the local school district. (3) They will
be useful in providing feedback to determine further needed changes An the
pre- and inservice phases of the. model program.

Major changes in the broad range of graduate level inservice training
for teachers now in. certified. teaching positions are implied, although
not clearly delineated, in the Final FlepcTc of the FSU Because
of the close involvement of the university and the public schools in the
training venture, training benefits are likely to accrue for public school
and university personnel as they interact in planning and implementing
the training venture.. If flexibility is maintained as a key provision,
it should be possible for frequent grouping and regrouping, of personnel
for joint study of problems related to the training, of teachers as well
as to matters. pertaining directly to curriculum and instruction within
the elementary school setting. This change in the focus of graduate pro-
fessional education is long overdue.

FACULTY REQUIREMENTS AND STAFF UTILIZATION

A. major characteristic of the model program is its design for staff-
ing. Maw of the roles required in this program are' new to professional
teacher education. Therefore, the retraining of faculty becomes a mayor
problem. In addition to the staff development problem, institutions must
direct themselves to new staff requirements, organization, and utilization
arrangements.16

A variety of new roles will emerge within a college of education as
traditional courses are abandoned and experiences oriented to performance
criteria replace then. Three major types of assignments have been identi-
fied for faculty in the professional component: administration-student
personnel, teaching- counseling, and selecting, and producing materials.

16
Sowards, Vol.. I, pp. 153 -61; Vol.. II, Appendix K, pp. 136-41.
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It is also clear that new roles will emerge within cooperating junior
colleges and within these public school systems which play a major role
in the teacher training venture. Preprofe.s sionaI work at the junior college
level, at least within the state of Florida, is a departure and consequently
will require either retraining the existing staff or hiring new staff mem-
bers. A staff associate role for training staff members who are jointly on
the faculties of a public school district and a college of education first
must evolve-. Developing a pr,iszour ta traia such personnel would follow.

No dimension of the total model program places more demands on institu-
tions than does the staffing component. Since publication of the Final
Report, work at FSU on dimensions of the model program has served to high-
light certain time skill and development realities which will follow a de-
cision to implement part or all of this model. Faculty time utilization
alone calls for complete reorientation of faculty activity patterns on the
part of teacher education faculty members. Far example, 30 minutes per
week per trainee of individual diagnosis, counseling, prescription, and
assessment will yield 50 hours of faculty contact time per 100 trainees.
Divided among whatever amber of faculty seems appropriate, this still is
an astonishing amount of faculty time co=aitted when viewed together with
group instruction., adr..iia-istratr7e activity, materials development, inde-
pendent writing, graduate student direction, and a myriad of other activi-
ties engaged in by competent professional staff members today. The new
skills demanded of faculty members far exceeds those now held by a large
majority of competent teacher educators in our training colleges. Skills
demanded to produce the kinds of resource materials needed far a highly
individealfzed program of instruction are evidence of the gap which now
exists between the need and the resources. For example, providing the
content direction alone far a single concept filre-Ioop is a task never
encountered by a Large majority of today's teacher educators. Realities
such as these suggest a high priority on fa .-z.nity retraining activities
as a starting point for efforts to implement the model. program.

EVALUATION COMPONWT

There is no chapter or separate evaluation component in the FSU model
devoted to program. evaluation. The omission, however, is one of functional
tcriti.en presentation of a model rather than an. omission in fact. The basic
design for the entire program emanates from. a regenerative concept with
constant feedback being used for program modification.. Basic training se-
quences, regardless of their nature, are designed to elicit responses to
every training input followed by immediate feedback to the trainee of the
extent to which his responses approximate the criterion. expectancy. Since
the entire program is performance- based, evaluation would at all times be
an assessment of whether a trainee needs specified performance criteria.
Performance tasks are designe.e to be increasingly complex in nature and
successful completion of each higher level task assignment indicates a
maintenance of desired performance levels already achieved and at the same
time. is an indication of an increasing willingness to perform functionally
as a fully qualified professional elementary school. teacher.

I7



Because the program follows a trainee into his first two years of
teaching, early followup studies of his teaching performance is automati-
cally provided.

PROGRAM MANAZEMLI3T

An entire facilitating component has been devoted to program manage-
ment in the FSU model.I7 It should be clear by now that the sheer iogis-
tfcs es ^p0,-mr-tng the pr-gram described in the FSU model is beyond the
management of a typical staff operating without the assistance of comput-
erization. For this reason, a comprehensive computer management control
system is described which is to serve three major purposes:

1. Each individual trainee's progress will be monitored, and data
relative to his progress and to the probability of his complet-
ing the program successfully will be made available to the trainee
and to his counseling professor as needed.

2. Summary data on the progress of all trainees wilt be made avail-
able to the project manager on. a regular basis. This information
will include projections of the points to which trainees will
have progressed by a specified data in order that the manager
can anticipate necessary personnel space and material resource
needs.

3. The system. will be used to provide analysis of data needed for
program evaluation and modification..

The final. document calls for real time management system utilizing
a very large network and a batch-mode retrieval system for longitudinal
program analysis. Subsequent to- public-at-ion of the final document, a
need for two additional management techniques has become apparent. The
techniques are now under development. The first of these is a computerized
simulation model designed to interrelate all elements of the program. in such
a way that changing conditions in any one element or component of the model
will automatically bring about adjustments in every element within the sys-
tem. Second, both development and implementation of such a program demand
special cost projections and cost accounting procedures. For this purpose,
a planning program budgeting system (PPBS) is being developed.

It may be possible to implement the FSU model program for smaller
numbers of trainees than anticipated by the presenting institution (i.e.,
800-1,000 trainees per year) without developing or acquiring the computer
capabilities implied by the specifications in this model. Such a possibi-
lity has not, however, been considered by FSU since access to outside a-
gencies who provide such computer services is fast becoming universally
available. At this stage in developing the program, it would appear that

17
Sowards, Vol. L, pp. 135-52.
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the human time factor in administering such a program without computer
assistance would be prohibitive beyond the cost factor of a computerized
management control system.

SUMMARY

In summary, the FSU model is flexible. The model recognizes that
teacher education must change when we know better ways to assist trainees
with their learning, and it must change as the purposes and content of
education itself changes. The specifications for the model reflect these
realities, therefore making the model adaptable to the needs of the future.

L9
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OVERVIEW

Radical improvements are needed in teacher education to meet the demands
generated by accelerating changes in society. The young, rapidly developing
behavioral sciences provide systems of knowledge and inquiry which are directly
relevant to teacher preparation programs. The mod*1 briefly outlined herein,
the Behavioral Science Teacher Education Program (BSTEP) developed at Michigan
State University, is a comprehensive program based on the constructs and
concepts of the behavioral sciences.

This model emphasizes developmental experiences for prospective teachersbeginning in the freshman year and continuing through a full year of intern-
ship. Major areas of the program are : (1) general-liberal education,
(2.) scholarly modes of knowledge, (3) professional use of knowledge, (4) human
learning, and (5) clinical study.

Undergraduate teacher preparation is emphasized, but inservice prepara-tion programs for beginning teachers, auxiliary personnel, ana professional
instructional leaders also are examined. Program evaluation and various
aspects of management are given detailed attention.

Vecial Features

The model incorporates features as broad and varied as modern technology,
advanced concepts for understanding human behavior, general-liberal education,
and professional translations of behavioral principles and teaching strategies
within a wide variety of environments. The comprehensiveness of the plan be-
comes evident as the reader studies the detailed specifications in the model
report.' Several special features are worth noting:

1. The teacher education program is comprehensive. Improvement of one
phase of a teacher education prugram, such as professional education,
without concurrent attention to the total supporting knowledge-inquiry
framework, could only result in a patchwork jib, no matter how well
engineered the patch might be. The broad leap in teacier education
envisioned in SSW requires articulation of general-liberal education
experiences, extended content specifically related to the curriculum
of elementary schools with professional education. Such articulation
is explicitly described as it has been developed by scholars in the
relevant fields.

'Michigan State University, ligoralA......qciencTeacher BOucatie
roamsalf3Pro.sEaR, Vols. I, II, III (Washington, D. C.: Government
Printing Office, 1969.)
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2. The total undergraduate program recognizes the major objective--
elementary teacher preparation with emphasis upon the clinical
approach to the analysis of teacher behavior. Teams including
more than 150 scholars designed the undergraduate program so that
the perspective and special competencies of the various disciplines
could be represented. In general-liberal education, for example,
one criterion in selecting specific works of literature was, "Would
it improve a future teacher's understanding of human behavior/1'

3. BSTEP focuses the skills and knowledges of behavioral sciences on
educational problems. The study of howl behavior undergirds all
teaching. Increased technology in schools i4 not diminishing, the
role of the teacher, rather it is accenting the search for teachers
who are responsive to the needs of the individual pupils. The
theories, knowledges, and strategies of behavioral scientists
provide a basis for such a responsiveness.

4. Cross-cultural studies are Woven into the fabric of the program..
Cultural biases cloud most minds. Such biases became particularly
evident in ghetto schools when middle class teachers cannot comprehend
ghetto children's values systems. To sensitize prospective and inservice
teachers to unfamiliar cultures and to enable them to recognize and
appreciate the varying postures assumed by people of other cultures,
specific experiences have been planned. In the humanities, for examples
special attention is given to the study of African, Southeast Asian,
and Indian cultures. Actual. and simulated experiences with children
in varied social-economicAmerican cultures are described. Particular
emphasis is placed on understanding inner-city cultural patterns.

5. Evaluation is integral to MEP. Continual appraisal, of selected
experiences and of the total. program. permeates the enterprise. Tht,

evaluation is designed to provide information necessary for program
development. NO program could be the final answer to the educational
needs of today, much less to those of tomorrow. This model provides
specific evaluatiom and development phases which are necessary catalysts
in an ever-improving program.

6. The program provides techniques which facilitate the use of new
strategies. The research tools of behavioral scientists are expand-
ing so rapidly at the present time that the next few decades are
likely to see a surge of input knowledge, theories, and strategies
in the behavioral sciences similar to that which has already occurred
in the natural sciences. Teacher education programs must implement
these new knowledge. as rapidly as possible, eliminating the painful
timelag usually associated with man's social development.

7. The program is described in single purpose experiences or modules.
At its most explicit level, MEP is described in short, discrete
single purpose experiences or modules. An illustrative module can
be found in the IltiLal...ftort.2 Each module is designed to help meet
a specific behavioral objective. Modules can be sequenced into
individualised instructional programs for preparing elementary
ts:.achers.

MIIIMINIMI1111111111MS,
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8. The resources of an educational network are garnered to improve
teacher education. School districts and the university cooperativelycontribute to a resource pool designed for improved teacher education.
Elementary schools provide the setting for (l) observation and
practice by trainees and teachers and ,2) substantive episodes anddata for teacher education and its improvement. The university
contributes its varied and specialized competencies to the develop-
ment of the total instructional staff of the schools,

9. An information retrieval system modified from the basic informatioa
retrieval system and designed especially for this model, is described.
A teacher education program as complex as BSTEP requires an extensive
Information storage system. Data are included on student personnel
characteristics, student progress, modular experiences within the
program, management procedures, evaluative techniques, clinic school
settings, and relevant research in teacher education.- Cross-analysis
of different phases of the curriculum are possible through an indexing
system.

10. Programs are differentiated for teachers of preschool children, primary
grade children, and middle school children as well as for varied subject
sper.ializations such ae science, social science, language arts, read-
ing, art, music, and general classroctu teaching.

MOAK GOALS MID ItATIONALE3

The Behavioral Science Elementary Teacher Education Program, with itsdetailed educational specifications and implementation, is designed to achievethese objectives:

1. To provide the future teacher with a broad experience in general
education including the disciplines of the humanities, science, and
social science.

2. To introduce, ma systematic basis, research and clinical experience
into the decisionmaking process which serves as the means for continued
educational improvement.

3. To utilize a new kind of laboratory and clinical base as the foundationfor pre- and inservice teacher education programs.
4. To prepare a new kind of teacher for the nation's schools--one who:a. Engages in teaching as a clinical practice.

b. Understands human learning, its capacity, and its environmental
characteristics.

c. Assumes the role of a responsible agent in social change.

The BSTEP model uses the term behavioral science to mean those systemsof inquiry which constitute reliable and valid sources of information about
human behavior. In this context, "science" is accepted as the process of
orderly inquiry and systematic organization of tested knowledge about natural

JIbid., Vol I, Section 2, pp. 1-29; Section 3, pp. 1-57.
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phenomena. It bavioral science applies this process to the study of man in
three spheres: the nature of man's self-awareness, the naturi4. of man's inter-
actioa with men and his social. systems, and the nature of manse interaction
with his physical environment.

key concept of the BSTEP model is clinical behavior style. The major
function of this concept is to regularize the behavior of teachers. Clinical
WamAir-r. style ten those particular and stylized sets of activities and
mental processes which a practitioner possesses. SfJch a practitioner of education
will be specifically trained to utilize his client-related experience as the
basis for continuous learning and improvement of his skills as a teacher. The
clinical. behavior style which is appropriate for a professional teacher consists
of six phases: describing, analyzing, hypothestrIng, prescribing, treating,
am& observing consequences. The last phase, observing consequeaces of the
tramosset administered, leads in turn. to the first by a process of recycling
it order to describe the changed situation.

The praftssiomal foundations of the program are centered on the behavioral
sciences for taw reasons: (1) The dominate task of all educational activity is
to develop pupil behavior within various settings. The behavioral sciences
provide the systems of knowledge and inquiry mast relatable to this task. (2) A
distinct:Lye feature of empirical science as a way of acquiring knowledge is that
it is nail - corrective.

Systematic reappraisal of both output (organized knowledge) and methods
used to produce that output (methodology) is followed by revision according
to the Bags of the reappraisal. Because of these two basic characteristics,
the behavioral sciences suggest the development of a clinical behavior style
of teaching which enables teachers to base their current practice an available
Imooriedge, to produce new information relevant to practice, and to -.evise
practice on the basis of new information as it becomes available.

Teams of behavioral scientists representing various disciplines recently
have begun to examine major social problems. As systematic interrelationships
are explored in more detail, the possibilities for a more comprehensive theory
of behavior are enhanced. As theories of behavior become more, comprehensive,
as it becomes possible to explain and predict behavioral outcomes in situations
with_ many biological, psychological, and cultural variables operating simul-
taneously, then behavioral theories 'ecome still more useful to the educational
practitioner.

SELECTION" /IMMURES

Research results have tended to emphasize the lack of empirical evidence
am teaching effectiveness. Research: by Barr and his associates over three
decades, the monumental work of David Ryan', and other efforts in this area
hair: produced vague and sometimes conflicting findings. All too often the
research was limited in scope so that aoly one or a few of the potential
contributing factors were considered. Personal characteristics, teacher
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preparation program components, and the teaching envirorsaent all contribute
to "effectiveness."4 The relationship among these factors is potentially
important.

Rather than attempt to list restrictive criteria for program admission,
the model team chose to monitor students' progress and effectiveness and to
develop entrance requirements based on evolving standards. The position was
taken that students who are acbaissibIe to the university and to elementary
ediscation wolsid initially be admissible to BSTEP. To assure base-line data, aseries of instruments for initially assessing student input characteristics
is suggested.5 Student input characteristics, success in various program
elements, and practice during internship would become parts of am evaluation
cycle leading to more selective student inputs. This stance is consistent
with the clinical style which permeates the entire program.

PROUSUCIIIAL PRESERVICE CCIIPONENT

DMZ emphasizes developmental orofessional experiences which begin a
prospective teacher's first year of college and continue throughout the
pressrvice education into the initial. years of teaching. The undergraduate
program of each student includes: a) a broad, basic core mf general-liberal
education, (Z) a review of the fields of knowledge in terms of their structure
and content, with emphasis on the methods of inquiry and learning which char-
acterize scholarly endeavor in different disciplines, (3) a study of human
learning based upon behavioral science concepts and research, (4) an analyticalstudy of the teaching act in different types of educational environments, and(5) a year of intern teaching in a school district as part of an instructional
tem recruite" from the university and the local district.

The undergraduate program will be described in two sections. In. this
section the professional aspects of the program will be described while inthe following section of this report, the supporting general-liberal education
ccaronents will be described.

Professional trse of Knowledge

In professional use of knowledge, the prospective teacher learns how totranslate knowledge into educational action in classrooms and comaamities.
building upon a structured general-liberal education and the study af human
learning, this area focuses upon the study of instructional strategies with
particular emphasis uprn the specific content included in the elementary
school. Simulated and live contact with elementary school-age children. is
planned.

4 The term "effectiveness" is .relative and often defined in r, atrictedor ambiguous terms, thus adding to the confusion.
5

Michigan State University, op. cit., Vol. III, Sactiam 9, pp. 40-41.
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Experiences in the area of reading, language arts, social studies,science, and mathematics are summarized in the following paragraphs, anddetailed specifications are included in the final. Report.6

Readink. A major portion of this component is devoted to competencies
related to teaching developmental reading. Optional experiences focus onteaching reading in the content areas and recreational reading. The programdesignad to develop , compriliension, application, and analysisof the techniques used in teaching reading while also building a value system
which. would guide the teacher trainee's use of the accumulated cognitive'earnings about reading instruction.

Language Arts. The language arts component focuses on the skills
involved in listening, speaking writing., and the supportive tool skills ofspelling and handwriting. The strategy for studying these skills includesan examination of the objectives, instructional procedures, and evaluationtechniques for each of the language arts through analysis of representativeprograus in existing elementary schools. This examination is filtered throughthe study of affecting variables such as sociocultural, environmental andpersonal-professional influences to permit the examination of language artsto be both analytically descriptive and prescriptive.

Social Studies. Responsible, informed decisionmaking is the dominanttheme pervading the social studies component. This theme is developed, in
two ways: by sensitizing undergraduate stwients to the range of decisionsthey are likely to encounter as teachers of the social studies and by givingthem actual experiences in making these decisions.. A. wide variety of instruc-tional settings provide the foci for studying decisianmaking. These includeactual and simulated experiences in. elementary classrooms, microteaching,self-study projects, clinical experiences, and many different kinds of lab-oratory and field experiences.

Science. Prospective teachers of element-ery science embark upon a seriesof experiences designed to implement the concepts previously studied and to
develop meaningful patterns of classroom activity. By meansof autotutorial
and small. and large group instruction, students are involved in a multi-
dimensional study of elementary science philosophy, curricula, methods, skills,materials selection, media utilization, and evaluation techniques. The pro-fessional appraisal of procedures of scientific inquiry, attitudinal change,
and experimental design necessarily reflects societal as well as technologicalissues and problems.

Mathematics. The study of mathematics gives the preparatory elementaryteacher an opportunity to translate the mathematics previously learned into
mathematical concepts and skills for elementary pupils. The teacher becomesaware of the instructional dimensions to be considered in planning for relatedclinical activities.

6Ibid., Vol. II, Section 6.
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Tuaaan . Specific study of human learning occurs twice in the
undergraduate prograa. nepIoring human capacity for learning, understanding
environmental systems, and inquiring into cognitive development are the three
basic behavioral areas which planned educational experience isust bring into
interaction. The first contact with systematic study of human iearning occurs
early in the prospective teacher's undergraduate program.. Various approaches
to the problems of learning and. human development are explored. The issues in
learning theory and. research are exagained as a means of explaining the impact
of environmental systems on a teacher's decismorsuking processes. This first
experience thus provides a basis for further professional growth.

The second experience in the study of human learning is concurrent with
internship. At this time the intern studies the environmental systems which
influence the growth of the human being and with, which the educational process
gaust be concerned. It is assumed that an elementary pupil lives in a series
of environmental systems: his own internal environment, the enviroratent
created. Iby the family, the errvit*ment created by the school, the envirtnasent
created. by the community, and the larger cultural environment consisting of
elements and farces from the national and international arenas. The. more
skill and perceptivity that can be developed is analyzing positive and.
negative elements within these several environments, the more sophisticated
response the educational worker can make in diagnosing and developing the
behavioral competencies of the pupil.

The general purposes of this second area of human learning study are
to enable the teacher-intern.:

I. To perceive the school as a social institution with present and
future relationships to other major institutions of our culture
and of selected cultures .

2. To utilize such basic concepts as stratification, role, status, and
prestige as tools of analysis for clearer understanding of classroom,
faculty, institutional, and societal situations.

3. To understand the potential and actual contributions of nonschool
agencies to t.uxcicular experiences of young people.

4. To formulate a meaningful relationship among the many factors which
influence the pupil's development.

With increasing urbanization in, haerican society and a changing cultural
orientation, tools of inquiry in analyzing societal forces and experience in
using the tools of inquiry in actual, situations are important assets to teachers.
As one experience toward mastering the use of the methods, concepts, and
principles of environmental investigation, students make an analytical study
of their teaching coseumity during internship. Specifications for this and
other experiences in human learning study are included in the Final Report.?

I 1 I I M. d
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51Affsja and Yield Experiences

Clinical experiences :

1. Are client-related.
2. Include manipulation of instructional variables.
3. Include the element of feedback so that improved instruction occurs.

These three interact to give cliirkca-I a coniutaticiti which is
greater than the sum of its parts. 'En the context of professional training,
clincial connotes the behavior style (or gaining of behavior style) approprLate
to professional service. To develop and expand a prospective teacher's facility
in splaying a clinical behavior style in teaching, progressive intensity of
a preprofessional contact with children and schools is built into the preparatory
prows. Clinical procedures are analyzed and practiced through, both simulated.
and actual situations. POur sets of clinical and field experiences are
described herein with detailed specifications presented in the Final leport98

ptorial. Early experience with children in a teacher education program
is deemed important for reality testing purposes. During the first two years
of college, the student works. in one or more child- related roles. Wring this
period be might work with children as an assistant elementary teacher, at the
local MCA, in a children's hospital, in Read Start and other preschool programs,
in, a settlement house, suer camp, or with scouting programs. Purposes of
this experience include: (I) role identification, (2) self-screening, (3) reality
testing of childrenrisodels, and (4) general awareness of people--their hopes,
dreams, and ways of acting.

Career-Decision Seminar. The general purpose of this seminar is to aid
prospective teachers to make adequate decisions concerning four questions:

I. Should I prepare to become a teacher?
2. If so, with what general age children am I most likely to be effective?
3. Do I prefer the activities and role of a general classroom teacher

or should I specialize is a subject area?
4. If I choose to be a subject specialist, which area is mast suitable?

Since many facets of the curriculum are tailored according to the
particular interest of teacher-trainees, an early decision supports a more
precisely focused program. This decision seminar is designed for students
in the early phase of their preparation program. While decisions made at
this time are not binding, change at a later time would require some restruc-
turing and redesigning of a student's program. Following the seminar, some
students may transfer to the associate teacher curriculum or to another program
in the university. The flow of the four questions to which a student responds
during the decision seminar is represented in figure 1. In addition to assist-
ing the student to answer questions about his career, the first formal clinical
experience is designed to:

8 Ibid. , Vol. I, Section 3.
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1. Collect actuarial and personal data on students as base-Line informa-tion for study programs.
2. Pollowup tutorial experiences of students who have worked withchildren in a settlement house, boys camp, YMCA, playgroundsupervision, or as an assistant teacher.
3. Introduce the role and functions of an elementary teacher.4. Provide simulated classroom experiences far reality testing purposes5. Provide the first evaluation checkpoint for candidates.

Teacher Analysis. This set of experiences provides various opportunitiesto test teaching skills in simulated or real classroom situations. Threetypes of experiences illustrate possible activities appropriate at this pointin the training program. First, each student analyzes sets of visuallyrecorded classroom scenes or vignettes. What occurred? What relevant conditionsexisted? What decisions did the teacher make? What were the consequences?What suggestions would improve the learning? Second, each student participatesin simulated classroom episodes. This permits him to make his first translationof ideas from analysis into practice. Third, each student works with threeto five pupils in microteaching experiences. These episodes can be video tapedso the student can review and evaluate his teaching performance as he works onvarious aspects of the teaching act.

Teaching is a complex operation involving analysis of many variables andselection from a galaxy of potential decisions. Controlling the introductionof these variables in the initial phases of teacher edixcation permits anorderly and systematic initiation into teaching.

Internship.. Students are assigned full-time to an elementary classroomfor an academic year under the guidance of an intern cansultant.9 Autonomyand responsibility for classroom activities, with significant assistance fromuniversity and school district resources, characterize this phase of theundergraduate program.

Internship provides the opportunity to translate, as a beginning teacher,the study of human behavior into strategies of instruction. The intern consul-tant provides assistance and supervision during this period.
Teacher Vecialization

While the preceding descriptions of the five major curricular areassuggest the general nature of the teacher preparation program, they do notprovide the detail which reveals its scope and sequence nor do they indicatealternate routes that students may follow.

To date most elementary teacher education programs have been designedfor a general classroom teacher. The need for such teachers and for a trainingprogram for them is expected to continue in the foreseeable future. Preschool

9 The intern consultant is a highly skilled experienced teacher selectedfrom an elementary school to work full-time with five or six intern teachers.This role has been ,eveloped during the past eight years at Michigan StateUniversity in the Elementary Intern Program.
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and primary grades may continue to rely upon a person of general subject-
centered skills, and. many schools are likely to retain self-contained
classrooms in the upper grades for many years. There is emerging, however,
a second teacher role in the elementary school--that of the subject-matter
specialist. Two separate organizational approaches, the development of the
middle school and team teaching, require teachers with strong subject-matter
competency. Further, experimental curriculum movements in mathematics,
science, social science, and language demand increased expertise on the part

nf the teacher.. The expending need in the future is likely to be for teachers
who have specialized in subject areas such as mathematics, science, language
arts, social science, reading, art, and music.

Differences in the ages of children alga require differences in the
backgrounds of teachers. Professional translation of human study is focused

upon the unique needs of each group of children. Program branching, there-

fore, is provided those students planning to teach preschool, primary school,

and middle school children. Preschool includes children ages 3 through 6 or

nursery school and kindergarten. Primary school is defined, for our purposes

as grades 1 through 4 in a grade school or ages 6-10. Middle school includes
children from 10-13 or until entry into the high school program. Thus program
differentiation and specialization occurs along two dimensions:

1. The amount and area of subject- matter specialization.
2. The age of pupils to be taught.

The choices possible along these two dimensions generate at least 24 program
modifications as illustrated in table 1.

TABLE I
PROGRAM MODIFICATIONS

Teacher
specialization Elementarl school

Pre- Primary Middle
school school school

General classroom teacher

Mathematics teacher x x x
Science teacher x x x
Social science teacher x x x
Language arts teacher x x x
Reading teacher x x x
Art teacher x x x
Music teacher x x x
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RELATIONSHIP OF PROFESSIONAL COMPONENT TO ACADEMIC COMPONENT

Integral to the total teacher education program are the discipline-
centered aspects. Two broad areas are directly relevant to the program's
goals: general-liberal education and scholarly modes of knowledge.

General-liberal education provides a broad basic core for the program.
Students leard to understand the role language plays in a society, to
comprehend the physical and biological aspects of the world, to understand
differing cultures, to become more sensitive to their own role in modern
society, to grasp relationships as expressed in mathematics, and to concep-
tualize swan's potentialities.

Scholarly modes of knowledge differs fron general-liberal education in
two essential ways: (I) the content in scholarly modes of knowledge is more
directly applicable to teaching in the elementary school and (2) the modes
or styles of inquiry of scholars are stressed.

General-Liberal Education

A broad, basic core of general-liberal education, designed to foster
individual fulfillment and to prepare citizens for participation in our
society, is necessary in teacher preparation.

The encompassing and overriding objective of general-liberal education
is to relate the student's knowledge to the study of human behavior. Rather
than providing a series of survey courses, this model proposes a basic core
of general-liberal education experiences which emphasize the contributions
the various disciplines of liberal arts and sciences make to an understanding
of men, his behavior, his ideas, his society, and his world. The intent is
to help prospective teachers develop the basic analytical skills which are
prerequisites for making intelligent decisions about current societal problems.
PraVisiMft is made for students to become active participants in formulating
relevant educational structures which bridge personal experience and curriculum
content.

The general-liberal education area is divided into three components:
humanities, social science, and natural science, each of which is briefly
described in the following paragraphs.

Humanities. The principle characteristic of the humanities is the
involvement of the student in questions of value such as "What is man ?"
"What is the good, the true, and the beautiful?" and "What should man live
for?" The selection of content, the exercise in basic skills, and the module
organization are designed to promote an understanding of human behavior in
humanistic terms. The student begins his study of homanities with a workshop
laboratory experience in the disciplines of literature, art, and music.
After exposure to the way in which a writer writes, an artist designs, and
a musician composes, the student is ready for an integrated study of the
humanities.
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In a subsequent series of experiences the student explores the basic
issues of western man, classics of the West, and the American quest. Each
part includes some materials required of all students and a series of alterna-
tive assignments and experiences from which a student may choose portions of
his program. These alternatives are not offered as random options, but are
designed to give depth of experience in equally relevant materials.

Exposure to the thoughts, institutions, and arts of the nonwestern
world expand the student's view by sensitizing him to cultural biases. While
the cultures of Africa, India, and Southeast Asia are envisioned as relevant
to the program, only the Africa sequence is included in this model and is
intended to serve as a paradigm for this phase of the program.

Social Science. The social science component introduces the student to
the nature of the social science disciplines including geography, anthropology,
sociology, political science, and economics. These fields are represented
as systems. Geography, for example, is represented as a fundamental ecological
system,. anthropology as a cultural system, sociology as a social system. Through
a carefully structured sequence of experiences, the decisionmaking strategiev
of social scientists are explored, and students are provided an opportunity
to employ these decisionmaking processes in real and simulated situations. Expeiri-
ences are designed to sensitize the student to the possibilities that lie in
the use of these skills.. The student becomes aware of the interactions among
social farces and their iopact on education.

Natural Science. The natural sciences and mathematics have contributed
greatisunderstanding of his universe and his relationship to other
organisms and objects he perceives as existing. Western thougut, in particular,
has' been influenced by the development of logic and mathematical proof and by
the accumulated data from Which science induces the evidence fora law. The
central theme of this component is the effect upon our culture by the natural
sciences and mathematics.

Scholarly Modes of Inomrlede

While general-liberal education provides the foundation for a life-long
search far meaning and values, the study of the scholarly modes of knowledge
opens the door to disciplined inquiry into those areas related to the elementary
school curriculum. The component parts of this area are linguistics, communi-
cation, literature for children, fine arts, social science, natural science, and
mathematics. A detailed set of instructional specifications for each are
included in the Final leport;10 a brief description of each follows.

Linguistics. The basic goals of the linguistics component are: (1) to

explore the nature of language as it has been determined by linguistic
research, (2) to distinguish facts from emotionally based or culturally
determined views about language, and (3) to investigate those results of
contemporary research on the grammar of English which are directly relevant

10
Michigan State University, 5222_cAs., vol. II, Section 5.
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to the student's future role as an elementary school teacher. The component
includes five sections: basic concepts; the phonological System of English;
English morphology, semantics, and the lexicon; English syntax; and regional
and social dialects of American English.

For each section, in addition to lectures and group discussions, the
student is involved in independent work concerning the relationship of the
theoretical material to the stages in children's acquisition of language
and to the teaching of reading, spelling, and grammar in the eAmentary school.

Communication. Emphasis is placed on verbal and nonverbal communication
patterns. Simulated experience with cross-cultural contacts aids the student
to better understand himself and his feelings toward others. As he increases
his understanding of self and others, he is expected to analyse his encoding
and decoding of messages and his choice of channels. These experiences are not
simply "speech" or the sending aspects of communication, but involve message
reception and decoding as well. The affective domain is tapped as students
explore their own reactions to simulated episodes. A key behavior sought is
the ability of the prospective teacher to analyze communication events and
patterns and to relate these to his work as a teacher...

Literature for Children. The study of literature for children combines
the litrar mists kind the graphic arts. Amphasis is placed on the charac-
teristics of the genres of literature and on the media and styles of art used
by artists to illustrate children's books. Considerable attention is given to
the study of the techniques and materials that the teacher can use to create
an environment in which children can graft to enjoy and appreciate excellent
literature. Students also explore many other uses of literature by children
and the probable effects of literature upon children.

Pine Arts. The fine arts component is considered in three aspects: art,
music, and dance and drama. emphasis is on the respective mode of perception
and creativity of each area: visual, aural, and motor. Teaching art velum.,
concepts, and productive behavior in children forms a basic concern. The
tangible objects of art are subjects of aesthetic evaluation as well as the
end products of a disciplined process. The student manipulates materials
fre.a which works of art are constructed.

The aural mode of perception is encouraged through music. Experience in
listening to both familiar and unfamiliar musical forms assists students in
developing a tolerance toward all forms of musical expression.

Dance and drama provide an opportunity to respond aesthetically through
the use of the whole person. The bodily form of expression and communication
in dance and drama provide the future teacher with experience in objectifying
in :lotion inner-feelings and thoughts. Such experiences are designed to make
him more awmre of the symbolic character of physical motion, and awareness which
can increase his sensitivity to children and their play.

Social Science. The social science component is devoted to social
science theory and research. Amphasis is placed on the interaction that takes
place between personality and basic social systems. How, for example, does an
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individual effect the society of which he is a part? What role does society
play in the life of the individual? A thew followed throughout this study is
the nature of conflict involved in these interactions and the resultant decision-
asking process.

Natural Science. Natural science experiences are designed to develop the
prospective elementary teacher's competency in the use of ideas and materials
appropriate to elementary school science. Examples are taken from geological,
biological, and physical sciences. Though certain modules are required of all
students, optional experiences are also available.

Much. of the component can be handled through directed independent study
using an autotutorial. approach. The laboratory then becomes integral to a
variety of independent activities.

Mathematics. The need of a basin background for teaching elementary
school mathematics directs the choice of content and the method of approach
in this component.. The foundations of arithmetic, algebra, and geometry form
the basic core. Experiences in mathematics within scholarly modes of knowledge
are interrelated with those in professional USE of knowledge and in the clinical
components. Thus, as the student learns mathematical content thtough lectmres
or directed independent study, he can practice the concept immediately in a
mathematics laboratory, consider the implications for professional use, and
employ his knowledge in a field setting.

issminria COPIPONItin

The completion of preservice teacher education requirements is only the
beginning of a pmatessional teacher's development. Joint responsibility by
schools and universities for the inservice education of all professional and
ancillary personnel is a necessity today. Previously the university tacitly
accepted almost complete responsibility for preservice education and graduate
study (often in isolation from the real world of teaching) while the elementary
schools sometimes designed inservice experiences for their staff. Such lack
of articulation in teacher education can no longer be tolerated!

ESTEP is predicated upon joint responsibility by several educational
agencies for the continuing education of teaching staff. A clinic-school
network is established to promote continual feedback and development of the
program. A college or university works with one or more school systems.

Elementary schools become the clinic setting for preservice teacher
development. They furnish the basis' for material upon which the undergraduate
program is built, and they become the testing ground for teacher education
theories. Prospective teachers observe pupils there and analyze teacher-
behavior patterns. Interns teach there. University staff work there in devel-
oping appropriate materials for undergraduate instruction.

In a similar manner the university and the elementary school cooperate
to promote the continuing education of practicing teachers. Through joint
school district-university arrangements, seminars are developed. University
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scholars become sources of assistance in. specific school studies concerned
with imprroving instruction. Human anct material resources from both the local
school system and the teacher education institution assist beginning teachers.
Building won intern experiences, skill in utilizing inquiry- modes is further
witionef ad through a variety of learning situations.

Such a program must, of necessity, be flexible. Differences within a
teac:sine staff in personal characteristics, fields of specialization, and
skill's in analyzing hear. -In potential, f,r example, preclude formalization.
In ths* present model some core experiences are described which are relevant
to the continuing study of human nature, but this work is only a beginning
in the needed comprehensive program. Analytic tools to assess the extensiveness
of the clinical approach used by a teacher in a functioning classroom must be
dentipscat, tested, and modified before inservice education can be effective in
impirawilig the clinical stance.

alieveacee study in the behavioral sciences for practicing teachers is
directed. toward a more sophisticated understanding of the variety of environ-
suits within which. children develop, and the creation and utilization of the
diagnostic, prescriptive, and evaluative tools for working with them in the

achrol-cosamnity situation..

?he teacher preparation model provides for a small proportion. of post-MA.
teachers with highly developed clinical skills, leadership ability, and
dawn rtratad success in. teaching to be selected for extensive training in
professional leadership. Such personnel would become catalyzers for further
development and. tattooist t of the clinical stance in teacher education. They
would Unit nth. undergracmates, serve as team leaders in instructional team-
tam/Amin stunt-ions, be intern consultants, develop elementary school and
eniwersity curriculum. materials, be elementary school principals, and assist
-with elementary pupils having unusual or difficult learning problems.

Milt each instructional leader's preparation program would be tailored
to ladivittmal Job descriptions, it would include special seminars in. research,
edinc..r.tiossil technology, clinical practice, and educational strategies. Part
of his time might be spent in writing curriculum materials, trying out and
evaluating recent. innovations, and studying, in exemplary schools.

MILT! anquntairrs AND STAFF UTILIZATION

Integral to the continued development of BSTEP is a dynamic faculty who
understand and practice clinical procedures in its own instruction and research.

To develop this posture and to provide for program and faculty currency, two
procedures are recommended.: program development-trial-evaluation cycles, and
specialized consultation services.

When possible, rotation between persons engaged in writing instructional
modules, delivering such modules, and directing clinical experiences; has been
encouraged. With those instructors from human learning and professional use
of knowledge components, this is particularly significant for they must main-

tain constant feedback from field experiences to optimize the content and scope
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of their work with students. To provide the feedback data-base for develop-
ment of the experiences for which they are responsible, professors must have
the opportunity to follovup their instruction with reality-testing in the
field. As a result of this kind of testing, materials and experience modules
would likely be modified or redesigned. Further, as the staff redesigns the
curriculum. and tests its own :'.deas, its understanding of salient curriculum
aspects would be enhanced.

Thus as each professor utilizes the approach identified as clinical style,
he becomes a model for the practitioner and the prospective teacher to observe
a given .setts Further, as the consequences of the program are acted
on by the trainee, the field environment provides myriad inputs which provide
the base far more refined and sophisticated outputs in the instructional setting..
Thus the instructor and program developer (the same persons at different points
in time) become integral partners in assessing and contributing the most signifi-
cant inputs; from the field into the mainstream of program development. From
these experiences come the collection and refinement of simulated episodes,
written vignettes,. filmed and taped records, and other experiences which provide
probIonsolving settings for teacher trainees.

The second needed aspect of faculty development comes from researchers
and scholars in all fields of endeavor. Rapid development of new knowledge,
methods of gathering data, and procedures for solving problems make it
imperative that the program elements be as current as possible and that the
professional staff have access to the most recent findings in. their field.
This is not oily true for the academic areas related to general-liberal educa-
tion and scholarly modes of knowledge, but also to the professional areas which
draw from the behavioral sciences. Consultants, who are working on the frontiers
of man's knowledge in various disciplines, periodically 'would work with the
program development team to assure an adequate current data base.

EVALUATION COMMENT

A viable teacher education program requires a carefully designed, extensive
and workable evaluation system which in turn supports program development.
Cognitive, affective, and psychomotor domains must be included in such assess-
ments. In the past, evaluations have been hampered by lack of information
vis-a-vis the student and teacher personal characteristics, specific program
components, and the social milieu in which the teacher is functioning. In a
sense, evaluation permeates the entire program. It is a necessary and funda-
mental aspect of the clinical style; it forms the basis for program modification
and development; and it is inherent in instructional strategies. While the
model report describes the evaluation system in some detail, this summary is
limited to one facilitcting phase- -an information retrieval system.

Information Retrieval System

To describe, sort, and utilize the instructional recommendations included
in tf_e program, more than 2,700 short, explicit single-purpose experiences or
modules were written and included in the 3STEP report. These have been key-
punched and loaded onto a Computer Data Corporation 3600 System at Michigan
State University. Figure 2 represents an illustrative module.
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Line number
(digits 6-8)

Unique module number
(digits 1-5)

*OBJECTIVES LEARNER DIAGNOSES FUNCTIONAL READING OF ONE PUPIL AND
TEACHES ONE CUNCTIONAL READING SKILL BASED ON DIAGNOSIS. 0066

*PREREQUISITE SUCCESSFUL CaMPLETION OF PREVIOUS MODULES IN SECTION VIII 00669018
AND OF SECTIONS I-VI. 00669019*EXPERIENCE WORKING IN A TUTORIAL SETTING LEARNER. DIAGNOSES 00669011
FUNCTIONAL READING SKILLS OF ONE PUPIL AND USES THAT 00669012
DIAGNOSIS TO TEACH THE CHILD ONE FUNCTIONAL READING 00669013
SKILL. LESSON IS VIDEO-TAPED AND LEARNER. EVALUATES HIS 00669014
WORK WITH HELP OF INSTRUCTOR.- 00669015*SETTING OTHER (SPECIF) TUTORIAL, COLLEGE 00669010

*MATERIALS VIDEO-TAPING EQU/PMENT. OW69005*LEVEL GRADES 3-4 GRADES 5-8 00669008
*GENERAL ALL CANDIDATES 00669007
*HOURS 2

00669006*EVALUATION LEANER CORRECTLY DIAGNOSIS FUNCTIONAL READING SKILLS OF 00669020
ONE PUPIL AND APPLIES APPROPRIATE TECHNIQUES AND 00669021
MATERIALS IN TEACHING THE PUPIL ONE FUNCTIONAL READING 00669022SKILL. 00669023*FILE FUNCTIONAL READING INSTRUCTIONAL PRACTICE CLINICAL 00669009

LevelFor preschool teachers; grads 1-4; grades 5-8; all candidatesGeneralGeneral classroom teacher, Subject specialist or both
Hours Approximate time far student to complete experience
File--Index terms under which this module filed

FIGURE 2

ILLUSTRATIVE KEY-PUNCHED MODULE



To adequately store and process these data, a custom-designed storage andinformation retrieval (IR) system was designed. This IR system was built uponthe basic index and retrieval system (acronym MRS,' which was developed by
Professor John Vinsonhaler and his colleagues at MSU.11:

This system is capable of handling alphanumeric data and to process itat a rapid rate. The system is capable of examining natural larguage and
conducting categorical and/or logical searches among the documents or searchirre,
for main ideas within a given document. Similarities in kinds of ideas,
experiences, objectives, evaluative devices, and materials can be examined from
among the many parts of the educational program.

Use of the modular approach assures great flexibility in implementation
by teacher education institutions and yet provides explicit detail of programcomponents. It provides a solid basis for program evaluation and cost analysis.

In the individualized, behaviorally oriented system advocated in ESTEE,an elaborate record system is necessary to encompass the pattern of experiences,successes, and failures which would characterize each student's participationin. the project. The information processing power of the computer could be
utilized to establish a student record system, to trace progress in the program,and to provide basic data for program evaluation.

Each modular experience can potentially be tested for its contribution
to a teacher's development, and test results can be compared with those ofalternative experiences. The sequence of modular experiences can be assessedfor continuity. Student assessment during the process, information retrieval
built-in check points, professor evaluation, and student performance duringinternship are some avenues for testing modules. These same procedures areuseful in examining the effectiveness of module clusters in the total program.

The teacher education program is designed for constant evaluation andfeedback. With a clinic-school network to serve as a laboratory in many settings(rural, suburban, and inner-city), varied farms of program assessment are possi-ble. Periodic sampling of previously mastered performances with different seg-ments of the population could be useful in ascertaining the extent of conceptmaintenance and inquiry skills.

Evaluation, leads to constructive program development. A highly refined
feedback system contributes to both. Some experienced teachers from clinicschools return to college to work with undergraduates. Some of these teachers
would contribute through program development, refining teacher behavior analyses ,simulation, and microteaching while other teachers would focus primarily oneducational research. Upper 0.as-wen work with freshmen in the career-decision
seminar. And, as noted earlier, professional faculty are assigned to cycles
MONNERMIMMOMINITMYNINONMNIONIf!=1.

liThe reader is referred to the following discussions of the capabilities
of the system:

John F. Vinsonhaler, "Improving the Accessibility of Educational Materials,"
USOE Project No. 5-1144, October 1967.

John F. Vinsonhaler, Technical Manual Basic Indexin: and Ret ieval
(BIRS 2.5) (East Lansing: Learning Systems Institute, Michigan State University,
1968.)
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including teaching, working with interns and teachers, and program develop-
ment. Through designed experiences with educators from various Levels of
Preparation, trainees more readily move from student-oriented to profession-
oriented behavior.

Such regeneration through recycling is integral to the clinical. approach
emphasized in this model. Not only is the program designed to develop a
clinical behavior style in graduates, it also utilizes a clinical approach in
its own instruction of students and provides for continued renewal through
analysis of the program itself.

PROGRAM MANGPMENT

An extensive, viable, and flexible management system is necessary to
support and be responsive to the needs of a complex enterprise as that
described previously. The organizational plan includes five subsystems:
information retrieval, program development, clinical experiences, evaluation,
and management planning.

The information retrieval subsystem carries reponsibility for providing
the necessary retrieval facilities for the project. Student records, research
data, and clinic-school. information are readily handled in the Ii system. The infor-
mation storage and retrieval system is described. in detail in the final. Ie!ort.12
In the proposed information retrieval system, modular experiences can be added
or modified, thus readily updating the program description.

The programa development subsystem is responsible for developing and
ultimately delivering the nonclinical experic,aces to students. Program
development is accomplished by several means: revision of current modular
experiences, input of new ideas or modes of inquiry from scholars in various
content areas, the addition of new program tracts, and revision in the cluster-
ing and sequencing of instructional modules. Drawing upon data from the
evaluation subsystem and direct feedback from instructor-curriculum writers,
materials and experience modules are modified and expanded or deleted.

The clinical experience subsystem is responsible for developing clinical
experiences for teacher trainees in actual or simulated settings. This subsystem
is responsible for permeating clinical experiences and clinical behavior styles
throughout the program. While not all clinical experiences occur in elementary
school settings, the clinic-school network has been recommended to promote
continual feedback and development of the program.

The evaluation subsystem assesses the viability of the program and its
various components. It consults with program development personnel in
precisely stating objectives; it mobiliz"s the instruments and analytical
techniques of the behavioral sciences to observe, measure, and assess tae
overt actions of individuals ane groups:; and it suggests research designs to
study program effectiveness.

12..Inchigan State University, Rit tt., VoI. Pi, Section 10; and in
Section 11, pp. 28 -36.
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The management planning subsystem assists the other sui....;ystems in theareas of systems planning, systems development, and systems analysis. Expertisein the use of PERT, PERT-COST, PPBS, and other management-planning, tools arelocated in the subsystem. Efficiency of operation coupled with adaptabilityare its objectives.

The management aspects of operating such a network and a prototype clinic-center network no in operation are discussed in the Theimplications of the clinic-school network for continued prufessional studyalso are outlined. 4

The development of a teacher education program model such as ESTEPrequired the resource& of an extensive professional team,. Theoretical
constructs must be translated into working models and explicit instructionalpackages and patterns. More than 150 professional people contributed theirtime, effort, and expertise to the development of this model. Their nines,project roles, and institutional affiliations are listed in the final Report`,. i5

Those whose primary professional concern is teacher education were
extremely gratified by the interest and enthusiasm exhibited by academiciansand scholars from other fields. Teams of educationists and scholar= innatural science, social science, and humanities worked closely together tocreate the program. While the product of thf-tr work is extremely importantin that it represents a beginning point for accelerated improvement of teacher
education, the dialogue established between professional educationists and
academic disciplinarians is more significant. Interest far beyond thatrequired by the formal cormittments was exhibited by team members throughtheir work. Since the completion of the BSTEP model, a number of academicdepartments within the university have taken steps on their own to implement
aspects of the recommendations.

401111PIIHIMIIIIMIOR1111.1.11M11111..

13Ibid., Vol. TI.I, Section 9.

14Ibid., Vol. IIf, Section 8.

15
/bid., Vol. t, Section 1.
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NORTHWEST REGIONAL EDUCATIONAL LABORATORY

OVERVIEW

The ComFielJ (competency-based, field-centered) model of an elementaryteacher education program derives from the primary assumption that pros-pective teachers should be able to demonstrate prior to certification thefunctions that they 7,-re expected to be able to perform after certification,e.g., bringing about given learning outcomes with children or bringing a-bout some specified parental involvement in program development. As such,
a model based program requires (1) that the functions to be performed byteachers in given settings be specified,(2) that the behaviors or productsof behavior that are acceptable as evidence of the ability of prospectiveteachers to perform those functions be specified, and(3) that the teachereducation program in fact leads to the ability of prospective teachers toperform the functions specified in (I) as measured by the indicators speci-fied in (2).

Four additional assumptions underlie the model:

1. That prospective teachers should be able to demonstrate prior to
certification that they are independent, self-directed learnersand that they can adapt to new situations that demand new patternsof behavior.

2. That a teacher education program must be relevant personally tothose going through it, that is, it must accommodate individual
differences in learning rates, styles, objectives, etc.3. That a teacher education program must be responsive to the needsof a plutaistic society by preparing prospective teachers to
function within a wide range of social contexts.

4. That if a Leacher education program is to be genuinely responsiveto the needs of a pluralistic society, that is, if it is to pre-
pare teachers to be able to function within a broad range of local
educational programs, it must provide for community participation
in its awn definition and operation.

Finally, the model rests upon a commitment to the methodology of sys-tems design. Generally speaking, the application of systems design princi-
ples means that each of the functional parts within the model, as well asthe model as a whole, assumes three characteristics: (1) it is designed tobring about a specified and measurable outcome, (2) it is designed so thatevidence as to the effectiveness with which it brings about its intendedoutcome is continuously available, and(3) it is designed to be adaptive orcorrective in light of that evidence. This is the case whether the part
in question is a segment of instruction within the program, a segment of
the procedure developed to personalize the program, or the personalization
procedure as a whole. As such the model represents a process or way of
proceeding. it is goal-oriented, characterized by corrective feedback
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loops, etc. In short, it is a process that requires its user to know what
it is that he wants to accomplish, order events in such a way that he has
some probability of accomplishing it, assess whether the specified events
do in fact accomplish that which they are intended to accomplish, and if
they do not, modify them until they do. This process is represented sche-
matically in figure 1.

Given its defining characteristics, ComField can best be described
as a model of an elementary teacher education program that is systemati-
cally designed, personalized, competency-based and field-centered.

Your kinds of products hay,* evolved from work on the model:

1. General specificv;ions for the model.
2. Specifications for the application of the model to specific teach-

er education programs.
3. Statements of rationale in support of both sets of specifications.
4. Exemplars that illustrate how various elements within an opera-

tional teacher education program sight look if they ware designed
according to the specifications.

These are summarized in volumes I, II and III of the Final Report.
In reviewing these products the reader should keep in mind the interpre-
tations by the CamField planners of the meaning of the concept "specifica-
tions." Broadly speaking, specifications refer to a set of statements that
designate what if to be included in or excluded from a process or thing.
This is complicated by the fact that the nature of the product or process
to be developed sets constraints upon the nature of the specifications
that are td be drawn up for it. If a product is a specific dam, for ex-
ample, at a specific location on a specific river, and the dam has a speci-
fic set of functions tc perform, specifications have to be written to take
all of these factors into account. If, on the other hand, the product is
to be a model of a dam that can be built under a variety of conditions to
serve a variety of functions, then specifications are of quite a different
nature. in the opinion of the ComField planners, specifications for the
ComPleld model were to resemble specifications for the model of a dam.
The charge was to develop specifications for a model of a teacher educa-
tion program that could be applied in a variety of specific situations
rather than to develop a situation-specific, operational, 'model" teach-
er education program. Given this interpretation, two levels of model
have been developed: (1) those defining the general features of the model,
and(2) those defining its application to situation-specific programs.
The former set constraints upon the latter, and the latter set constraints
upon the developers of a specific, operational program. but they do not
dictate the specifies within those constraints. The specifics of any pro-
gram must be the prerogative of those immediately responsible for its de-
velopment.

56



11IMAIM 011111 11 1111=111, ---41[-Specification
of

objective

Obtain
prerequisites

No

Activity
Modify,

objective
or the

contest
within Which
the objective

rests

leplicate
activity

FIGURE 1

A SCHEMATIC REPRESENTATION OF THE ADAPTIVE PROCESS REFLECTED
THROUGHOUT THE COMFIELD MODEL
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The basic concepts involved in and the operations dictated by the
ComField model are summarized in the paragraphs which follow.

The Development of Program Objectives

As indicated, the goal of the ComFielG _4c1 is to prepare teachers to
be able to perform the various functions xequired of them in the elementary
schools of the 1970's and "80's. Three steps are needed to translate this
goal into operational program objectives:

1. Specify what elementary education will be like in the 1970's and
80's.

2. Specify the functions to be performed within such an educational
context, for example, managing instruction, contributing to in-
structional systems development and evaluation, etc.

3. Specify the tasks to be performed within each function in order
to carry it out. As used in the ComField model, tasks that teach-
ers are to perform are defined in terms of the outcomes to be real-
izedin the school setting.

Such a conception of teaching tasks represents a major departure from
most analyses of objectives that accompany teacher education programs and
is critical to the operation of the ComField model. Thus, the designer of
a teacher education program is forced to specify the objective of the edu-
cational enterprise at the elementary school level as a basis for the devel-
opment of his teacher education program. This includes the classes of pu-
pil outcomes to be derived from the educational program and the outcomes to
be achieved through working with parents or with peers in curriculum devel-
opment and evaluation, etc. Although it represents an extremely rigorous
requirement in program development, it is a necessary one if the major
assumption on which the model program rests is to be met with candor and
if education and teacher education are ever to move away from the position
that the performance of certaln classes of activity on the part of teach-
ers (for example, asking que,tions, administering tests, giving informa-
tion through exposition, and guiding reading in a workbook) are sufficient
in and of themselves to bring about learning in children or are sufficient
in and of themselves as evidence of a prospective teacher's ability to bring
about learning in children.

One consequence of this requirement is the burden of responsibility
it places upon those in the teacher education program to develop reasonable
and valid task specifications. This is particularly critical with respect
to the classes of pupil outcomes that are to derive from an elementary ed-
ucation program, for the welfare of children, the community, and nation are
at stake. Because of this critical issue, the ComField model specifies that
a mechanism (an educational objectives commission?) be established at the
state level with strong representation from local communities, schools, and
colleges to work toward the development of a taxonomy of outcomes appropriate
to the function of elementary education in 1970's and 80's. In addition,
the model specifies that all decisions as to such outcomes must be reflected
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against (1) what is know' about human development behavior,, (2) what is
known about the present social and cultural cr,r;cf and (3) what is known
about the nature of alternative future social and cultural contexts. The
basic assumption underlying the development of such a mechanism is that by
hitting the issue head on, by doing so with broad representation within a
state or a region, and by reflecting the deliberations of such a group a-
gainst that which is known in the social, behavioral, and biological sci-
ences, the best set of objectives will be derived, and they will have the
best chance of being accepted by parents, local school districts, depart.-
ments of education, etc. While such a taxonomy would of necessity be sub-
ject to continuous change, both as a consequence of changing demands of the
social system and changing knowledge of human development and behavior, it
represents a place to begin. Without such a beginning, a ComField-type
teacher education program cannot function.

The Development of the Means To Assess the Realization of Program Objectives

The program must become serious in its effort to obtain evidence of
the ability of prospective teachers to perform the tasks prior to certi-
fication that they will need after certification. Operationally, this re-
quires that prospective teachers be able to demonstrate that they effect
changes in the behavior of pupils that reflect desired educational out-
comes before they assume responsibility for guiding the learning of children.
The same rational: holds with respect to demonstrating the ability to per-
form noninstructional tasks, for example, the ability to bring about desired
outcomes in conferences with parents or to bring about desired outcomes
in curriculum development efforts with peers. Evidence as to the ability
of prospective teachers to perform these tasks rests, respectively, with
changes in the attitudes, feelings, or behavior of parents and with revised,
extended, or newly created curricula.

After having specified the tasks, three steps are involved in devel-
oping procedures which will permit the assessment of competence in the per-
formance of those tasks:

1. Specify the behaviors or products of behavior in the target popu-
lation, i.e., in children or parents or curriculum, that are ac-
ceptable as evidence of competence in the performance of a given
task.

2. Specify the procedures by which reliable observations of (1) can
be obtained.

3. Develop the measures specified in (2) to the point where there is
evidence that they do in fact provide reliable observations of (1).

The concept of competence in a ComField-type teacher education program
is extremely complex and has far-reaching implications for assessment. When
applied to the development of learning outcomes in children, the demonstra-
tion of competence means, operationally, that a prospective teacher is able
to bring about a given learning outcome for a given pupil or set of pupils
who have given characteristics in a given instructional setting. Four sets
of variables are always interacting in any demonstratiun of competence as
a teacher of children: (1) the pupil outcome desired, (2) the characteristics
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of the pupils which interact with instructiona,1 conditions to effect out-
come,(3) the characteristics of the instructional setting which interact
with both pupil characteristics and instructiaa1 conditions to effect
outcome, and(4) the nature of the instructional ;pct per se. In ComField,
the term instructional act always includes refe4ence to the content of
and the strategy represented by' an instructiona.\ behavior. Much the same
set of operations are involved when referring t4 competence in the per-
formance of noninstructional tasks: to demonstr4te competence in parent
conferences, for example, a prospective teacher must be able to demon-
strate that he can bring about a given outcome for a given parent within
a given context.

Since the demonstration of competence with a ComFieldtype pro-
gram requires an appropriate mix of teacher behavior in relation to out-
come, characteristics of the target population, and characteristics of
the setting, competence is always situation specific. It can be judged
only in terms of a specific mix of such variables. As a consequence,
competence cannot be thought of in an abstract or generic sense; compe-
tence in instruction must always be thought of in terms of the ability to
bring about a specific outcome for a specific child or set of children who
have specific characteristics and who are operating in a specific instruc-
tional setting. Competence is getting a 6-year-old child in a class of
10 who is bright, but visually handicapped, to discriminate between all

'letters of'the'alphabet, or in getting a 13-year-old boy of average ability
in a class-of 30, with little exposure to cultures other than that reflect-
ed in his own relatively isolated mountain community, to place value in
cultures other than his own.

Such an.approace Co the meaning of competence has major implications
for assessment for the number of specific situations within which compe-
tencies can be demonstrated are essentially without end. Operationally,
this requires that the strategy of assessment involve the demonstration of
competence in situations which appropriately sample classes of outcomes
for classes of target population within classes of educational settings.
A basic assumption underlying the program is that each prospective teach-
er will be able to negotiate the specific situations in which he is to
demonstrate competence, and that these will reflect the type of situations
thathe will be encountering in the setting within which he chooses to
teadh.

The Development of Learning Experiences Which Assure the Realization of
Program Objectives

Having specified the acceptable tasks and behaviors oe. products of
behavior in the target populations that are evidence of the ability to
perform those tasks, the systematic development of a competency-based
teacher education program then requires:
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le The identification of the necessary conditions to bring about
the successful performance of a task, i.e., to bring about the
outcomes expected in the educational setting.

2. The specification of the knowledge, skills, and sensitivities
that are needed by teachers to provide the conditions outlined
in (1).
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3. The specification of the conditions by which the knowledge, skills,
and sensitivities needed by teachers to perform their various school
tasks can be developed.

Once (3) is known it then becomes possible to desiga and develop the
learning experiences that constitute the teacher education program. The
sequence of steps involved in the systematic design of a CamFieldtype
program is illustrated in figure 2.'

Caution should be introduced at this point. While the logic of the
steps outlined in carrying out the systematic design of a teacher educa-
tion program is clear, the information base that exists in the fields of
education and psychology on which the design of such a program depends is
extremely limited. With few exceptions, there simply are no tested, em-
pirically based instructional principles that speak to the conditions that
give rise to specific classes of pupil outcomes for specific kinds of chil-
dren within specific instructional settings. It is still not possible,
for example, to identify explicitly and with confidence the instructional
conditions =which permit concepts to be mastered, attitudes to be modified,
or chronic anxiety to be reduced for various kinds of children,in various
settings. It is even less possible to specify the conditions for bring-
ing about -such outcomes as trust or considerateness or self-understanding.
As a consequence, it is not possible to go -yery jar in specifying the
knowledge, skills, and sensitivities that prospective teachers need in or-
der to bring about such conditions. The same lack of empirically tested
instructional principles exists at the level of teacher education. As a
consequence of such a limited knowledge base, the design-of the "teacher
education program must be luilt as much on the collective wisdom of those
who are nelpingshape it as on firm empirical evidence. To minimize the
limitations inherentin such an approacn, the model-specifies that the
methodology cf instructional systems design and development should be
brougbt to the task. This is a methodology which permits, through iter-
ative cycling and empirically based feedback procedures,: the development
of an instructioaal program which brings about specified outcomes: with
known degrees of reliability. The concepts of instructional systems de-
sign and development are elaborated in the paragraphs which folloW

Designing Instructional Experiences That Have a High Probability of
Giving Rise to the Knowledge, Skills, and Sensitivities That Prospective
Teachers Need To Perform the Tasks Required of Them for Certification.
Because the CanField model is data-based, persons adopting-it as a guide
to the development of their teacher education program are in the unique
position of being able to insist that known kinds and amounts of learning

1The reference in figure 2 is limited to pupil outcomes and the in-
structional tasks of teachers. As indicated throughout the paper, teachers
are required to perform other tasks, and it needs to be noted that the paradigm
outlined in figure 2 is as applicable to, the design of a program to prepare
teachers to perform such noninstructional tasks as it is to prepare them to
perform their instructional teaks.
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take place as a consequence of instruction within their teacher education
program. Towards this end and toward the end to making the energy that
goes into the development of a ComField-type program maximally useful to
the profession, the model specifies that instruction should make use of
what has come to be known as instructional systems.

As used in the present context, an instructional system is an empiri-
cally developed set of learning experiences designed to bring abo'it a given
outcome for given kinds of prospective teachers with a given degree of re-
liability. The design of an instructional system involves the systematic
analysis of that which is to be learned, a systematic structuring of it
from the learner's point of view, and the specification of a set of learn-
ing experiences which have a high probability of leading the user of the
system to a mastery of that which is to be learned. Within the context
of teacher education, instructional systems may involve learning experi-
ences which include lectures, smell group discussions, reading, observa-
tion of films or real life settings, laboratory simulation, microteaching
experiences, etc., of explicit performance outcomes that relate to explic-
it tasks that the prospective teacher is likely to have to perform. Also,
no matter what the learning experiences may be, they are always designed
with multiple entry points and paths to pursue, permittingstudents to en-
ter at levels commensurate with their background and progress through them
at a speed and in ways commensurate with their learning style.

The design of instructional systems within the context of teacher ed-
ucation requires that one specify both the content and strategy of instruc-
tion (learning events) that have the greatest likelihood of brthging a-
bout the specified outcome for a given kind of learner (prospective
teacher) in a given instructional setting. Sueh specifications require
the matching of the content of a message and the strategy used in present-
ing it with learner characteristics, learning settings, and outcome.
Ideally, as indicated earlier, such specifications should draw upon instruc-
tional principles, i.e., empirically established relationships between
these sets of variables, but since these do not exist in abundance at pre-
sent,most such specifications will have to be drawn from wisdom, hunch,
and hope.

.....-212Daval.°1311LIBALEMEIEFIcaa That Have BnilassiAtiit
Illekaijmunction Outlined Previously DetgermininI_Thetirijat91.
AchieveThcleffm9...jLLBeesiedjalcolst2.
Rea clip P2111P2329411ATaLtSPlatil They Do, Once
an instructional system has been designed it must still be developed and
tested for ir.8 effectiveness. The developmental process is cyclical and
empirical: instructional materials are prepared, piece by piece or unit
by unit, tested for their effectiveness, and modified as needed until in-
dividually and collectively they bring about the learning outcome for
which they are intended, As systems are developed, tested and used data
is accumulated as to their effectiveness with given kinds of learner.
Ultimately, car oh instructional system is available in a form that permits
it to be marketed and thereby used throughout the profession,
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The Development of Personalizin: Strate ies Which Assure the Relevance of
the Program to Those Who Are in It

Individual differences in the learning patterns, capabilities, and
preferences of students in a teacher education program must be more than
recognized. They must be taken into account fully in the design of such
a program. At the time the ComField model was first described, concern
for individual differences focused primarily on the design. of instructional
systems with multiple entry points and critical paths along which students
could oove, multiple media forms so that information processing preferences
could be pursued, rate of progress through a system or through the full
contingent of systems being under the control of the student, opportunity
to develop an idiosyncratic teaching style, etc, Further work with the
model has suggested that the personalization of a teacher education program
requires a number of elements. These Lhclude an opportunity for students,
within established limits, to:

1. Contribute meaningfully to the design and development of the pro-
gram.

2. Negotiate that which they wish to take from the program.
3. Negotiate the settings within which the competencies negotiated

in (2) are to be demonstrated.
4. Negotiate the criteria by which judgment is to be made about com-

petence.

5. Continuously assess the relevance of the objectives that have been
negotiated, and the relevance of the educational experiences being
pursued in relation to those objectives.

6. Develop a minimal level of self-understanding as a basis against
which to make such judgments.

7. Develop an overall "style" of teaching that is in concert with
one's self-understanding.

Each step in the personalization process is elaborated in the following
paragraphs.

An C PO ortunity for Students To Contribute Meanin full to the Desi n
and Development of the Program. A. basic assumption underlying the devel-
opment of a ComField-type program is that the program's parameters are to
be determined jointly by faculty from the colleges and schools, students
in teacher education, and representatives from the broader community where
appropriate. By pursuing such a strategy, it is assumed not only that
the parameters and the criteria for judging their success will be more
acceptable to all, but that the quality and relevance of the program for
those within it will be maximized.

An Opportunity for Students To Negotiate That Which They Wish To Take
from the Px2gEsiL Within the overall program, each student needs to be

ame
2
This aspect of the model has been extended significantly by the

Oregon group.
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able tc negotiate an individual program that is maximally relevant to him.
Operationally, this means that the content of each program will vary by
interest, specialization, background of knowledg ..nd skill, personal
learning styles, etc. It also means that students and staff must arrive
at a program of work that is mutually satisfying, given the information
and range of choices available at any given point in time. It is antici-
pate-1 that both short- and long-term contracts will evolve from negotia-
tions, and that both will be subject to modification at any time through
further negotiation. At this point, there are no guidelines that indicate
how many functions or tasks prospective teachers must be able to perform,
but it is generally assumed that some representative sample of tasks with-
in all functions will be established as a minimum base against which to
negotiate.

Two further requirements must be met if a personalized program is to
be effective: (1) vast amounts of information on interests, performance
history, etc. ,must be available to students and staff upon call so that
informed decisionmaking can be pursued, and(2) staff must have the sensi-
tivities and capabilities that permit meaningful negotiation. Hopefully,
the first can be accomplished ty a computer-based information management
system and the second by staff selection and training.

An Opportunity for Students To Negotiate the Settings Within Which
Competence Is To Be Demonstrated and To Negotiate the Criteria by Which
Judgment About Competence Is To Be Made. Once a prospective teacher
has identified the broad classes of tasks on which he wishes to demon-
stratecompetence, he then must negotiate the conditions or setting within
which he will demonstrate his competence. This requires that he specify
clearly the nature of the objective he is attempting to realize in the
demonstration situation, the kind of learner or learners to be involved
in the situation, and the physical characteristics of the setting in
which he will work. The prospective teacher is also responsible for
negotiating the behaviors or products that can be looked to in the sit-
uation as evidence of his success in bringing about his objective. Once
this level of detail has been made explicit and agreed to, the task of
the prospective teacher and the person responsible for assessing his
performance becomes manageable and relatively straightforward. The same
strategy is followed in meeting prerequisite skills, knowledges, and
sensitivities. It is to be recognized, however, that certification is
linked only to the demonstration of terminal competencies; prerequisite
knowledge and skills are seen only as means to an end and are attended
to primarily for diagnostic or guidance purposes.

An Opportunity for Students To Assess Continuously the Relevance of
the Objectives That Have Been Negotiated and the Relevance of the Educa-
tional Experiences Being Pursued in Relation to Those Objectives. In

order to insure maximum relevahce of both the ends being pursued in the
program and the means used to obtain those ends, all instructional sys-
tems are to contain an element which forces the prospective teacher to
assess the meaning of that being pursued, his commitment to it, and its
implications for the development of an evolving teaching style. This is
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the case whether the student is successful or unsuccessful in demonstra-
ting the criterion performance toward which the instructional system aims.
The procedure by whicn this is accomplished is a corrective decision loop
that is attached to all instructional systems. Operationally, the cor-
rective decision loop is brought into play whenever there is reason to
believe that that which is being pursued is without meaning or there is
failure in the demonstration of criterion performance. When this is the
case, the student is channeled into the corrective decision loop where
he is able to explore through conference the relevance or meaning of
either the ends or the means to the ends that he is pursuing. Oftentimes
the difficulty in finding meaning in an experience is a matter of not
having understood that which needs to be understood. When this is the
case, the student is cycled through an enabling subsystem or recycled
through the learning experience just attempted. The critical point is
that a mechanism to facilitate the personalization process is a part of
every instructional experience, and when the relevance of instruction
is unclear or unsuccessful, it is always brought into play.

An Opportunity for Students To Develo. a Minimal Level of Self-Under-
standing as a Basis Against Which To Make Such Judgments. A basic assump-
tion underlying the entire personalization effort in the ComField model
is that the wisdom of decisions made in a program of this kind is directly
related to the degree to which one has a clear understanding of his own
goals, commitments, preferences, etc. Toward this end, the primary point
of departure in the program and a continuing thread throughout it is the
systematic effort to bring about self-understanding.

An Opportunity for Students To Develop an Overall "Stylef_2f Teaching
That Is in Concert with Their Self-Understanding. Not only do prospective
teachers learn differently, but they learn different things and put similar
things together in different ways. In bringing about pupil outcome A,
for example, one teacher may use instructional behaviors x, y, and z; an-
other teacher may use behaviors v, w, and x--yet both teachers may be
equally successful in bringing about the desired outcome. To be ulti-
mately effective a teacher education program must allow for and in fact
nurture such differences. The proposed model teacher education program
does so by insisting that each prospective teacher provide evidence of
an integrated,idiosyncratic teaching style. This requires that the pros-
pective teacher be able to explicate his style, be able to provide a ra-
tionale in support of it, and be able to demonstrate it consistently
under simulated and actual teaching conditions.

The Development of Field Relationships Which Assure the Relevance of the
Program to Those Who Are Its Ultimate Consumers

By insisting that prospective teachers be able to demonstrate that
they can perform specified tasks under field conditions prior to certi-
fication, personnel in public schools must of necessity become full part-
ners in the teacher education program. Operationally, it requires both
their representation in all decisionmaking that affects program operation
and participation in the instructional program per se. As it presently
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stands, the model specifies that prospective teachers demonstrate compe-
tence under two conditions: (L) under laboratory or simulated conditions
prior to entry into the ongoing classroom situation, and(2) under ongoing
classroom conditions. As used in the ComField model, simulated conditions
refer to any instructional context that is less complex than that encoun-
tered in the ordinary classroom. As the model now stands, it specifies
that instruction in the knowledge, skills, and sensitivities needed to
perform the required tasks, and the demonstration of competency in their
performance under simulated conditions is, primarily, the responsibility
of the college or university. Once criterion performance has been de-

monstrated under laboratory or simulated conditons, the prospective teach-
er is then free to enter the practicum. Here he stays until he is able
to demonstrate competence within the context of the ongoing instructional
environment. Generally speaking, school personnel are responsible for
the practicum phase of the training.

The rationale underlying the division of responsibility between col-
leges and the schools in the teacher education program is straightforward:
The college is probably better suited than the school to assume responsi-
bility for the development of the knowledge, skills, and sensitivities
needed to demonstrate competence in the performance of teaching tasks in
the laboratory, and the school is probably better equipped to handle both
instruction and assessment relative to the demonstration of competence
in the performance of teaching tasks under ongoing classroom conditions.

Two assumptions underlie the requirement of competence demonstration
under laboratory or simulated conditions prior to assuming responsibility
for guiding the learning of pupils in the classroom: (1) there should be
opportunity to perform the required tasks initially under circumstances
where the complexity of the teaching-learning situation is somewhat simpli-
fied, and(2) there should be evidence that prospective teachers are able
to work profitably and constructively with children in a minimal risk
situation before they assume responsibility for their learning in an ac-

tual situation.

The commitment to having school personnel share equally in the de-
finition and operation of a teacher education program has farreaching
implications for the structure and organization of both schools and col-
leges. Operationally, mechanisms will have to be established which per-

mit equal participation in:

1. Establishing the competencies that are to be demonstrated under

laboratory conditions.
2. Establishing the behaviors or products of behavior that are ac-

ceptable as evidence of those competencies.
3. Confirming the demonstration of competence under laboratory condi-

tion.
4. Establishing the competencies to be demonstrated under live class-

room conditions.
5. Establishing the behaviors or products of behavior that are ac-

ceptable as evidence of those competencies.
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6. Confirming the demonstration of competence under field conditions.
7. Representation in all policy matters relating to the teacher educa-

tion program.

One major consequence of a program so designed is the far- reaching
implications it has upon the functions which staff within both schools
and colleges will have to play. Staff within the college se-ting will
have to become involved in contract negotiations, performance assessment,
guidance, the development of instructional systems, involvement in in-
structional functions. These represent far-reaching changes in relation
to that which now exists, but even greater changes will have to occur on
the part of staff within schools. In contrast to being relatively passive
hosts to "student teachers," the schools will become actively involved at
all levels of decisionmaking relative to the program, and they will assume
major responsibility for instruction and assessment within the practicum
phase of the program. This calls for the development of a function within
the schools that does not now exist and the creation of staffs that have
a set of competencies that they currently do not possess. The assumption
of responsibility for this function will require major change in the oper-
ation of schools, a redistribution of resources, and a major involvement
in an inservice education program as a means of preparing persons to assume
their new and enlarged responsibility for instruction and assessment. On
the basis of evidence now available, it is probable that the combined in-
service education program needed by colleges and the schools to support
a teacher education program of the kind described will require as many
resources as will the preservice program.

Tfie Development of an Instructional Management System Which Assures That
the Support Functions Needed To Carry Out Such a Program Are Available

.Every instructional program has to be managed. In most programs
these functions are taken as a matter of course; administrators, regis-
trars, counselors, and maintenance personnel are unquestioned elements in
program operation. In a ComField-.type teacher education program, these
same supporting functions must be provided, but because of the performance-
based, individually paced, personalized, and largely self-instructional
nature of such a program, they must be provided in a markedly different
form. In order to operate, a ComField-type instructional program re-
quires eight support functions:3

1. Personnel selection and training.

3The support functions refer only to those that must go on within
the management system; they do not speak to who performs those functions
or the manner in which they should be carried out. For example, the func-
tion labeled4"policy and adapation" indicates that the functions of estab-
lishing ComField policy, translating policy into operational guidelines,
deciding upon new and/or modified program operations, carrying out inter-
and intrainstitutional coordination, etc., must be accomplished. The model
does not specify the nature of the organizational structure needed to carry out
out those functions.
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2. Maintenance of equipment, supplies, and facilities.
3. Development of instructional systems for use in the Program

and the pursuit of the basic research needed in support of that
function.

4. Continuous evaluation of the effectiveness and appropriateness
of the program.

5. Continuous adaptation of the program in light of its systematic
appraisal.

6. Cost accounting of the program.
7. Execution of the program.
8. Maintenance of an information management system that permits all

of the above to occur.

Each of the management functions are elaborated in the paragraphs
which follow.

Personnel Selection and Training. The personnel function is respon-
sible for meeting all personnel needs in a ComField -type teacher educa-
tion program. This includes the recruitment, screening, selecting, and
training of instructional and support staff. It also includes the re-
cruitment,,screening, and selecting of students. Student advisement and
counseling activities are planned and coordinated with the instructional
program. All staff training needs, both in the college and the school
setting, are carried out within the context of this function.

Maintenance of Equipment, Supplies, and Facilities. The title de-
scribes this function sufficiently. It is to be noted, however, that
the space, facilities, equipment, and materials needed in support of a
ComField-type program take much different form and will require much
closer management than they do in traditionally structured teacher ed-
ucation programs.

The Development of the Instructional Systems To Be Used in the Pro-
gram and the Pursuit of the Basic Research Needed in Support of That
Function. The steps involved in the design and development of institu-
tional systems have been spelled out so nothing more needs to be added
here. Research in support of instructional systems development will take
the form of a search for "instructional principles," that is, the instru--
tional contents and strategies that bring about given kinds of outcomes
for given kinds of pupils in given kinds of settings.

The Evaluation Function. Since a ComField-type program is designed
to be adaptive, it must possess the means for being responsive to both
emerging problems and changing needs. Toward this end at least four kinds
of evaluative data are needed.

1. The appropriateness of the pupil outcomes identified as guides
in determining the sensitivities and capabilities that need to

be developed in prospective teachers in order to bring them about.
(Are the ultimate objectives of the program the correct ones?)
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2. The effectiveness of teachers who have given sensitivities and
capabilities in bringing about the outcomes desired in pupils.
(Are the sensitivities and capabilities that have been identified
as being needed to bring about given outcomes in pupils the cor-
rect ones?)

3. The effectiveness of instructional systems in bringing about the
sensitivities and capabilities for which they were designed.
(Are the procedures used in the teacher education program effec-
tive?)

4. The impact of the f--_acher education program beyond its immediate
influence on teachers and pupils. (Is the school or larger social
system changed as a result of the program?)

The means for making such judgments depends upon a comprehensive
evaluation system.

The Policy-Adaptation Function, The policy function is the highest
level decisionmaking prc-tess represented in a ComField-type instructional
program. Representation at the policy level must include persons from
the college, the schools, professional educational agencies, and the pub-
lic-at-large. The adaptation function is responsible for regulating the
operation of a ComField-type program. Efforts are given to translatIng
broad policy into operational guidelines, designing new and modified pro-
gram operations, and carrying out inter- and intrainstitutional coordina-
tion. The adaptive function must have representation from both the in-
structional and support components within the teacher education program
and from other professional and special resource personnel as needed to
carry out the adaptive function.

The Costing Function. From what has been described thus far, it is
clear that management decisions in a ComField-type program become ex-
tremely complex. It is also likely that they will become increasingly
sensitive to the pressures of economics, for as the costs of education
outdistance the resources allotted to it, managers of the program will be
forced to maximize system effectiveness and minimize system costs. Man-
agers of a ComField-type program must also demonstrate favorable cost-
benefit ratios. A basic assumption underlying the ComField model is that
both cost effectiveness and cost benefit data must be made available to
those who support the program. Specifically, the model assumes (1) that
educators have an obligation to provide taxpayers and legislators cost
benefit information so that they can make informed judgments relative to
program support when asked, and(2) that managers of a ComField-type pro-
gram must have cost effectiveness information order to make informed
judgments as to program operation, priorities, etc.

To obtain data of this kind three costing capabilities must be

available:
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1. Data that derive from straightforward cost accounting
2. A procedure for deriving cost effectiveness data

3. A procedure for deriving cost benefit data.



Program Execution. The execution function is responsible for seeing
that policies are translated into operational guidelines and then carried
out. Labels traditionally used to describe this function are "management"
or "administration. "

The Information Management Function. The information demands with-
in a ComField- type instructional program are extremely high. As students
progress through an instructional system, they must have information that
permits them to make appropriate choices as to next learning steps; ad-
visors must be able to call up performance history, etc. Information
needs are also high within the management effort. Instructional systems
development personnel must have performance records for each system and/
or subsystem. Cost/benefit and program evaluation data must be available
upon call by those responsible for the adaptation or execution of the pro-
gram, etc. To meet these demands, a computer-based information management
system needs to 1,e used as the primary means for the storage, retrieval,
transmission, and display of information within the program. Model speci-
fications require that natural language be used in interacting with the
computer.

The relationship between the ComField management and instructional
systems is illustrated schematically in figure 3. Three objectives of
the management system are reflected by the organizational structure:

1. To keep the instructional program squarely in the center of things
and thereby insure as well as possible that the support units re-
main as support units rather than becoming focal points within the
program.

2., To provide maximum opportunity for information and directional in-
fluence to flow both from the instructional component to the support
components and vice-versa.

3. To provide for a continuous flow of information to the policy-
adaptation component, and hence to the program execution component.

While such a model cannot guarantee that all units within a ComField-
type program well act in concert and in support of the instructional pro-
gram, it does provide an operational framework which at least makes it

possible.

A Summary of the Contributions Expected To Derive from the Cornfield Model

By adopting the ComField model, an elementary teacher education pro-
gram is in the unique position of being able to provide(1) evidence that
a prospective teacher is able to perform the tasks that he is expected
to perform p-ior to assuming responsibility for the teaching of children,
.(2) the means whereby schools can become intimately involved in the pre-
paration of persons responsible for their operation, (3) the means whereby
prospective teachers can contribute significantly to the shaping of the

curriculum that is to guide their professional development,(4) the means
whereby a college educational experience has personal reievance,(5) the
support systems needed to carry out such a program, and(6) evidence as to
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7

the cost, effectiveness, and benefit derived from such a program. It is
also anticipated that two second-order outcomes will occur from a program
so conceived: (7) that prospective teachers will develop into independent,
self-directed, continuing learners themselves, and(8) that the systema-
tization and personalization of instruction will transfer to the education
of preschool and elementary children. The basic assumption underlying
hope for such a ling -range outcome is, simply, that when prospective teach-
ers themselves engage in an educational experience in a way which gives
it personal meaning, and when they themselves become independent, self-
directing learners, they above all others will be likely to create a sim-
ilar kind of learning experience for the children they teach.

PROGRAM GOALS AND RATIONALE

The goal of a ComField- type teacher education program is to prepare
teachers to perform the various functions required of them in the elemen-
tary schools of the 1970's and 80's. The aim of the ComField model is tc
provide specifications for the development of such a program, As indicated
previously, the rationale underlying the model is relatively straightfor-
ward: If prospective teachers are expected to be able to perform certain
functions upon certification, they should demonstrate that they can per-
form them prior to certification. It also rests upon the assumption that
if teachers are to perform the primary function of facilitating human de-
velopment, the nature of our present cultural-social context, and the na-
ture of alternative futures, the program which prepares teachers to do
this must be clear about the nature of learner outcomes to be nurtured,
the nature of the conditions that are required to nurture each outcome,
and the nature of the competencies needed by teachers to provide the con-
ditions that will nurture each outcome.

SELECTION PROCEDURES

The ComField model has no restrictive specifications relative co who
may enter the teacher education program. Anyone who has been admitted
to a college that has adopted the ComField model as a basis for ics teach-
er education program will have established college entry criteria, and it
is assumed that students who meet them are sufficiently qualified for
entry into the initial phases of the teacher education program. This is
not to imply, however, that acceptance in the program means that a student
is also accepted as a good risk as a prospective teacher. The philosophy
underlying the ComField model, however, is that anyone who meets the min-
imal requirements of entry into a college that has adopted the ComField
model should be free to enter the teacher education program and attempt
to meet its requirements. It is also assumed that such entry may be made
at any point in one's life and from any substantive background.

Whether a person in the program succeeds within it depend:: on his
ability to perform the criteria specified for exit from it, including

those which pertain to self-understanding and the development of an id-
iosyncratic teaching style. If these criteria are met, independently of
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how long it takes to meet them, he will receive certification; if they
are not met, and those in the program decide ultimately that there is
little likelihood of their ever being met, a student may be asked to
leave the program without full certification. Under no conditions, how-
ever, are these judgments to be made prior to each student having full
opportunity to demonstrate his ability to meet the criteria set for certi-
fication.

THE PROFESSIONAL PRESERVICE COMPONENT

The underlying task of the professional preservice component in a
ComField-type teacher education program is to prepare prospective teach-
ers to be able to demonstrate that they can perform under laboratory and
practicumconditions,that they can bring about the desired outcomes in
children, that they can perform the noninstructional tasks required of
teachers, and that they have developed a recognized and defensible teach-
ing style. In addition, the model requires that each prospective teacher
demonstrate competence in the application of what has been termed general
adaptive and interpersonal strategies. An assumption of the model is that
this last class of competence will facilitate the application of the first
three classes mentioned. As indicated previously, the ComField model does
not specify the specific competencies to be realized from the program--this
is the prerogative of the institutions or the states or the regions that
adopt the model. The model does specify, however, how such competencies
are to be determined and what they will look like generally once they are
determined. It is on this basis that a general outline of the nature of
the professional preservice component is offered.

Before describing this component of the program, however, the reader
should be sensitized once more to the conception of teaching tasks and the
conception of competence in the performance of such tasks assumed by the
model. It will be recalled that, for purposes of the ComField model, a
task is defined as bringing about a specified outcome under a given set of
conditions, and competence is defined as the ability to bring about such
tasks. When applied to the development of learning outcomes in children,
a competency means, operationally, that the prospective teacher is able to
bring about the specified learning outcome for a given pupil or set of
pupils who have given characteristics in a given instructional setting.
The same ho]ds when referring to competence in the performance of nonin-
structional tasks: to demonstrate competence in conferences with parents,
a prospective teacher must demonstrate that he can bring about a given out-
come for a given parent in a given context. The demonstration of compe-
tence, therefore, is always characterized by an appropriate mix of influ-
ence behavior, desired outcome, characteristics of the target audience,
characteristics of the setting within which influence behavior occurs,
and requires for its demonstration an appropriate sampling of outcomes for
given target populations across given classes of educational settings.

Given such a point of view about teaching tasks and competence in the
performance of such tasks, the professional preservice component of a

74



,

ComField-type program centers around two kinds of information:
it

1. Principles of instruction or principles governing the perform-
ance of noninstructional tasks, that is, empirically tested
statements of the relationship between desired outcomes, the
characteristics of target populations, the characteristics of
educational settings and influence strategies.

2. 'the knowledge, skills,and sensitivities that are prerequisite to
the application of the principles specified in (1).

Unfortunately, as indicated elsewhere, the information base available
in the field of education and the behavioral sciences is such that princi-
ples of instruction are still lacking. With few exceptions there simply
are no tested, empirically based principles that speak to the conditions
or operations that give rise to specific classes of pupil outcomes within
specific instructional settings or specific kinds of parent outcomes within
parent education settings. For the present, the designers of the Cornfield
model were forced to deal with information within the professional pre-
service instructional program much as it has always been treated, namely,
to provide prospective teachers with relevant batches of information and
subskills and then require them to demonstrate that they can then make
appropriate mixes of this information in demonstrating the criterion compe-
tencies required for ex.:.t from the program. The limitations of such a pro-
cedure are clear: Prospective teachers are provided only with sets of
knawledges and skills that are in some way involved in and prerequisite to
the performance of specific tasks they then are forced to "find," through
trial and error application of alternative instructional acts, combinations
which prove to be effective mixes of this information relative to situation-
specific tasks encountered.

The CamField model specifies that content relevant to four sets of
competencies be included in the preprofessional program:

1. Content relevant to the development of competencies needed to
bring about desired outcomes in pupils.

2. Content relevant to the development of competencies needed to
perform noninstructional tasks.

3. Content relevant to the development of adaptive and interpersonal
competencies that enhance (1) and (2).

4. Content relevant to the development of competencies which permit
the personalization of (1), (2),and (3).

The specific blocks of content which relate to the development of
these specific sets of competencies are summarized in figure 4.

As with specific competencies to be realized from an elementazy teach-
er education program, the CamField model does not specify the specific con-
tent within the various blocks of content identified in figure 4. To the
developers of the model, this too seemed to be the prerogative of the insti-
tutions adopting the model. A detailed set of specifications relative to
how content is to be used within a model-based program do exist, however,
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and may be found in the Final Report. 4 Examples of specific
blocks of content are provided in volumes II and III of the Final Report.

In addition to specifying the content of the professional preservice
component, the model also specifies that mastery of the subject matter
underlying instruction around disciplines be obtained in the general educa-
tion program, that mastery of the blocks of content outlined above be ob-
tained in the foundation-laboratory phase of the professional education
program, and that the ability to apply these enabling knowledges, skills,
and sensitivities in the performance of criterion competencies be demonstrated
under simulated and real life educational conditions. As spelled out earlier,
simulated conditions refer to any instructional context that is less com-
plex than that encountered under ordinary classroom conditions, and once
criterion performance has been demonstrated under such conditions, the
prospective teacher is then free to enter the practicum phase of the train-
ing program. In general, the foundations-laboratory phase of the profes-
sional educational program is the responsibility of the college or univer-
sity, and the practicum phase of training is the responsibility of public
school personnel. The relationship of the major blocks of content within
the preservice professional program are summarized in figure 5 according
to phase of the program in which they occur.

RELATIONSHIP OF PROFESSIONAL COMPONENT TO ACADEMIC COMPONENT

Each college has its own set of requirements relative to general or
liberal education, and the ComField model specifies that these not only
are to be honored, but that the professional preservice educational cow-
ponant must accommodate itself to that college commitment. In some cases
this will mean that the model-based elementary teacher education program
will have to accommodate itself to a discipline major, an interdisci-
plinary major, or simply a fixed number of hours in general education
subjects. The model makes two additional specification requirements, how-
ever, relative to general education:

It specifies that all students in the elementary teacher education
program will be involved in general-liberal education experiences
throughout the course of the preservice program.

2. It specifies that students in the elementary teacher education pro-
gram will acquire through their general education experiences the
knowledge of disciplines that is prerequisite to entry into instruc-
tional experiences that lead to mastery of conceptual frameworks
for teaching disciplines.

4H. Del Schalock and James R. Hale, A Competency-Based, Field-
Centered Systems Approach to Elementary Teacher EThdicition, Final Report,
Vol. I (Washington, D.C.: Government Printing Office, 1969), pp. 48-51
and 83.
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The model does not make specifications as to the instructional model
to be followed in the general education program--it does not specify that
instruction in supporting disciplines needs to be performance-based, field-
centered, or personalized.

INSERVICE COMPONENT

The ComField model contains two major specifications relative to In-
service education:

1, A systematically designed, performance-based, field-centered and
personally relevant inservice education program shall be designed
and implemented for instructional personnel in the schools that
will prepare them to perform as supervising teachers in the prec-
ticum phase of the preservice education program.

2. The instructional systems utilized in the practicum phase of the
preservice training program will be made available to all experi-
enced teachers in a school district that desire or are required
to gain the competencies obtainable through their use.

The first specification commits a school district and other participants
in the application of the ComField model to the development of an inservice
training program that is no less complex in its development and implementa-
tion than is the preservice professional program. It requires an involve-

ment in all of the steps required in designing and implementing the pre-

service program. At this point, however, the specific set of competencies
needed by supervising teachers to carry out the demands of the practicum
are unknown, the knowledges and skills prerequisite to their performance

have not been identified, ana there is no precedent as to how long it will
take to develop mastery of such competencies. What is clear is the re-
quirement that such competencies be established within a sizable portion
of school personnel by the time preservice students meet criteria for exit
from the laboratory phase of the program. Operationally, the development of
the inservice program will begin at essentially the same time that the devel-

opment of the preservice program is undertaken.

The second specification is less binding in that it provides an exten-
sion of the training program designed for the practicum phase of the pre-
service component to inservice teachers only when it is requested by them
or when school policy dictates that they master the competencies made
possible through those systems. In this sense the specification is pro-
vided to meet an obligation should a request for such an inservice train-

ing program be made.

FACULTY REQUIREMENTS AND STAFF UTILIZATION

One major set of facllty requirements has already been referred to,

namely, the competencies needed in school personnel to permit them to per-

form the instructional and assessment tasks required in the practicum phase
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of the preservice training program. It is estimated that the magnitude of
the inservice traininii program required tc develop these competencies in
school personnel will be roughly comparable to that involved in the pre-
service training program. Competencies of the same order of complexity and
sophistication will be required of college staff in order to develop and
implement the program in the foundation-laboratory phase of the program.
As in all other areas, the ComField model does not specify what the compe-
tencies are that college faculty will need in order to implement the pro-
gram. It does spell out, however, how these competencies are to be identi-
fied, what they will look like, and how the staff training program generally
will proceed in bringing them about. It is anticipated that all staff train-
ing programs will involve the systematic design and implementation of a per-
formance-based, field-centered and personalized instruction model.

Staff utilization patterns will of necessity differ considerably from
what now exists, in both colleges and schools, in order to implement a
ComField -type teacher education program. While it is not possible to pre-
dict such patterns until situation-specific programs have been defined, it
is possible to anticipate that new differentiations in staff functions will
develop. For example, some staff may assume primary responsibility for con-
tract negotiation while others do so for foundation or enabling resources
assessment; others may assume primary responsibility for foundi ions or
criterion performance assessment while others do so for instructional sys-
temsdevelopment. It is even probable that students in the teacher education
program will become major participants in instructional systems development
efforts, contract negotiations, and enabling resource assessment.

EVALUATION COMPONENT

Within the context of the ComFie:i model, evaluation is thought of as
the examination of products and events in light of specified standards for
the purpose of making adaptive decisions. Given this definition, the mod-
el specifies that four kinds of evaluative data be continuously supplied
the appropriate decisionmakers within the model-based program:

1. Feedback on the appropriateness of the pupil outcomes that have
been selected as guides in determining the competencies to be de-
veloped in prospective teachers. (Are the ultimate objectives of
the program the correct ones?)

2. Feedback on the effectiveness of teachers who have given compe-
tencies to bring about outcomes desired in pupils. (Are the compe-
tencies that have been identified as relevant to given outcomes
the correct ones?)

3. Feedback on the effectiveness of instructional systems in bringing
about the competencies for which they were designed. (Are the pro-
.edures used in the teacher education program effective?)

4. Feedback on the impact of the ComField-type program beyond its
immediate influence on teachers and pupils. (Is the school or
larger social system changed as a result of the program? )



-

More detailed specifications for the evaluation function are spelled out
in the Final Report.5

PROGRAM MANAGEMENT

Because of the performance-based, individually paced, personalized
and largely self-instructional nature of a ComField- type teacher education
program, the management of such a program requires markedly different func-
tions than those required by traditional teacher education programs. The
demand of the model for continuous program evaluation and adaptation, for
example, or for mutually supportive working relationships between schools
and colleges, requires that relatively unprecedented evaluative and adap-
tive functions be built into such a program if it is to operate as planned.
As a consequence, specifications for the functions needed in support of the
ComField instructional model are critical adjuncts to the instructional
model itself.

Three specifications are contained in the ComField model relative to
the management function. These are:

1. The management model shall contain the support functions required
to permit a ComField-type instructional program to operate.

2. Cost data shall be provided for all operations with a ComField-
type teacher education program, as well as the program as a whole.

3. The management model shall be organized in such a way that all
functions within it will have as their aim the enhancement of in-
s truction.

These various functions have already been reviewed so further attention
will not be given them here.6 Also, detailed specifications relative to
management functions may be found in the Final Report.? In studying these
specifications the reader will realize that the task of creating a func-
tional management system for the program is comparable in magnitude to
the task of creating the instructional program.

SUMMARY

The ComField model of an elementary teacher education program is the
product of a consortium of 26 colleges and universities from the Northwest
region of the United States working in cooperation with five state depart-
ments of education, the Northwest Regional Educational Laboratory, _Ind the

5
Ibid., pp. 120-23.

()Ibid., pp. 21-25.

7Ibid., pp. 106-26.
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Teaching Research Division of the Oregon State System of Higher Education.
The model specifies that each prospective teacher demonstrate the ability,
under both simulated and live classroom conditions, to effect changes in
the behavior of pupils that reflect the outcomes desired for them. In ad-
dition, the ComField model specifies that each prospective teacher demon-
strate that he can effectively perform the noninstructional tasks required
of him in a school setting, Lhat he demonstrate that he can effectively
use interpersonal or group process skills to facilitate the application of
instructional and noninstructional competencies, and that he demonstrate
that he has integrated all professional competencies into a unique and per-
sonally relevant teaching style.

Procedurally, the ComField model specifies that instructional systems
be employed to bring about professional competencies and their personaliza-
tion; that instruction within these systems be individualized with respect
to point of entry into the curriculum, pacing, sequencing, information pro-
cessing preferences, etc.; and that a computer-based information management
system be used to handle the frequent and diverse demands upon information
created by the above. Two additional procedural requirements are specified:
Cost/benefit data is to be provided for all aspects of the program, and an
adaptive mechanism is to be developed to insure the continuous modification
of the program in light of evidence as to its costs, effectiveness, and
appropriateness. A management model designed to implement these procedures
within participating colleges and schools is also specified.
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SYRACUSE UNIVERSITY

OVERVIEW

The Syracuse University model program is a generalized model intend-
ed to provide a blueprint for developing and implementing an elementary
teacher education program for the generalized elementary school teacher.

It is a model designed to be adaptable for the specialized prepara-
tion of the teacher with a unique focus; for &wimple, a teacher of the
culturally disadvantaged. The model also is intended to be flexible
enough to be adapted by a variety of teacher education institutions.

The model is based on six principal assumptions:)

1. No one point of view regarding teacher education has been demon-
strated to be most effective. Therefore, it is assumed that
from a pluralistic open dialogue involving students, teachers,
and researchers, hypotheses can be generated and tested which may
tighten the circle around those ideas, activities, artifacts, and
people that would constitute a more ideal teacher education pro-
gram than that with which many of us currently work.

2. We live in a world where basic institutions and their value struc-
tures are changing at an exponential rate. Therefore, it is assum-
ed that since we do not know with certainty what form that future
world, its societies, and institutions will take, or how the chil-
dren of such a society should be educated, teachers today must be
educated to be continually self-renewing as they adapt to and play
a major role in shaping the changes that seem certain to occur in
the future world of education.

3. A model program which nurtures a pluralistic and self-renewing
teacher education program must be an open system. It is assumed,
therefore, that the model program can continue to be relevant to
the changing world only if it has a built-in intention, action,
feedback structure for processing ideas, generating hypotheses,
and collecting data regarding the system qua system and the sys-
tem in relationship to the changing world in which the program
will exist.

4. Clearly, the requirements of a changing world call for self-re-
newing teachers as well as self-renewing teacher education pro-
grams. The "products" of teacher education programs must possess
the disposition and skills to change during their professional
careers if they are to be as effective in the year 2000 as in 1974.
Therefore, it is assumed that the development of self-renewing

1Walliam Benjamin and others, Specifications for a Comprehensive
Undergraduate and Inservice Teacher Education Program for Elementary.
Teachers, Final Report (Washington, D.C.: Government Printing Office,
1969), pp. 1-4.
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teachers can only be accomplished by a program which is a self-
renewing one staffed by self-renewing teacher educators. Implied,
then, is continuing inservice education for the professional pro-
gram staff.

5. A model program must recognize human uniqueness. It is assumed
that learning styles, learning rates, and what a person considers
important to learn in part constitute the uniqueness of an individ-
ual. It is further assumed that providing a program that recog-
nizes and accommodates these unique differences is one way of
fostering the development of self-directed, self-renewing teach-
ers. Thus, the model program is largely individualized and self-
paced.

6. The education of teachers must involve not only the teacher educa-
tion institutions, but also the public schools and the educational
industries. Therefore, it is assumed that the optional function-
ing of the model program is dependent upon a condition of proto-
cooperation2 that involves teacher education institutions, public
schools, and educational industries working together in new ways.

PROGRAM GOALS AND RATIONALE

The model program is in part a response to the challenges of the
future. Certainly with respect to the pervasiveness of change, the pro-
gram suggests that we should educate teachers to confront change, to re-
act to it responsibly, to guide it constructively for the welfare of the
individual and society, and to initiate change in the institutions and
communities in which they will teach. Toward these ends, the model pro-
gram has been created to help develop individuals to (1) become increas-
ingly perceptive, (2) have a positive concept of themselves as teachers,
(3) come to terms with themselves in respect to their motives for becom-
ing teachers, and (4) develop a system of professional values and skills
consistent with their personal integrity and the demands of the education
profession.3

The basic operating concept on which the program is built is an in-
tent-action-feedback process model. Each instructional module, each com-
ponent, and the total program functions within the demands of this con-
cept. The model is an open model capable of accommodating and working
constructively with many diverse views expressed in terms of (1) pur-
poses or objectives (intent), (2) courses of action and actions (action),
and (3) assessment and evaluation of outcomes (feedback). The process
dimension of the model demands that the program modify its intents,

2Protocooperation is a term borrowed from the field of ecology
which refers to a condition in which two or more organisms in interaction
mutually benefit from their relationship with each other. The relation-
ship is not obligatory but, unlike symbiotic or mutualistic relationships,
no harm accrues to any of the organisms when they are not in interaction
(see Ibid., pp. 4, 30-35).

3Ibid., pp. 9-10.90
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actions, and feedback processes on the basis of its own experiences. The
model, then, has the potential of reconstructing the experiences of the stu-
dents, teachers, and the program as a corporate entity.4

In satisfying the requirements of the intent- action- feedback process
concept, operational objectives and rationales (intents) were developed for
each of the seven instructional components which comprise the total program.
Appropriate Instructional activities (actions) were likewise developed and
detailed for each of the components based on that component's intent. An
accounting of the consequences of the actions are called for by each com-
ponent's evaluation and assessment procedures (feedback). This feedback
allows for the modification of future intents and actions (process). Com-
plete descriptions of the seven instructional components5 and a description
of the information and evaluation support system6 are presented in the Final
Report.

SELECTION PROCEDURES

While the model program gives extensive consideration to the problem
of student performance criteria and assessment, it does not deal with the
issue of student selection procedures. Clearly, this is an area which will
need to be examined in the phase II feasibility study. Selection and
recruitment procedures will be looked at with an eye on the "mix" of
student characteristics required for research purposes.

PRESERVICE COMPONENTS -- THE FIRST FOUR YEARS

The model program is designed as a five-year program. The first two
years are devoted to liberal studies. The junior year begins exploratory
professional study and continues liberal studies. The senior year is de-
voted to full-time professional study. The fifth year is an inservice, resi-
dent year. It is discussed in a later section of this guide.

The seven components of the preservice program are integrated into the
basic design of the total program. These components are: (1) liberal educa-
tion, (2) methods and curriculum, (3) child development, (4) teaching theory
and practice, (5) professional sensitivity training, (6) social-cultural
foundations, and (7) a self-directed component. The process of developing a
model composed of these components provided an excellent test for the workabi-
lity of the pluralistic assumption about the nature of reality in teacher
education. The components are by design diverse in nature and character.?

4lbid., p. 17.

5Ibid., pp. 72-439.

6ibid., pp. 478-93.

7lbid., pp. 19-26.
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The liberal education component (in conjunction with additional lib-
eral arts studies) constitutes all of the freshman and sophomore years
and roughly half of the junior year. The six professional components
begin during the junior year, and with the exception of the social-cultural

foundations and self-directed components, conclude at the end of the senior
professional year insofar as formal study is concerned.

Liberal Education

The liberal education component consists of 18 hours of liberal educa-
tion (to be supplemented by varying hours of liberal arts education depend-
ing on the requirements of the adopting college). These 18 hours are divid-
ed as follows: six semester hours over a period of two semesters that deal
with changing perspectives in the humanities; six semester hours over two
semesters dealing with changing perspectives in the social sciences; six
semester hours over two semesters dealing with changing perspectives in the
natural sciences. Each of these three two-semester courses are designed to
create a. unified liberal education component that will be taught by a staff
of professors representing different disciplines in the broad area covered
by each course. The courses should be a combination of lectures and sem-
inars supported by an academic advisory system to assist students in their
course work and in integrating this work with other aspects of their educa-
tion, both professional and nonprofessional.

The goals of the liberal education component are similar to the goals
of liberal arts. This component should help to "free" students so that
they may transcend ignorance and limiting specialization. The component
should enable students to perceive themselves and the world in new ways,
to realize the existing alternatives in given situations, to think, feel,
and decide on a reasonable basis. The component is predicated upon the
assumption that it is the "operation" through which these liberal disci-
plines proceed that has much to do with liberating the human condition.
The goals are, therefore, predominantly process goals; transcending igno-
rance by acquiring new ways of perceiving, realizing, feeling, and decid-
ing rather than the product goals of knowing anthropology, physics, re-
ligion, and so forth.8

Elementary Methods and Curriculum

This component will engage the student in problem resolution. The
-.erm "resolution" is used rather than solution because resolution implies
a continuing process whereas solution implies a final disposition of the
problem. In teaching, problems are acted upon in such a way that their
nature changes, and the change requires a new course of action. In a
world of rapid change, the mastery of the process of acquiring and utiliz-
ing knowledge and skills is far more important than the specific knowledges
or skills acquired. The professional who can apply effective approaches
to new problem situations is better off than the professional who has
been educated, intentionally or inadvertently, to try to make new problem
situations fit the old approaches. The approach through problem resolu-
tion dictates no particular method of instruction. It does ask that the

8Ibid., pp. 19-21 and 72-88.
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student develop or request instructional techniques that relate to the
nature of the problem.

The methods and curriculum component is constructed in terms of mod-
ules. The modules deal with the content of the five general areas of ele-
mentary school subject matter (language arts, reading, social science,
science, and mathematics) as well as with the teaching methods associated
with them, and methods of student appraisal.

The primary goal of this component is basically a process goal. The
student is to be educated so that he may confront problems and resolve
them. The secondary goal is one of providing basic understandings and
skills to assist students in the resolution of professional curriculum
and methodological problems in elementary teaching during training and in
their initial years of full-fledged professional teaching.9

Child Development

The objectives of the child development component focus on the con-
cerns of sensitivity, creating an awareness in teachers for their prime
concern: the children they teach. The component reaches beyond sensi-
tivity and awareness, however, as it helps the student understand the mean-
ing of children's behavior.

This component is not constructed along course lines. It consists of
a carefully developed sequence of modules which will begin in the junior
preprofessional year and conclude in the senior professional year. A cen-
tral focus throughout this component is an active involvement of students
in describing and analyzing child behavior. Techniques, theories, and
normative information from the child development area have been selected
and utilized on the basis of their pertinence to this effort.

There are three major developmental and closely related goals for the
child development component. First, it is intended that the student will
become aware of the value of carefully and objectively observing child
behavior. Second, the student will learn to discriminate between kinds
of behavior observed and will increase the number of dimensions which
are observed. The third goal is to increase the student's repertory of
possibilities for attempting to "make sense out of" and respond appro-
priately to observed behavior. Inherent in these goals is the assumption
that if the teacher becomes attuned to "taking in" child behavior, is
cognizant of many dimensions of children's behavior, and has some alter-
native means of considering the meaning of that behavior, then teaching
will generally be affected in positive ways, and the teacher will respond
to children more appropriately. 10

91bid., pp. 21-22 and 89-174.

10Ibid., pp. 22 and 175-218.

*At /.0141.1.1
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Teaching TheorTand Practice

This component views teaching as a decisionmaking process in which
the teacher examines many facets of his environment and the possible out-
comes, and establishes a course of action for himself and his pupils.
Teachers make plans for both long- and short-range activities--for the
global objectives of education as well as the moment-by-moment decisions
needed--as they are in dynamic interaction with their students. This
process of decisionmaking is a three-phase process on which the teaching
theory and practice component is predicated.

The component is modular in construction and extends from the junior
year into the senior year. Like the other components, it is closely
articulated with the other professional components in the model program.

The basic goal of this component is to enable students to rake wise,
nonsubstantive teaching decisions. In order to do this, the component
will help the student (1) discriminate between increasingly finer differ-
ences in teacher behavior as displayed by other teachers, (2) practice
teaching behaviors in order to develop a wide repertory of behaviors,
(3) examine the range of objectives of education and prepare measurement
techniques to assess their achievement, (4) interpret and apply the re-
sults of research on the effectiveness and strategies of teaching as they
relate to achieving specific. outcomes, (5) practice the decisionmaking
skills, especially those of "searching" for the potential behaviors and
strategies most effective for particular pupils working for specific ob-
jectives.11

Professional Sensitivity Training

This component is specifically concerned with the development of the
student's understanding and skills relevant to the dynamics of intrapersonal
and interpersonal group and organizatioaeal interactiors, in terms of him-
self as a teacher and these other focal ',Ants of reference.

This component is organized in terms of MOC1125 of learning experiences,
and these are developed around readings, seminar:,, and T-group experiences.
The modules begin early in the junior preprofessional year, and the final
module is to be completed before the end of the senior year. Three groups
of modules comprise the component. The first focuses on the understand-
ing of self as a person; the second, on developing understanding and skills
relevant to the role of the teacher in the classroom; the third, on in-
creasing student awareness of self as a member of the educational system.

The three major goals of the component are developmental in nature.
Awareness of self as a person is the fundamental goal. It is assumed that
the student is best able to increase his sensitivity regarding his role
as a teacher, the second major goal, after he has acquired a sufficient
understanding of himself as a person. The third major goal is to help
the student become aware of his role as a professional in the school
organization and the total educational system. It is these goals of aware-
ness and sensitivity which will help the student become open to and

94
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responsive to change. As he better knows himself and knows his role, he
can cope more securely with the dynamics of change.12

Sacial-Cultural Foundations

The social and cultural foundations component consists of five groups
of modules. The component has a minimal input during the junior year of
the program. In fact, this component's role in the preprofessional aspect
of the program primarily would be to give beginning teachers enough under-
standing of the social and cultural dynamics of the classroom and the school
as a social institution to make preprofessional training phenomenologically
real. The "intellectual problem approach" to the study of education tends
to disturb students who are highly anxious about their ability to live
with the everyday practical problems of teaching. It is assumed that
during the senior professional year, this anxiety about the ability to
perform adequately as a classroom teacher will be reduced by the "reality
testing" furnished by the participant-observer field experiences. At
this time the student should be able and willing to "stand back" and re-
flect upon the educational institution in which he will participate as
a professional, upon the forces which shape that institution, and upon the
social and cultural factors which influence his behavior and the behavior
of the pupils he seeks to teach.

The pattern of increasing the intensity of the social and cultural
foundations input during the senior professional year is repeated during
the latter part of the resident year after the students are past the ini-
tial anxiety of assuming responsible teaching assignments.

Throughout the three years of the program, the social and cultural
foundations component is designed to assist the students in understanding
the institution of education in American culture and in addition (in inter-
action with the other components) assist the student to more accurately
(a) view himself in group and organizational interactions, (b) view the
teaching act as more than a set of technical skills, and (c) understand
the forces which legislate for and against curriculum and methodological
innovations in the elementary school.

The subject matter of the social and cultural foundations component
is drawn from the social sciences and philosophy as content and method
from those disciplines that are considered relevant for teachers. Con-
cern is not limited to support and development of technical skills of
teaching, but neither are those skills to be excluded. The general goals
of the social and cultural foundations component are to provide experiences
would enable the student to:

1. Understand the social dynamics of educational groups and institu-
tions (the classroom as a group, the school and the school system).

12Ebid., pp. 23 and 283-313.
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2. Understand the social, political, and economic forces which affect
schools and schooling in the United States.

3. Develop skills in the analysis of social situations.
4. Develop skills in the analysis of language as a tool for communica-

ting ideas and influencing the behavior of others.
5. Develop skills in analyzing the value dimension of educational

problems and in making value judgments.I3

Self-Directed Component

This component is intended to foster independent, self-directed acti-
vity oriented ultimately toward professional ends. It has considerably
less structure than the preceding components particularly with respect
to the subject matter which will make up the component. It does have
the structure provided by specific goals and the supporting instructional
situations which characterize the component. The essential task for the
student in this component is to (1) determine what changes he would like
to see take place in the children he teaches, (2) describe these changes
behaviorally, (3) determine what specialized training is needed (in addi-
tion to that provided in other components of the model program) to help
him in the accomplishment of these goals, and (4) to accomplish such ends
as he has specified with the pupils he teaches during his resident year.

The component is designed to provide a helping relationship in the
performance of his complex task. The student selects a counselor-advisor
with whom he works on a regular basis. This relationship between student
and counselor-adviser is an enabling relationship combining the talents
of the counselor with the talents of a generalist in the field of ele-
mentary education. In addition to this one-to-one relationship with a
counselor-adviser, the student may participate in one of the student-con-
trolled enabling seminars of about 12 students each. These activities
are to be supplemented by a student-controlled weekly newsletter for ex-
pressing ideas and concerns about the profession and the program.

The student develops a planning and goals paper around which his
self-directed activities revolve. He is ultimately expected to realize
these plans and goals through his own independent activities. The goals
toward which this component work are the goals of professional independence
which will enhance the dignity, integrity, and autonomy of the student
as a teacher, help him take responsibility for his own learning, and help
him to independently modify his own ideas, values, and behavior. From
this self-directed activity would come (1) continued increased understand-
ing of the unique qualities of himself as a teacher and (2) the develop-
ment and implementation of a personalized set of educative experiences
culminating in a professional specialization that transcends the general
training gained in the basic program.l4
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Organization of the Components

Each of these components is comprised of a series of instructional
modules. A module is defined in this model as a planned instructional
episode of a duration ranging from a minimum of several hours to a maximum
of several months. Most modules have pre- and postperformance measures,
though some are designed so that performance measurement is continuous.
Modules take on many forms including totally mediated instructional epi-
sodes and student-directed seminars revolving around student concerns:
The largest grouping of students specified in any module is found in sem-
inars of 12 to 15 students. In many modules the student engages in com-
pletely individual instruction.

During the junior preprofessional year, the student learns and applies
his learning as he proceeds largely at his own rate through a series of
instructional modules that comprise the six professional components. The
applications of learning occur in such diverse settings as simulations,
tutoring elementary school pupils, and in exploratory microteaching.
Tutoring and microteaching is done in what is referred to in the model as
tutorial and microteaching centers, staffed by trained clinical teachers
(elementary teachers who have had special training in diagnosis and re-
mediation of pupil-learning difficulties). The model provides for these
centers to be located in elementary schools.

Thus, during the junior year, in addition to an exploration of the
world of the elementary school teacher, the student learns a series of
professional skills and knowledge that become the foundation for full-time
professional study ane practice during the senior professional year and
the resident teaching year (fifth year). Should the student decide on the
basis of the junior year of exploration that being an elementary school
teacher is not for him, provisions are made in the model for the student
to continue his college program in some other field without loss of credit.

Should the student decide to pursue full-time professional study for
his senior year, he would continue work in modules of the six professional
components in greater depth and intensity. During the senior professional
year, tutorial relationships with elementary school pupils and exploratory
microteaching are replaced by a series of increasingly more complex teach-
ing experiences that bring the student step-by-step to the point of plan-

ning, teaching, and evaluating a series of teaching units for which he is
responsible. This teaching is done in what is referred to in the model
as teaching centers located at the public schools and staffed by trained
clinical teachers and clinical professors. The supervision of the student
in the teaching centers is accomplished through applying the concept of
team supervision where generalists (clinical teachers) and specialists
(clinical professors) work with the students in a variety of team-plan-
ning and team-evaluation sessions.

During the senior professional year, the student makes a decision about
a teaching specialization. The specialization could be one as general as
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nursery school education or the social sciences, or as specific as informa-
tion retrieval and data processing on children's literature for interme-
diate grade Mexican-American children: Provisions are wade in the model for
the student to explore several specializations before making a tentative
decision regarding a specialization of his choicc. Assisting tl-e student
in the process of thinking through significant problems in elementary school

education, finding a problem area that is of interest to the student, and
then working out a program of studies leading to a specialization in that
area are some of the functions of the self-directed component in conjunctionwith
personnel from the other components. Each component provides for open explora-
tion modules to assist the student in choosing an area of specialization.

By the completion of the senior year, the student should have develop-
ed skills, knowledge, and attitudes to function as an elementary teacher
generalist and gain provisional certification in most states.

The
decision
tion and
gram.15

model provides at this point for another student decision. This
involves pursuing the program of studies leading to a specializa-
becoming a resident teacher for the fifth year of the model pro-

RELATIONSHIP OF PROFESSIONAL COMPONENTS TO LIBERAL EDUCATION COMPONENT

As described earlier, the model program is designed as a five-year
program of which the liberal education component (in conjunction with
additional liberal arts studies) constitutes the entirety of the fresh-
man and sophomore years and about half of the time of the junior year.
The six professional components constitute the remainder of the junior
year and the senior year. Input from the social-cultural foundations
and self-directed components extends into the resident year.

As can be seen from the description of the liberal education component,16
liberal education forms the basis for and is intimately related to the pro-
fessional components. The liberal education component synthesizes the
liberal arts, the social sciences, and the natural sciences as well as the
humanities in a manner which enables prospective teachers to know or to
know how to master the what" of teaching. The liberal education component
is a combination of liberal arts and professional education as it seeks
the best in each area in order to create a reasonable, relevant, and effective
program. Like the professional components,the emphasis is on process dimen-
sions, not product concerns. The basic methodological approaches provide
examples of self-directedness to students as the central focus deals with
development of decisionmaking abilities.

15Ibid., pp. 5-6.

16Ibid., pp. 72-88.
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Clearly, the liberal education component is an integral part of the
program, one which utilizes the liberal arts in a rather new and more
effective role in teacher educaticL.-17

INSERVICE COMPONENT -- THE FIFTH YEAR

The student may elect to continue for a fifth year which is seen as
a resident year and a period for developing and refining (1) skills
and knowledge learned during the preservice period, and (2) a unique spe-
cialization. The student would pursue his specialization program during
the summers preceding and following the public school year and engage
in half-time partnership teaching at a resident center for an entire school
year. In this model, partnership teaching means that two resident students
would share responsibility for one classroom for which each woald receive
half the salary of a beginning teacher. Supervision of the residents
would be performed by a team of trained clinical professors who would also
conduct seminars, the content of which would be drawn from resident's teach-
ing problems and in many cases would be applicational extensions of the-
professional training Atained in the professional components of the junior
and senior years. The partnership assignment of residents to one class-
room would allow for flexible schedules of teaching, participation in
special curriculum projects, and independent study in the student resi-
dent's area of specialization. The model makes provisions for the grant-
ing of a master's degree or its equivalent upon completion of course work
the summer following the resident year of teaching.

In summarizing the pre- and inservice programs, the model provides
for three years of professional study and practice based on a foundation
of two years of liberal studies. The three years of professional study
and practice are designed as a series of largely self-paced experiences,
each of is a successive approximation of the terminal goal of the
model program--a skilled and self-directed teacher who can meet the demands
of teaching at the time of his graduation from the program, but who has
developed the disposition and skills for continued adaptation to a certainly
changing world that will have substantial impact upon the nature of elemen-
tary education and the role of the elementary school teacher. "Iroughout

the program, the model calls for supporting services of the self-directed
component including provisions for counseling advisement and personal ex-
ploration of goals, values, and their consequences when acted on in a
professional setting.18

FACULTY REQUIREMENTS AND STAFF UTILIZATION

Faculty requirements and patterns of staff utilization will be more

17Ibid.

18Ibid., pp. 6-7.
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clearly detailed by the phase II feasibility study, however, much attention
is given to these concerns in the model. The major point here is that the
model clearly implies a continually changing program to produce self-renew-
ing teachers, but in addition requires the continual inservice education
of those who educate such teachers. The model provides self-renewing ex-
periences for teacher educators, so that the program and the teacher educa-
tors who staff that program will be responsive to the changing reality of
elementary education. It is a major assumption of the program that the
development of self-renewing, self-directed teachers can only be accomplish-
ed by a program staffed by self-renewing, self-directed teacher educators.
This demands initial and continuing inservice education for the professional
staff of the program.

The organizational support system19 is designed to provide for the
training and organizational development experiences demanded by the pro-
gram. The organizational support system also provides for the develop-
ment of a faculty which can perform the new roles required by the program.
In particular, the modular system, self-pacing, individualized instruction,
and the self-directed component of the program call for new and different
expectations of the faculty. Openness, flexibility, and intimacy which
go beyond that usually found in the college instructor-college student
relationship is crucial to the success of the model program. Indeed, the
teacher educator working in the model program would need to get his hands
dirty and live the experience with the students. The organizational support
system would play a major role in the development of such faculty.

Descriptions of the faculty, administration, and support staff requiredby the program run through the descriptions of the various components.20
Special attention, however, is given to the faculty involved in aspects of
the professional sensitivity, self-directed components because of the unique
roles they would be called upon to play in T-group sessions, enabling sem-
inars, and advising. Here, as elsewhere, the behaviors required of the
faculty member are detailed so as to facilitate inservice training pro-
cedures.

An added responsibility of the organizational support system is the
development of an organization that can facilitate the attainment of the
model program's goals by focusing on the internal operating structure of
the program (personnel and processes) and its relationship with the larg-
er organization with which the model program would operate (the total
university, the total school system, the educational industries, and the
regional laboratories). The key function in this regard is the creation
of a protocooperative which is best able to implement and sustain the
model.
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EVALUATION COMPONENT

Evaluation procedures are the responsibility of the information and
evaluation support system.21 It is these procedures which provide the
information on which program modification and refinement are based. In
addition, .the system is charged with the task of gathering information
about student progress and feeding this information back to the student
and the instructional staff in a form which is useful in facilitating the
student's self-paced progress through the program. The evaluation system
is also used in assessing the effectiveness of the program (process) for
students with different characteristics (presage) in terms of the program's
ability to foster the development of competent, self-directed, self-renew-
ing teachers (product). Finally, it is a function of this system to dis-
seminate findings derived from a study of the experimental program to
other teacher education institutions.

The evaluation of thft ongoing program is seen as process evaluation
focusing on the use of formative data as feedback into the system.22 The
evaluation of student progress implies a monitoring function.23 An evalua-
tion strategy that requires process, presage, and product measures is sug-
gested by the need to examine program outputs in terms of program inputs
and throughputs.24 The dissemination function depends upon the careful
explication which only carefully conducted research and evaluation can
provide.

It must be remembered that the self-renewing aspect of the program
is largely dependent upon the adequacy of the evaluation procedures.

PROGRAM MANAGEMENT

In the model program, it is the responsibility of the support systems
to facilitate the instructional programs. It should be recognized that
only a basic skeleton is suggested by the model. This skeleton will no
doubt be "fleshed out" during the phase II feasibility study. Even so,
it is recommended that an adopting institution engage systems experts who
can adequately specify the parameters of the development and operations
activities most appropriate for that particular setting. The descriptions
presented in the model are meant only to rough out the problem areas; they
are not exhaustive.

Protocooperation is the foundation upon which the support systems are

21Ibid., pp. 478-93.

22Ibid., pp. 482-85.

"Ibid., pp. 485-86.

24Ibid., pp. 486-93.
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developed. The construction of a system is used because it implies events,
relationships, and needs which can be specified and facilitated. Since
technology is implied by the model, it is mandatory that the system be an

open-loop system capable of continuously reacting to the needs of the parti-
cipants while operating within prescribed limits so that it can effectively
remain flexible.25

systems Are envisioned by the model: (1) a program support

system, (2) an information and evaluation support system, and (3) an organi-
zational support system.2° Since the roles of the information and evalua-
tion support system and the organizational support system have already been
described, attention here is mainly directed toward the program support
system.

The program calls for systems approach to program management. Five
stages of the program development are envisioned: (1) program design,
(2) component design, (3) module design, (4) module construction, and
(5) module testing. In addition, during the operational phase of the pro-
gram, evaluation, modification, and retesting of the modules is a contin-
uous process. Five elements of the program are described as being of
central concern: (1) instructional objectives,(2) instructional experi-
ences, (3) instructional materials, (4) measurement, and (5) mainte-
nance.27

It is readily apparent that the effectiveness of the program support
system is largely dependent upon the functioning of the information and
evaluation support system. If the program is to be self-renewing, the
crucial role of the support systems must be recognized.

SUMMARY

This description of the Syracuse University model program is document-
ed evidence that the condensation of 550 pages into a few dozen or so is
at best a difficult task. The reader may find this description as being
overly simplistic and necessarily vague and incomplete. Certainly, an
examination of the model program as detailed in the Final Report would
be more informative and adequate.

25Ibid., pp. 461-64.

26Ibid., pp. 465-508.

271bid., pp. 465-77.
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TEACHERS COLLEGE, COLUMBIA UNIVERSITY

OVERVIEW

'When attempting to make a complete reconceptualization of a major
educational area, such as teacher education, one cannot begin with the
assurance that he can imagine what the eventual components of the educa-
tional program will be. In the area of teacher education, it has always
been assumed that there would be a kind of experience which could be
called student teaching or internship or observation and participation
in the public schools. Yet, a number of contemporary educational method-
ologies can be used to replace some of these experiences which have al-
ways been given. We are able to simulate classroom students and even
communities to such an extent that it is now possible to carry on many
aspects of training under the controlled conditions of the simulator
rather than in the random conditions of the school situation. When one
dnes this, one begins to rethink the patterns of laboratory experiences.

one may or may not come up with student teaching or its equivalent.

Hence, it was assumed in the development of The Teacher-Innovator
that the program components were to be generated afresh with each group
of andel builders as each developed its conceptions of the teaching pro-
CASA and the means for preparing teachers who would be competent in that

Inds document is structured to provide the reader with insight
into the kind of thinking that went into developing the Teachers College

1. Inc headings and subheadings that are used are derived to serve
that purpose.

.11 olo.

Vhe 44 lem of Developing a Performance Model

The first task in the application of systems thinking to the devel-
opment of an educational program is the creation of a conception of the

in this case, the goal is to be a teacher or a person who func-
tions in institutions which are devoted to the education of children.

goal conception for an educational process model needs to be stated
in texas of performance (the behavior of the individual in relation to
time domains critical to his function). In this case then, the perfor-
num* model needs to be stated in terms of kinds of teachers' behaviors
ior the kinds of behaviors that enable the teacher to function as an edu-
cator.

The development of a performance model of the teacher is extremely
difficult because teaching is highly complex, it is not yet being studied
vtexy effectively, and there are many conflicting and diffuse ideas about
abaft sn effective teacher is. Let us look at these problems in turn:

1c9IllEkalq. To build a training program for a functionary whose
job is not very complex, one can frequently arrive at the specifications
of the Job and hence at the performances required of the functionary by

/Ad /111



doing a task analysis of what is required to get the job done. For example,
the training of a technician who will perform simple functions differs
from training teachers in many, many ways. The parameters of the tech-
nician's job are quite narrow. The effects of his behavior are quickly
apparent so it is very easy to tell whether he is responding to any given
component within the training program. Also, one wants him trained ac-
cording to a fixed criterion--for although one would not object if such
a ::echnician thought for himself, one does not really want him deviating
very much from the established procedures unless he is quite certain that
the ersatz procedure will substitute completely for the specified one.
Unlike the technician, the teacher works in a situation requiring him to
perform many complex behaviors, the results of which are not easy to assess,
and we want him to be able to solve problems effectively rather than to
apply formulas which might not discriminate between his clients.

Diversity in Educational Views. Further complicating the job of de-
scribing the effective teacher is the fact that we have not reached
agreement about the kinds of educational procedures that should be em-
ployed in any given situation. We are not in a state of total ignorance
about teacher education or about teaching, but neither do we have final
solutions to educational problems. Consequently, we do not have wide-
spread agreement about the performances required of the teacher. In ed-
ucation, there are many people who maintain that teaching is largely an
art and that the practice of education is unique to the personality and
style of each individual teacher. This conception is especially wide-
spread among practitioners themselves, but is also very common among teach-
er educators. Symptomatic of this is the rejection in many quarters of
attempts to make behavioral analyses of teaching. Many practitioners and
educational professors not only believe that existing systems for analyz-
ing teaching behaviorally are inadequate, but actually recoil from the
notion that we might be able to make such analyses reliably. The upshot
of this is that there are many practitioners and teacher educators who are
resistant to the idea of developing performance models, for describable
performance is incompatible with an artistic conception of teaching.

This poses a number of critical problems for the model builders in
the present effort, for nearly all of us accepted the assumption that we
could to some extent describe teaching in behavioral terms and apply be-
havioral training procedures to produce a practitioner. We can expect
the field to resist this effort, and we can expect to be in the minority
in the education community as we carry on this type of work.

Inadequate Descriptions of Teaching. Even those of us who believe
that we are able to describe the behavior of the teacher in positivistic
language have to face the fact that we have not adequately done so as
yet. Even the resurgence in the study of teaching in recent yecrs has
not yet resulted in a sufficiently scientific description of ! be-
havior of the teacher that we are able to derive a performance model out
of the analyses of the present functionary. This is complicated by the
fact that even if we had described the present functionary adequately,
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there are few people outside of the profession itself who would acceptthe present performance of teachers as the basis of the performance ofteachers-to-be. There is widespread public dissatisfaction with teach-ing as it is now carried on, and this dissatisfaction complicates ourattempt to build performance models from the study of the existing func-tionary.

However, there are bases on which we can begin to build hypothet-ical performance models of teachers. There are, in fact, quite a numberof well developed stances toward teaching and learning. Cybernetic psy-chology for one has well developed positions about learning from whichone can derive theoretical models of potentially effective teacher be-havior. Therapeutic models, such as those of Rogers, provide similar
sources. Developmental psychology, both those schools which concentrateon cognitive development and those which concentrate on personality andaffective development, have resulted in positions from which we can come
to substantial positions about what a teacher might do to get a giveneffect. Similarly, analyses of the society and analyses of subject dis-
ciplines have resulted in theories of learning and instruction. Thereare also many developed approaches to curriculum and instruction whichsuggest the relationship between educational environments and anticipated
outcomes on the learners. There is also a wealth of educational tech-
nologies to which the teacher can relate and which can provide a healthybasis for his experimentation.

1T.LTclterallLReElITLIter

Not only because we do not have final solutions to our educational
problems and because our educational institutions and technologies arein flux, but also because there is a base of alternative theories on whichscholarship in education can presently be built, we are in a position to
make the education of the teacher a preparation for experimentation ineducation. If we cannot provide the teacher with lasting solutions to
educational problems, we are nonetheless in a position to teach him how
to approach what he does in such a way that he tests and otherwise stu-dies edticational strategies. We can try to help teaching to become
collegial scholarship or the process of teaching and learning. By link-ing to learning theory conceptions of society, conceptions of social
institutions, and analyses of subject matter, the teacher can generate
and test hypothetical conceptions of education.

It is our choice to build a performance model which is not based somuch on a description of the teacher as a functionary as it is on the
conception of a teacher as an innovator - scholar- -a person who, working
with his colleagues, develops and tests solutions to educational problems.

The Nature of Our Performance Model

The performance model for The Teacher-Innovator was developed as a
result of several years of study and argument about the intellectual
equipment and clinical competencies needed by a teacher to create a va-
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riety of educatio4: environments and to study their effects on children.
Since there hat been no long-term empirical study of these competencies,
their selection had to be a matter of judgment.

The process of selection began with identifying several domains
in which a teacher functions whey he attempts to generate and test various
combinations of educational ends and means.

In a sense, our primary task was to Ocvelop a broad performance model
of the professional educator, a structure of teaching that would enable
the creation of the ends dild means of the teacher education program. The
basis of our rationale stems from the idea that professional performance
can be described in terms of control over certain areas of reality that
are essential to develop creative roles, rather than the ability to fill
already defined teaching roles. The selected areas of reality would enable
the teacher to work as a creator. This conception avoids the problem of
developing performance models based on studies of existing functionaries
or our limited visions with respect to functionaries for today's schools.
The rationale presented herewith represents a stage in the collegiate
thinking of faculty members at Teachers College who have independently
developed models of teacher education: Bruce Joyce, Arthur Foshay,
Gerald Weinstein, Margaret Lindsey, and Robert Schaefer. While Joyce's
conceptions have structured the writing of this document, the other con-
ceptions have influenced it heavily.

Creativity and Control over Reality

In order to develop performance models for teacher education--to
create a model of a professional who will grow in capacity, create new
options for children, and contribute to his profession, it first is nec-
essary to identify the areas of reality that he needs to control in order
to define and solve educational problems. This is a very different con-
ception of professional control from one which is centered on the train-
ing of the present-day functionary. Conceiving professional functioning
as the creative manipulation of reality puts future growth in a central
position.

The second stage in creating a program of teacher education is the
development of curricular systems which will enable teacher education
students to achieve control of the essential areas of reality.

The Four Roles of the Teacher-Innovator

We identified four roles which seem essential for the teacher who is an
innovator and a scholar. Within each role, certain kinds of control appear
necessary.

Institution-Builder (shaper of the school). In this role the teacher-
innovator works with other faculty members, community representatives, stu-
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dents, and administrators to design and make real complete educational pro-
grams and organizational structures. The shaper of the school controls
strategies for studying and designing curricula systems; analyzing and creat-
ing effective social systems in the school; and assembling and employing tech-
nical support systems which facilitate education.

Interactive Teacher. The most familiar teaching role occurs during con-
tort with children. At this point the teacher needs strategies for making
instructional decisions which are tailored to the characteristics and needs
of the students. He can work with groups of children to build effective dem-
ocratic structures through which they can conduct their education. He con-
trols a wide variety of teaching strategies and wide range of technological
assists to education. He is a student of individual differences, and he has
the interpersonal sensitivity to touch closely the minds and emotions of the
students and to modify his own behavior as a teacher in response. He is able
to bring structure to chaotic situations without being punitive. The teacher
does this in company with his colleagues. He rarely works alone partly be-
cause he needs their colleagueship and the shared analysis of teaching and
learning that is a continuous part of their professional life. With them he
controls techniques for designing continual small experiments of teaching and
learning.

Innovator. To be an innovator rather than a bureaucratic functionary,
a teacher needs to combine personal creativity with ability to work with oth-
ers to build educational settings in which innovation rather than imitation
is the norm. He has techniques for analyzing the social structure of the
school, especially how it inhibits or facilitates creative behavior.

Scholar. As Robert Schaefer puts it, we cannot "wind the teacher up like
an old victrola and hope that he will play sweet cerebral music forever."
Continuous scholarship renews him and adds to his knowledge about education.
He controls techniques for studying the processes of interactive teaching and
theories of learning. He specializes in one discipline until he knows the na-
ture and the modes of inquiry of that discipline. Equally important, he knows
how to engage in research that relates that discipline to the lives of young
children. He controls structures for studying the school and for studying
teaching and learning, sc he can design and carry out educational experiments.
He masters a range of teaching strategies derived from different views of
learning, and wore important than that controls techniques for developing and
testing new ones.1

1 Bruce R. Joyce, The Teacher-Innovator: A Program To Prepare Teachers
°Washington, D.C.: Government Printing Office, 1969), pp. 16-17; ED:

p. 15.
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The Performance Model as a Goal

Once the four teacher roles had been identified, there were two
possible courses open to us as the model was developed. One was to expli-
cate fully the performance model examining each domain and determining the
detailed sets of behaviors that make up complete performance in the domain.
An alternative route was to settle for a behavioral, yet general definition
of the functions within each domain and to proceed to the identification
of the means for achieving competence in the roles. The latter was chosen
because of the short duration of the project and the desirability to make
a significant step toward the rationale for the various means required in
a program designed with a complex performance model as the objective.
Consequently, the program developed such that the specification of behavioral
objectives and the development of means proceeded simultaneously with only
as much specificity in objectives being achieved as was necessary to keep
the developmental activity going forward. At the conclusion of the pro-
ject, therefore, much remained to be done in the complete specification
of objectives and in the engineering work required to match the sets of
detailed objectives closely with the means that were developed.

THE STRUCTURE OF THE PROGRAM

There are two aspects to the structure of the program. One is a
set of general methodologies which are employed to weld the student body
into a community of scholar-teachers, to provide for individual differ-
ences in personality development, to enable students to set their own
pace in learning, and to provide a laboratory in which students can prac-
tice creating and testing educational environments.2 The second aspect of
the program is four basic components, each one derived from the fun-
damental roles of teaching and designed to yield control over those aspects
of reality required by the roles. Each component has a series of subcompo-
nents, and in addition each one has its own rationale and own curricular
or teaching strategy.3

THE GENERAL METHODOLOGIES OF THE PROGRAM

There are four main features of the general methodology of the program.
One, there is provision for democratically organized (inquiry)groups of students
to administer the program to themselves. These groups take a large share
of the responsibility for reshaping their education and control the pace
with which they proceed through the components and subcomponents. Faculty
members serve as counselors and technical advisers and leaders of dialogue

2For full description, see Ibid., GPO: pp. 45-156; ED: pp. 42-146.

3 For full description, see Ibid., GPO: pp. 157-466; ED:
pp. 147-436.
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about education, but the students themselve study the objectives of the
components and subcomponents, study the means, and administer the tech-
nical training to themselves.4

Second is the application of a differential training model which
prescribes different education environments for students of varying con-
ceptual levels. The differential training model provides ways that fac-
ulty members can tailor the program to the characteristics of the stu-
dents.5

The third general feat'ire is a laboratory school program taken from
Robert Schaefer's concept of the school as a center of inquiry.6 This
school is not designed simply to be an exemplary school in terms of its
program, but to be exemplary in the way the educational process is stud-
ied by the teachers and in the collegial relationship which they bear
toward one another as they seek to define educational purposes and means
and try to understand themselves and their students. The teacher candi-
dates in the teacher-innovator program need experience in an environment
which is unlike the normal school environment in that teaching and learn-
ing are studied as well as carried on. The school as a center of inquiry
is the element in the program designed to permit this experience to occur.7

The fourth general element is the contact laboratory or the provisions
for the teacher candidates to have direct contact with children and schools.
Although the four basic components in the teacher education program include
many experiences in simulation laboratories and with small groups of chil-
dren, the contact laboratory ensures that the teacher candidates will study
the school as it is and will learn to practice in the real world of the
schools (albeit as innovators in them).

The four general structural characteristics of the program intersect
with the four basic components as represented in figure 1.

If one were to fill in all 16 cells in figure 1 with examples of the
interaction between the four basic program elements and the four basic
components, one would find that all cells would be filled with many ex-
amples. Each of the general elements is important in the execution of
each of the basic components. For example, the inquiry groups study in-
stitution-building together, work in the inquiry school together, studying
the characteristics of that institution, and then during the contact lab-

4
Ibid., GPO: pp. 51-56; ED: pp. 46-51.

5For full description, see Ibid., GPO: pp. 52-84; ED: pp. 52-77.

6
Robert Schaefer, The School as a Center of Inquiry (New York:

Harper, 1967).

7
See Joyce, op. cit., GPO: pp. 85-146; ED: pp. 78-137, for

rationale of this school.
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oratory, they develop institutional plans and test them out while they

work with real children under less controlled conditions. The relation-
ship among the general structural elements and the four components will
be seen in many places as we proceed to describe the program. The fol-

lowing illustrates the relation of the inquiry groups to the general

components:8

Inquiry Groups

The basic teaching strategy in the program is cooperative inquiry.
The teacher candidates are organized into democratic "inquiry groups"

of about 12 students. These miniature democracies are assisted by fac-

ulty counselors who help them to educate themselves. The substantive

components have all been designed so that they are virtually self-admin-

istering. In no activity is a faculty member more than a seminar leader.
The structure of each component is explained to the inquiry group which
then, with the help of the faculty, negotiates its way through the activ-
ties.

Within each inquiry group the candidates are organized into feed-

back teams. Each feedback team consists of three or four teacher-candi-
dates who coach each other when they are learning skills to help analyze
one another's teaching and to carry out small educational experiments

throughout the program. These two units, the inquiry group and the "feed-
back team," are kept together as much as possible throughout the teacher
education program so that the members of the group share the commitment to
experimentation that is established at the beginning of the program.
These units support one another as they stretch into new activities and

experiments.

In addition, each inquiry group elects representatives to steering

committees of faculty, administration,and candidates who are responsible

for administering, evaluating, and revising the program components. An

overall steering committee discusses policy matters and can call meetings
of all the candidates and faculty when it is desirable.

The cooperative inquiry method, combined with the democratic orga-

nization of the program, accomplishes three purpGses:

1. It teaches the teacher candidates how to organize an educational

program that operates as a democracy. Hopefully, there will be

reasonable transfer to their teaching situation.

2. It involves the teacher candidates in continuous experimental

activity which is supported by a group of their peers. This

group eventually can function as a reference group, anchoring

the experimental norms for each member.

8Ibid., GPO: pp. 18-22; ED: pp. 16-20.
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It involves the teacher candidates in the shaping of their own
educational activities which should be a highly motivating acti-
vity. There are good odds that the studenZs will become welded
into a tight community, an experience which should have personal
value as well as increasing the effectiveness of professional
education.

The Differential Traini Model

The second structural element is a model for individualizing instruc-
tion which is based on the work of David E. Hunt of the Ontario Institute
for Studies in Education. Hunt has taken the position that an optimal
educational environment can be prescribed for individual teacher candi-
dates which function in two ways: first, it will increase the learning
of ideas and skills; second, it will increase the personal flexibility
of the teacher candidate. Hunt's model provides for modification of ed-
ucational procedures to take into account four characteristics of the
teacher candidate: his competency level, feedback preference, value
orientation, and cognitive structure. All of these characteristics are
related to achievement by the teacher candidate, and cognitive orienta-
tion is related to personal flexibility.

The components are organized so that pacing by competency level is
accomplished in the skill areas through procedures that the candidates
administer directly to themselves. For example, a candidate needs to
practice a teaching strategy only until he has mastered it, and the means
for determining mastery are built into the component in which teaching
strategies are the central concern.

Other aspects of the differential model are carried out by action of
the faculty member as he works with the inquiry group. Basically, he mod-
ifies his role in order to change the educational environment that is pre-
sented to the candidates. With respect to feedback preference, for example,
the faculty member modifies his behavior so that candidates who prefer
feedback from authority figures receive much from him or other faculty,
whereas candidates who prefer peer feedback receive less authority feed-
back and greater measures of peer judgment.

With respect to cognitive orientation, the faculty member modifies
the amount of structure and task complexity that is presented to the
teacher-candidate. For example, candidates of low cognitive complexity
operate best in environments which are fairly well structured and in which
task complexity is not too greac. highly complex individuals, on the other
hand, operate best under low structure and high task complexity. Hunt's
theory suggests, and he presents much research to bear him out, that when
there is a substantial mismatch between cognitive complexity and the envir-
onment, the individual does not achieve as well and is unlikely to grow in
flexibility. An optimal environment for growth in flexibility is one in
which the amount of structure is somewhat less and the amount of task com-
plexity is somewhat greater than what is optimal for achievement. In other
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words, a slight, controlled mismatch has the effect of 'wiling the individ-
ual toward everincreasing cognitive complexity and flexibility.

Inquiry School

After substantial training, preferably in small-group teaching in
their own "school," the teacher candidates are attached to teams in the
inquiry school in order to carry out fairly lengthy experiments.

The Contact Laboratory.

The fourth general structural element in the program is the contact
laboratory, which refers to provisions for the teacher candidates to be
in contact with schools or children. They are placed in public schools
as interns, preferably in assignments where three of them cover the normal
duties of two teachers, so that the three can work together continuing to
carry out experiments. (It probably should be noted at this point that
we take the view that all teaching is an experiment and that the only
honest approach to teaching is to treat each educational activity as the
testing of a hypothesis about teaching and learning.)

After an initial period of apprenticeship in the normal public school
situation, the contact laboratory does not use any experiences which are
analogous to those which usually characterize student teaching. Contact
is provided, however, in order to give the teacher candidates the oppor-
tunity to study schools, teachers, and children, and also so that they
can master a wide repertoire of teaching strategies, practice making
curricular and instructional decisions, and engage in educational experi-
mentation.

At Teachers College much contact was provided by organizing the
candidates to offer educational programs to neighborhood children. There
is a great demand for remedial programs in all school subjects, and for
enrichment programs as well. Both after-school programs and summer pro -
grams are possible. By offering such programs, the candidates serve the
neighborhood and create a contact laboratory for themselves in which ex-
perimental teaching can be the norm.

The contact laboratory is best described as six phases, each of which
serves the four basic components in particular ways, often serving two or
more components simultaneously. See table 1.

The contact laboratory begins in the first weeks of the program and
continues, ideally, into the first year of paid teaching. Only the ini-
tial phase includes apprentice teaching of the type most familiar in tra-
ditional student teaching programs. The remainder of the experience is
in experimental teaching in which the candidates are mastering a variety
of strategies and carrying out teaching units which they develop with re-
search designs.
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TABLE I

SIX PHASES OF CONTACT LABORATORY

Phase Type Purpose

One Experiencing the A four-to eight-week
school apprenticeship to a

public school

Two

Three

Four

Five

Small-group and
tutorial teach-
ing (preferably
in candidate-
operated program)

10 to 20 weeks

of experimenting with
teaching strategies

Unit-experimenta- Group experiments in
tion in inquiry teaching units taking
school four to eight weeks

Experience in Observation-participa-
curriculum modes tion experience in a
in inquiry school variety of ways of

teaching

Carrying on an Inquiry groups develop
educational pro- and carry on a candidate-
gram operated school program

Six Internship Paid teaching, preferably
in teams derived from in-
quiry groups
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The :General Methodolosty Summarized

'The program, then, is operated as a democracy with small self-reg-
viating mnits of students monitoring their own progress and administer-
ing the program to themselves with the assistance of faculty counselors.
the faculty zounselor modifies his role to provide an optimal educational
mmmtmomment for each individual according to the differential training
model_ "The :contact laboratory is organized to provide the teacher-can-
Ai dates with opportunities for study, microteaching, and experimentation
rather than to socialize them to the school as it presently exists.
The contact laboratory stretches over a long period of time in order to
Insure the development of realistic skills, but it is carefully designed
to .discourage the teacher-candidates from believing that realism means
accmpting the school as it is today and keeping it the same.

'XI1E POUR BASIC COMPONENTS: GENERAL STRUCTURE

lotus turn now to the general organization of the program components
and examdme them in their relationships to each other, in their specific
iratidcaalma, and specific methodologies. In this section it is not possible
to go into extensive detail, and the Final Report of the project will be
quotedandreferred to continuously in this section of the document.

It Is convenient to see the four basic components as they relate to
the contact laboratory. The teaching strategies subcomponent of the inter-

ne teacher component will he used along with the other components in
this explanation.

1441

The contact laboratory, which begins in the first weeks of the program,
contimmes, ideally, into the first year of paid teaching. Only the ini-
tial phase includes apprentice teaching of the type most familiar in tra-
ditional student teaching programs. The remainder of the experience is
in experimental teaching in which the candidates are mastering a variety
of strategies and carrying out teaching units which they develop with re-
search designs.

Phase O e-- Experiencing the School

This phase consists of four to eight weeks of experience as an un-
paid teacher aide in a public school classroom. All members of each in-
quiry group are placed as aides in the same school, and they work in pairs
or threes attached to individual classrooms or teaching teams, depending
on the staff utilization pattern of the school.

This phase should begin as soon as possible after the teacher candi-
date enters the program. It serves two purposes. First, it brings the
teacher candidates into contact with children, schools, and teachers.
Previously, candidates have known the school, but from the perspective of
students, rather than teachers. Now, they look at children, and at the
school with the eyes of teachers-in-training. They begin to know the
people they will try to teach, and they take the measure of the job.
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They develop a ground of common experience, also, which can be drawn on
throughout the program.

The second purpose is to involve the teacher candidates in the an-
alysis of the school as an institution and the classroom as a social
system. These analyses form a critical part of the innovator component.
The experience of the school is essential if the teachers are to under-
stand the bureaucratic processes of the school and the alienation that
is implicit in learning bureaucratic roles. (See the description of
the component for details.) Similarly, the analysis of the social system
of the school and classroom is part of the early activity of the institu-
tion-builder component and is drawn on in the teaching strategies sub-
component, to help candidates learn to study what Louis Smith calls the
microethnology of the classroom. "Experiencing the school" should last
at least four weeks, but if the program is spread over enough time, more
time, up to six or eight weeks of half-time experience, is desirable.

Phase Two--Tutorial and Small-Group Teaching

This second phase lasts 10 to 20 weeks. It consists of experience
with one to five children for short periods of time, several times a
week. The experience can be developed in any one of several ways.
Teacher candidates can work in a candidate-operated educational program.
This might be during after-school hours or on weekends. They could offer
"remedial" or "enrichment" programs. Another possibility is assignment
as tutors or small-group teachers in a normal public school or the in-
quiry school. A third possibility is participation in an after-hours/
weekend program offered through the inquiry school. Fourth, in an urban
program, is participation in a community school, such as a "store front"
school.

The second phase of the contact laboratory most prominently serves
the teaching strategies subcomponent, for it provides the setting in
which candidates practice and study teaching strategies, apply methods
learned in flexibility training and structure training, and develop and
test out teaching strategies drawn from the disciplines.

Also, however, the tutorial phase serves the innovator component
by providing both inquiry and feedback groups with the opportunity for
experimentation and the analysis of problems in implementing new educa-
tional forms. It also provides the setting for the "creativity train-
ing" subcomponent.

In addition, the tutorial phase serves the teacher-scholar compo-
nent in three ways. It enables students to practice techniques for
studying teaching and learning, to replicate and originate research in
the teaching of the disciplines.

In order to serve these multiple demands adequately, the tutorial
program must meet these criteria:
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1. It must provide much opportunity for independent teaching.
It may serve a school program, but the teacher-candidates
need the opportunity to make and carry out educational deci-
sions.

2. It must be conducted where teacher-candidates can observe each
other teach.

3. It must permit television and audio recording of teaching epi-
sodes.

Phase Three--Unit Experimentation

In this phase each inquiry group tailors a learning unit (four to
six weeks) to a group of children and carries out the unit as an educa-
tional experiment. All members participate. There are at least three
ways of providing this experience. It can be done in the context of a
candidate-run educational program. Or, it can be arranged in a normal
public school. Or, it can be provided in the inquiry school.

It requires simply that each inquiry group be given, for a period
of one to two months, responsibility for teaching from about 10 to 30
children for from four to eight weeks for from one to two hours a day.
(The upper limits are most desirable in each case.)

Phase 3 serves all four basic components. It provides opportunity
for an authentic institution-bailder activity. Second, it involves the
development and testing of teaching strategies. Third, it furthers the
innovator component by giving the candidates a reasonable chance to
carry out an innovation of their own making. Last, it requires study of
the discipline s, teaching and learning, and the institution, and so
serves the teacher-scholar component.

Phase Four-- Experience in Curriculum Modes: The Inquiry School

In the fourth phase candidates are attached to the inquiry school
where they study several types of education. They may serve as aides
if the experience has sufficient duration. The school serves all four
basic components by providing an authentic example of institution-build-
ing and teaching where scholarship is practiced and innovation is a by-
word. This phase would not be difficult to provide were it not for the
necessity of developing the school.

Phase Five -- Operating an Educational Program

Next, the teacher candidates need to practice what they have learned
and solidify their bond to each other as innovators. If they have been
already operating a remedial or enrichment program, this phase is not
necessary. Otherwise, the candidates should plan and carry out a summer
school or an after-school or weekend program for children.

At Teachers College, during the summer of 1968, this experience took
the form of a summer school for neighborhood children, judged disadvan-
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taged by the local public schools, whose personnel identified the chil-
dren and helped recruit them. The teacher candidates planned, executed,
and studied the entire education program.

Phase Six -- Internship

The first year of teaching should be regarded as an internship.
Where possible, teacher candidates should be placed so that three occu-
py two normal teaching positions, and they should be placed so that feed-
back groups can continue their experimental activity.

Ideally, the candidates are placed as teams. Either inter-discipli-
nary or specialist teams are possible, depending on local preferences
and opportunities. The most promising candidates might be placed in the
inquiry school, attached to teams engaging in curriculum research.

The Total Pattern

The six phases represent types of activities which might be combined
in several ways. A small masters-level program might combine all contact
laboratory experience within an inquiry school whose components enable
all the necessary activities to be carried out.

The six phases here represent an ideal situation under normal con-
ditions where the inquiry school, normal public schools, and the need
for aides and interns, are all present.

Table 2 relates the four basic components to the sequence of contact
laboratory experiences; tables 3 and 4 represent the phases of the
four components by phases of the contact laboratory.

THE FOUR BASIC COMPONENTS: THE MEANS WITHIN THEM

Let us look more specifically now at the means within the four ba-
sic components.

The Institution-Builder Component9

Teacher education programs have generally put much more energy into
preparing the teacher to work directly with children than they have to
preparing him for his roles as an institution-builder or simply respon-
sible faculty member. In contrast, we place as much emphasis on the
teacher as a developer of curriculum, an organizer of technological sys-
tems, and a designer of the social system within the Echool as we do to
his functions as an instructional decisionmiker and interactive teacher.

9 Ibid., GPO: pp. 295-306; ED: pp. 278-89.
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TABLE II

CONTACT LABORATORY AND BASIC COMPONENTS

Phase Genre Activities Components served

One Experiencing Teacher aide: Institution-builder,
the school analysis of school Innovator, Teacher-

and classroom scholar

Two Tutorial- Experimenting with Institution-builder,
small group teaching strate- Interactive teacher
teaching gies (teaching strategies

subcomponent),
TeacLer-scholar,
Innovator

Three

Four

Unit study Experimenting with
unit teaching

Experience in Studying school
inquiry school as an inquiry
teams center

Five Operating own Experimenting and
school program studying teaching

and learning

Six Internship

Interactive teacher
(teaching strategies
subcomponent),
Institution-builder,
Teacher-scholar,
Innovator

Innovator, Institution-
builder

All components

(As in five) All components
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The justification is, of course, that education depends greatly on institu-
tional character. The teacher does not work in a vacuum nor do the chil-
dren learn simply by interacting with the teacher. The teacher teaches
within an institutional context that affects whether he will have close
colleagues, what talents they will bring to him, and what kind of relation-
ship they will have.

The character of the school largely determines what type of technical
support systems will be available, what kinds of inservice training, what
cooperation he will have from the other school faculty in dealing with
common problems, what curricular structure he will work within, and a host
of other things. If the reader Deeds this point underscored, he might
turn to the description of the "School as the Center of Inquiry" (chapter
8) and compare the institutional possibilities for educations in that kind
of institution with those that are ordinarily found on the public school
scene.

The child, too, is enormously affected by the institution and not
only through the effects that the institutional structure has on his
teachers. Schools have social systems and in some of them the social sys-
tems work against the educational purposes of the schoo1.12 (Peer pressures,
for example, affect student preferences for activities.) Hollingshead and
many others have conducted depth studies of schools which make it fairly
clear that the average school's social structure reflects the social struc-
ture of the community at large, a happenstance that can work for good or
ill. Whereas in some communities the school is a place of serious and
lively dialogue on the nature of the society, in other schools the status
system of the society operates, and some students receive better treatment
than others because of the social position of their parents.

Schools vary, also, in the vigor of their social climate. In some
schools the curriculums are relevant and live, and the teachers have enthu-
siastic agreement about what they are trying to accomplish. In others, the
curriculums seem mechanical, and the teachers teach alone. The physical set-
ting and logistical arrangements also affect the students. In some schools
there is great support by materials and auxiliary personnel. In these schools
the learners have many options for developing themselves: they can read more
widely, show themselves more films, perform more scientific explorations, teach
themselves through self-instructional courses, and so on. In other schools
the technological support systems function less well.

The school as an institution, then, is an enormously important educa-
tion force. By giving so much prominence to institution-shaping competence
ifs this program, we manifest operationally our belief that the institution-
shaping functions of the teacher are as important as anything else that he
does. Hence, the inclusion of the component, is, we believe, the most exten-
sive preparation of its kind that has ever been designed into a teacher educa-
tion program.

12 James Coleman, The Adolescent Society (Glencoe: The Free Press,
1961), describes this phenomenon.
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There are those who will say, "But will the teacher have the oppor-
tunity to use his institution-shaping ability, considering the way schools
are run today?" While acknowledging the difficulty, we insist that insti-
tution-building is an essential for teaching, for learning, and for the
overall redevelopment of the school in our society. A teacher-innovator
who innovates only within the four walls of one classroom would probably
be a wonderful person, his effectiveness would not be as great as if he
participated actively also in the creation of a proper milieu for his
students. It is possible, in fact, that changes confined to the one class-
room may actually work against the efforts of many of the other teachers.

The Processes. The processes involved in shaping a school have
been defined by Joyce in the book, Alternative Models for Elementary Edu-
cation.13 These include, first, the process of developing organizations
of community leaders, educators, students, school administrators, and
persons whose children will be in the schools. Such an organization
constitutes what Joyce calls the responsible parties. These are the
people who are entrusted with designing the educational program and mod-
ifying it as time goes on. The second process is that of selecting the
mission of the school or the distinct purposes that it will have. In
order to participate in this process, the teacher needs to be well
acquainted with varieties of approaches for developing educational pro-
grams. He needs to be knowledgeable about theoreticians and practical
men who have designed educational missions of various kinds. He needs
to know, for example, about A. S. Neill's school, Summerhill, about the
Bank Street School, the academic mission as Bruner has described it,
the desires of community groups today engaged in the redevelopment of
education.

The third major process in shaping the school is the development
of the means of education. We can define these as three: curricular
and instructional systems, technological support systems, and the social
system or community of the school. In order to develop these, the teach-
er needs to have an acquaintance with alternative patterns of curriculum
and instruction, with varieties of technological support systems and ways
that they call be organized to support education, and with the dynamics of
the social system of a school and how it can be developed.

The last process is the development of the organizational plan of
the school. To do this adequately, the teacher needs to know about alter-
native syste-Is for organization of teachers and students so that the educa-
tional environment will be stable and yet responsible to the needs of in-
dividuals and the spontaneous events of the world. Since Joyce has de-
scribed the strategies for developing teams of responsible parties, for
approaching the tasks of identifying the missions of the school, for build-
ing their curricular, social, and technological systems, and for develop-
ing organizational plans that are compatible with missions and means, it is
not necessary to detail these processes here. They will be described
somewhat in the course of developing the particular specifications of the
component especially the behavioral objectives, but the full analysis re-
quires the reader to turn to the books, Alternative Models for

13Bruce R. Joyce, Alternative Models for Elementary Education (Boston:
Blaisdell, 1968).
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Elementary Education and The Structure of Teaching.
14

Behavioral Objectives. The behavioral objectives of the component are
Extremely complex, for the shaping of the school requires knowledge and
skills in many areas. Large general objectives are stated with specific
examples for clarity. This way vagueness and the chaos of a large number
of different objectives can be avoided. The objectives in some cases are
closely correlated with some of the interactive teaching subcomponents. The
objectives are sequential only to a moderate extent, and the sequencing is
largely in terms of a general progression from theoretical learning toward
practice in simulated school settings and then to actual practice in insti-
tution-building. These do not represent discreet levels of attainment.

The First Objective: Knowledge of major theoretical positions on the
shaping of the school. This includes knowledge of the theoretical work and
research on the institutional problems of innovating in education.15 It also
includes knowledge of the major contemporary reformers such as A. S. Neill,
Herbert Thelen, Jerome Bruner, John Holt, Robert Anderson, John Goodlad, and
others who have within the last few years attempted to develop new institutional
plans for education and knowledge of a reasonable sample of historically
important positions, such as those of Plato, Comenius, Locke, and Dewey.
In addition the teacher needs acquaintance with case studies of attempts to
build educational institutions self-consciously, including some contemporary
examples such as Novar School, the Horace Mann-Lincoln School, the Valley
Winds School, the Laboratory School at University of Chicago, and others.16

The Second Objective: Knowledge of procedures for developing organiza-
tions of community members, educationists, and students to develop educa-
tional patterns and carry them out. The teacher needs to be familiar with
reports slich as the decentralization report of the Ford Foundation on the
New York City Schools, and with case studies and general positions on the
developing of community agencies with participatory government boards.
Alternative Models for Elementary Education and The Structure of Teaching
provide guides to these procedures.

The Third Objective: The skill to organize participatory groups to
develop educational components. This includes the ability to organize a
steering committee and carry it through the planning stages so that a
component of education is actually organized. This is the operational
aspect of the second objective.

The Fourth Objective: Knowledge of the alternative missions of the
school which have been suggested in the theoretical literature or devel-
oped in practice. This involves an understanding of the fundamental

14See entire volume, Joyce, Ibid.; and Bruce R. Joyce and Berj
Harootunian, The Structure of Teaching (Chicago: Science Research Asso-
ciates, 1967), chapters 2 and 4.

15 See Matthew B. Miles, editor, Innovation in Education (New York:
Teachers College Press, Teachers College, Columbia University, 1964), for
information in this area.

16 Joyce and Harootunian, op. cit., chapter 4.
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theoretical positions from which educational missions are derived. For
example, the psychoanalytically oriented theorists tend to favor missions
oriented toward the individual and his development into an integrated
and functional self. Academic scholars tend to favor missions which em-
phasize academic learning in nature, and social reformers or socially con-
cerned people such as Dewey, tend to be concerned that the social functions
of the school supply a plentiful number of effective citizens. This ob-
jective includes an acquaintance with the major conceptual systems for
studying the learner and making judgments about his intellectual, social,
and emotional development, and includes the knowledge of a general the-
oretical position on learning and the general strategies which have been
developed for organizing curricular systems. Within one curriculum area
the teacher needs a thorough knowledge of current leading curricular and
instructional systems. (When the means of this component are discussed,
we will illustrate the attainment of this competence through the social
studies, but that is simply for brevity and convenience.) Obviously, it
should be true of specialist teachers in mathematics, science, social
science, language, reading, and in social development. An example of a
specific objective is: "Knowledge of and ability to implement the major
approaches to curriculum and instruction in the social studies."17

The Fifth Objective: Knowledge of strategies for tailoring an educa-
tional system so that it fits the needs of specific communities and learn-
ers. This includes the ability to analyze the educational needs of commu-
nities and learners and to develop curricular and instructional strategies
which are calculated to fill those needs. The Structure of Teaching
and Alternative Mc 11s for Elementary Education have definitions and guides
to the literature.

The Sixth Objective: Knowledge of alternative ways of organizing
the technological support systems of schools. This includes a knowledge
of contemporary technological assists to human behavior, conceptions of
library design and utilization, and the theory of support systems. The
teacher needs, for example, to know how to operate the individually pre-
scribed intruction program developed at the University of FitteburgL. He
needs to know how dial-access retrieval systems function, and how a li-
brary can be organized to provide random access by students to books,
original documents, films, film strips, tape recordings, multimedia
courses children can administer to themselves, and so on. The teacher
knows how to use television tape recorders for storing and using lectures,
the use of television feedback to analyze group behavior, etc.

The candidate should develop a high level of skill in the adminis-
tration of at least one technical support system.

290-99.

17
See, for example, Joyce, 22. cit., GPO: pp. 307-16; ED: pp.
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The Seventh Objective: The teacher should have knowledge of the
theoretical and research literature that pertains to the development of
the social system of the school and should apply a strategy for building
the social system. Specifically, he should have a knowledge of reports
such as the Teachers College Report on the Washington, D.C., school sys-
tem, other publications such as James Coleman's Adolescent Society,
August Hollingshead's Elmtown's Youth, Willard Waller's The Sociology of
Teaching, L. M. Smith and W. Geoffrey's Complexities of the Urban Class-
room and L. M. Smith and P. Keith's Social-Psychological Aspects of
School Building Design.

In addition the candidate should possess analytic tools for looking
at the social system of the school and should know the major theoretical
positions with respect to the development of social systems. For example,
he should be acquainted with G. C. Homans' publication The Human Group
and the work of John and Elaine Cumming on Milieu Therapy. Guides to
this literature are provided in The Structure of Teachin and Alternative
Models for Elementary Education.

Also, he should be able to work with teachers and students to devel-
op at least one aspect of the social system of the school. If he is a
foreign language teacher, he might demonstrate that he can organize stu-
dents and other faculty to operate the language laboratory support system
so that it will provide prescribed types of service to the students and
teachers. If he is a science teacher, he might work with students and
faculty to set up a self-instructional science laboratory or the equiva-
lent. In other words, he should be able to define aspects of the social
system and bring them into being.

The Rationale of the Component. One of the great difficulties in inter-
esting teachers and teacher candidates in institution-building is the tradi-
tion in education that teachers do not play important roles (in the average
case) in the development of the school. Teachers have generally been hired
for specific teaching positions, and their duties have been oriented toward
a specific group of children. In many situations teachers have felt power-
less to influence the overall shape of the school. Despite attempts by the-
oreticians of administration and supervision to bring about different prac-
tices in the schools, there is no question that the teachers were frequently
correct about being powerless. The teacher candidate has observed enough
schools and teachers that he usually enters teacher education with no expecta-
tion that his duties will be at the institutional level. Therefore, he fre-
quently does not even see why he should study alternative patterns of curric-
ular organization even within his subject area. The teacher-to-be often wants
to study interactive teaching rather than look at curriculum from grades 1 to
12 or more.. He tends to be willing to accept the placement of the courses
into various grades and then to develop his technological competence within
the given universe. To challenge this set is difficult, and the rationale of
this component has been developed with considerable attention to the problem
of demonstrating to the young teacher that he can play an important institu-
tional role. By involving him from a very early point in his educational
career with institution-shaping tasks, he will see the usefulness in inter-
active teaching of the institution-building competencies.
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The devices have been planned to build motivation for institution-
building. The general democratic teaching strategy of the teacher edu-
cation program, involving candidates as it does in the governance of this
program, the cooperative inquiry method within each component and the
inclusion of the candidates in the operation of the technical systems that
facilitate their learning, accustom the candidates to institutional de-
cisionmaking roles and should help them see the feasi-oility of s'ich in-
volvement.

Second, each inquiry group knows from an early point in the pro-
gram that it is going to have responsibility for the enrichment-re-
medial school or for a section thereof. Our experience in the Teachers
College, Columbia, program during 1967-1968 was that: as soon as teacher
candidates knew that they were going to develop a summer school of their
own for neighborhood children, many of those who had previously rejected
institution-building activities eagerly embraced curriculum planning roles
and worked enthusiastically to develop community organizations and techni-
cal support systems. Evidently, the knowledge of the assignment that was
to come was highly motivating.

The third tactic is to involve the candidates from the beginning of
the component in realistic decisionmaking in simulated settings. They
make curricula and instructional decisions for a Harlem neighborhood, a
New England town with a typical spread of socioeconomic backgrounds and
community problems, and an English town. They have available to them in-
formation on more than 50 aspects of over 14 youngsters who serve as the
"student body" of the simulated school and complete case studies of the
three communities. The curricular and instructional making tasks that
they undertake in this simulated school are lively and realistic -- designed
to illustrate the importance of institutional planning as well as how to
go about it.

In general, the component begins with exercises in the simulated
school. (These are coordinated with activities from the instructional
decisionmaking subcomponent which also uses the simulated school.)
These activities involve decisionmaking so that the teacher has to deal
with different combinations of learners, different types of teaching tasks,
various curricular orgarazational patterns, and different communities.
The work in the simulated school leads to the study of strategies of cur-
riculum and instruction which is combined with work on teaching strategies
in the interactive teaching component. Next, the candidates study curricu-
lar and instructional patterns in their area of specialty, so that they
will develop competence to bring a substantive area to institutional de-
velopment.

From that point, the teachers try to apply the strategies they have
learned. They have an assignment in the school as the center of inquiry.
They develop and carry out experimental units. They operate the remedial
and enrichment school.

The Means of the Component.
will be described sequentially in
the entire program is designed Lo
stitution-building.

The specific means of the component
terms of phases, bearing in mind that
involve the teacher candidates in in-
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Phase One: The first phase of activity takes place in the simulated
school, as is described in chapter 10-A of the Final Report. The simulation

consists of a great deal of information about three communities. One is Spanish
Harlem, one is a composite town in New England which is called Prestonport,
for convenience, and the third is an English town named Banbury. The

information deals with most aspects of social, political, and economic lilt
in the three communities. These sets of information on the three require
candidates to take into account the characteristics of the community. For
example, they can be asked to prepare a social studies curriculum for the
Spanish Harlem community, then for the New England commuaity, and then for the
English community. The differences in living circumstances and cultural
heritage should enable the trainees to explore many ways in which community
characteristics can be capitalized on in the building of a curriculum.

The second part of the simulated setting is a set of 14 data storage and
retrieval systems containing information on children, The 14 learners, thus
simulated through information, constitute the student population of the simu-
lated school. By altering curriculum tasks with reference to the learners,
it is possible to induce the teacher candidates to come to grips with the
ways that learner characteristics can be accommodated in curriculum construc-
tion and to explore the kinds of complications that develop when particular
combinations of learner characteristics occur together. For example, tasks
can be given that require curriculum- making for different combinations of
children. Similarly, data can be presented so that the candidate has to cope
progressively with various types of learner characteristics.

The component begins with the rationalization of the component to the
inquiry group, the introduction to the simulated school, and the presentation
of a problem task which requires institution-shaping activity. During the
first tasks it will become apparent to the trainees that they need some more
substantive information for making decisions, They simply do not know how to
create an educational institution. From this point the activities alternate
between seminar sessions on institution-building strategies and activities
in the simulated school. The seminars are built entirely around readings and
materials which are designed to acquaint students with the strategies for
approaching the institution-making tasks.

Alternative Models for Elementary Education is the first book to be read.
It identifies positions of educational reform and provides ways of looking
at the development of participatory government within a school, alternative
approaches to the development missions of the school, the development of
curricula systems, technylogical support systems, social systems, and school
organizational patterns.

18Also, see Ralph W. Taylor, Basic Principles of Curriculum and Instruc-
tion (Chicago: University of Chicago Press, 1950); Jerome Bruner, The
Process of Education (Cambridge: Harvard University Press, 1961); John J.
Goodlad and Rooert Anderson, The Non-Graded Elementary School (New York:
Harcourt, Brace, 1959); John Holt, How Children Fail (New York: Pitman, 1964);
and Jonathan Kozol, Death at an Early_Age (Boston: Houghton Mifflin, 1967).
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During the seminars, Alternative Models for Elementary Education gives
the intellectual structure whereas the others are representative of parti-
cular points of view with regard to schooling and school organization.
It provides a rather comprehensive bibliographic guide to alternative
missions of the school and alternative patterns for building curriculum,
social systems, and technological support systems as well as orgaaizing
the personnel of the school. The students with the faviity counselor
should develop a program of readings to acquaint them with the major
theoretical positions identified. Many facultiss will wish to develop
readings dealing with major positions in educational ?hilosophy as well.
This phase should be coordinated also with the "world of the learner"
aspect of the teacher- scholar component t v.equais.c candidates with struc-
tures for studying and responding to individual differences,

Phase Two: Phase two of this coaponent begins after the teaching
strategies subcomponent of the interactive teaching component. The study
of teaching strategies provides the concepfsuff_ knowledge of nine approaches
to curricula and instructional strategies and the possession of the abili-
ty to carry them out in the classroom. This provides essential knowledge
and skill for the teacher. If a person is to be a shaper of a school, he
must have alternative approaches and know hr, is able to carry out a rea-
sonable number of them. Otherwise, his discussion of curriculum and in-
struction will seem empty and artificial.

A seminar should then deal with the question of curriculum modes and
how they can be organized. -9 The candidates, should also, working in
the school as a center of inquiry, study the use of support systems for
schools.

Phase Three: The study of strategies in the curriculum areas. In
this phase each teacher must bring himself to competence in the curricula
and instructional strategies in one curriculum area. He needs to be ac-
quainted with the major systems which are used in this areas to approach
instruction. Because these change, the component needs to be redeveloped
continuously by the faculty so it will include the current developments
in the field. A support system of instructional material in the area
should be provided so that the trainees can analyse them and learn to
apply them to children.

In the appendix to this chapter on strategies in the curriculum areas,
there are two papers representing the type of document needed to help

19
Ibid., GPO: pp. 85-309; ED: pp. 78-102.
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candidates orient themselves to the field of their specialty. 2° These
explore a number of approaches to the social studies and provide a map of
readings and guide to materials in each field. Crtndidates should study
the alternatives in each field and, in tutorial and amall-group teaching,
begin to try out the approaches and study their effects. These illustrate
only tha social studies field. The faculty should develop materials for
eaca of the curriculum specialties. In the early childhood field, for
example, the teacher candidates need to study the different approaches
defined by Bereiter and Englemann, Robinson and Spodek, Montessori, and
others--they should not simply study one doctrine.

Phase Four: The Experimental Units. The inquiry group should devel-
op and carry out a unit of activity in the specialty of the members with
a complete curriculum plan, support systems, and experimental design.

Phase Five: Each inquiry group should be assigned to a specific
phase of activities in the remedial-enrichment school and should carry
this work out with assistance from the faculty counselor. Candidates
should plan all phases of the activity and offer the component of educa-
tion for the children. Hence, an inquiry group made up of reading special-
ists will t.perate a reading activity; the science specialists, a science
activity; and so on.

Phase Six: The feedback teams are apprenticed to the school as a
center of inquiry to study institution-building activity and receive coach-
ing from the staff of the school on the problems of shaping the school.

Administration of the Component. While there are a number of possi-
ble patterns for administering the component, a straightforward one in-
volves the assignment of a faculty counselor to each inquiry group through-
out the component. Since the component stretches throughout the program,
this relationship can provide continuity for the group by providing a core
of shared experiences. The group can be welded, through its common ex-
perimental activities, into the reference group that is so essential to
the teacher-innovator component. Other faculty members, assisted by advanced
students working as interns, can staff the ,imulated school and lvaep up-to-
date the bibliography and illustrations of alternative approaches to curriculum
specialties. As the inquiry group moves into the phases that involve experi-
mental teaching, the faculty-counselor can continue to work with the group,
helping it to design and carry out its experiments. During his long rela-
tionship with the group, the faculty counselor can apply the differential
training model in the manner described in the interactive teaching componentn

20
Also see Bruce R. Joyce, Social Studies Extension Service (Chicago:

Science Research Associates, 1968), and Bryan Massiales and Benjam:;.n Cox,
editors, Social Studies in the United States (New York: Harcourt, Brace,
1967).

21Ibid., GPO: pp. 220-24; ED: pp. 205-09.
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Evaluation and Feedback. The simulai".ed school provides an environ-
ment in which perfotmance is easily obserived. The development and carry-
ing out of the experimental units and thy! work in the remedial-enrichment
school is, assuming the use of technique's for observing and analyzing
teaching described in chapter 10, also /.tasy to observe.

Both evaluation and feedback should be carried on in terms of so-
lutions to institution-building problems rather than to the assimilation
of content per se. It should, also, be informal and cooperative, although
based on the analysis of performance.

Since institution-building is a group activity, the group should be
the unit for most analysis of competence, whereas the individual and the
feedback was the unit in the interactive teaching component.2

The Interactive Teacher Component,

There are four subcomponents of the interactive teacher component.
The first of these deals with instructional decisionmaking; the second,
with mastering nine teaching strategies and the ability to create and
test one's own teaching strategy; the third, with the flexibility train-
ing program; and the fourth, with a program designed to teach the Young teacher
how to shape the social situation in the classroom. This is the most com-
plex component in this program, and the reader is referred to the Final
Report for most details. However, the following describes the second sub-
component which deals with the mastery of the teaching strategies.

To the person learning to teach, this subcomponent probably will be
the most vivid, and to the faculty, it should serve as a unifying element.
On its success depends the real utility of the other subcomponents in the
area of interactive teaching. It serves to link the intellectual aspects
of teaching (the making of decisions, the shaping of subject matter, and
the selecting of technology) with the clinical aspects of teaching (the
touching of minds and emotions with the learner, the creation of the social
system of the classroom, and the manifestations of flexibility and sensi-
tivity).

For six years we have engaged in a developmental effort to develop
a basis for a subcomponent which would bridge theory and practice so that
the work of the teacher would be comprehensible in terms of ideas about
teaching and learning. If it can be achieved, the school can be built as
a center of inquiry into teaching and learning as well as a place in which
school is kept.

22
Ibid., GPO: pp. 295-306; ED: pp. 278-89.
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To attempt to relate educational theories very closely to the opera-
tional practices that occur when a teacher and a learner are engaged is to
transform educational theory quite radically. Except in the most abstract
minds, theories of education have seemed to float free of the world of the
school and the teacher and the child. In this subcomponent a serious
attempt is made to make educational theories explicitly operational in
terms of things that teachers and pupils do and to provide the teacher
with the capacity to generate rational positions about teaching and learn-
ing which he can operationalize himself.

The Proce.ses. This subcomponent focuses directly on what we shall
call strategies for teaching. A teaching strategy is simply a thought-
ful teaching operation in which the teacher does what he does because he
believes it will have a positive effect on the learner. At its most so-
phisticated, a teaching strategy is an elaborated theoretical position
that has come into reality as a teacher and learner have interacted. The
process of teaching with strategy involves the development of hypothetical
positions about the results of various forms of teacher-pupil interaction
and the translation of these into teacher behaviors. For example, A. A.
Neill, the headmaster of the famous Summerhill School, has a carefully
thought out theoretical position on education. Neill has translated this
position into action. He has built a school, trained a faculty, and orga-
nized students in such a way that his theoretical position has been brought
into reality. As they work with students at Summerhill, the faculty mem-
bers are aware of what they are doing and guide their behavior by well
thought-out guidelines about the relationships between teacher behavior
and learner behavior. Neill is an example of a teacher who has developed
the ultimate skill in teaching strategy because he is able to generate
theoretical positions and to operationalise them with children.23

Another person who has done this is B. F. Skinner. Skinner has de-
veloped and tested thories of operant conditioning and has translated these
into the devices for learning which have become known as programed instruc-
tion. Skinner has a theoretical position that he also has turned into
teaching devices and rules for teacher behavior that actually operate
effectively with children.24

Not everyone accepts Neill's position on education nor does everyone
accept Skinner's Fosition. Both, however,have developed and used the-
oretically anchortd teaching strategies.

We take the position that our teacher-innovator should be

0.11.0111...1INFIng/M.11011.M11101*.

23,
A. S. Net11, Summerhill (New York; Hart, 1960).

24
B, F, Skf-'4Iner, TeennolagypLymEhim (New York: Appleton-

Century-Crofts, 1968).
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able to comprehend the models of these and many other theorists and should
be able to carry out a wide range of strategies--to operationalize a varie-
ty of theoretical positions about education.

For the teacher this involves the process of mastering a repertoire
of teaching behaviors that can be used for many ends.

While we are not certain what combination of events makes a good
lesson or what combination of qualities makes a good teacher, the poten-
tially better teacher is one who is able to plan and control his profes-
sional behavior--to teach many kinds of lessons, to reach many diverse
learners, to create different social climates, and to adopt a wide rang;
of teaching strategies of changing conditions. The reason the teacher
must possess a range of teaching strategies is simply because different
styles of teaching behavior are useful for different educational purposes,
and every teacher seeks educational ends that demand more than one way
of teaching. Sometimes students are unruly, and the teacher must shift
his strategies to develop a cooperative social system. Sometimes stu-
dents are bold thinkers and challenge the teacher to lead them in the ex-
ploration of content that interests them. Other students are conforming
thinkers, reluctant to venture original ideas. They need to be induced
to stop seeking "right" answers and develop an intellectual autonomy.
There are learners lacking important basic skills who need direction and
protection until they can acquire them. Each student is a unique combina-
tion of needs and abilities.

In each class or inquiry group is a unique combination of individuals.
The teacher learns to recognize differences between students and groups
of students and adjust his strategy and style of teaching as he turns
from one to the other.

A teacher who cannot vary his method or style is seriously limited.
He needs to be able to select from a repertoire of tactics that will lead
to different objectives and induce different students to learn.25

It is important then that the teacher master a basic repertoire of
moves which he can use to carry out a variety of teaching strategies. He
also needs to learn a representative sample of theoretical positions about
education and how to translate these into teaching strategies.

In this subcomponent provision is made for the teacher to master
four basic teaching maneuvers that are the beginning of a repertory which
will enable the teacher to manifest quite a variety of teaching strategies.
Provision is also made for the teacher to master nine basic strategies
which represent widely known theoretical models of education. Further,
provision is made for the teacher to create and carry out strategies cf
his own making and to test these out gathering information about their
effectiveness.

25
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Joyce and Harootunian, op. cit., pp. 94-95.
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The Maneuvers of Teaching. When he is interacting with his students,
the teacher controls his behavior to induce student reactions that will
lead to learning. The teacher maneuvers, in a sense, to elicit from the
student those behaviors that will lead to the achievement of the educational
objectives the teacher has selected. IZ the teacher wishes the student
to become a better thinker--for example, to be able to frame hypotheses
and test them--then he asks questions, poses problems, or makes provocative
statements in the hope that the student will be caught up in a problem and
induced to develop and test hypotheses (and subsequently led to reflect
upon and to improve his ability to do so).

The target of every teacher behavior, then, is a responsive student
behavior. The wider the range of teaching maneuvers, the better the teach-
er's chance of bringing about more kinds of desiral:e learning from larger
numbers of students. The goal of teacher education is to help the novice
teacher widen his repertoire of maneuvers.

Teaching maneuvers very nearly run the entire gamut of human behavior.
For example, teachers use gestures and facial expressions. They ask ques-
tions; they speak in soft voices or in stentorian tones; they carefully set
the stage, feeding the students information and ideas and then asking
questions that cast both into doubt.

Teachers also build maneuvers into teaching materials. They construct
books that lead students step by step through difficult material. They
develop exercises that induce new ways of thinking. They build materials
that require the practice of skills and the use of information. They
create elaborate games that simulate economic or political activity. The
teacher uses himself in conjunction with teaching materials, combining
his own words and personality with books, motion pictures, and other de-
vices to create learning situations and elicit student responses he could
not achieve without collaboration with technology.

How many teaching maneuvers are there? There are as many as imagina-
tive teachers can create through the use of their own knowledge and the
skills and products of technicians and publishers. It is a pity that the
work of so many teachers and of so many teaching materials embodies such
a narrow range of all the strategies possible. There is a tendency for
teachers to find comfortable styles--a few maneuvers that seem to work
for them--and then to settle into those styles, smoothing them out, but
not expanding their repertoires. To prevent this, the teacher needs to
become a student of teaching styles and maneuvers. He can analyze his
own teaching and identify the kinds of maneuvers he employs habitually.
One of the uses of the "Manual for Analyzing the Oral Communications of
Teachers" in appendix A is to help teachers analyze their own verbal com-
munication and expand their repertoires of comfortable maneuvers. Several
universities are now carrying out extensive projects designed to help
teachers analyze and expand their styles.26 In addition, here are several

26
For example, see the Project on Student Teaching at Temple Uni-

versity (Edmund Amidon, director) and the Microteaching Project at Stan-
ford University (Dwight Allen and Robert Bush, co-directors).
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publications that can help teachers identify the range of possible maneu-
vers. 27

In the following pages we will discuss a number of classroom maneu-
vers that illustrate the broad spectrum of behaviors a teacher uses to
effect student behavior. We have included maneuvers designed to bring
about four kinds of student behavior, which by no means exhaust all of
the possibilities. These maneuvers are:

1. Maneuvers to induce roductive thinking. Productive thinking
includes the ability to generate alternative hypotheses and prob-
lem solutions, to synthesize information and build generalizations
and theories to explain it, and to create original stories and
ideas. Every teacher needs a variety of tactics to stimulate
productive thinking.

2. Maneuvers to induce mastery of content and achievement of skills.
At times it is desirable to bring students to a certain level of
performance--to teach them a skill, a body of information, or
generalizations that explain information. Maneuvers for this
include demonstrations, recitation, programed techniques, and
tactics that structure material to maximize memory or skill de-
velopment.

3. Maneuvers to induce self-direction. Self-direction is another
common goal of instruction. Appropriate maneuvers include coun-
seling, role playing, discussion, and other tactics which induce
students to reflect on themselves and take responsibility for
setting their own goals and procedures for learning.

4. Maneuvers to structure activity. Whenever an activity is dif-
ficult for students, or whenever students are uninterested or
unruly, it may be desirable for the teacher to induce an organi-
zational structure that enables learning to proceed. Some maneu-
vers accomplish this by initiating tight oesganizational procedures
for the group. Others are aimed at increasing the students' in-
terpersonal skills.

If a teacher can induce these four kinds of student behavior, he will
be able to carry out a great many teaching strategies. One can think of
maneuvers as a basic repertoire of tactics or as the elements of a basic
teaching style. With these maneuvers he can begin to operate competently
in the classroom. As he gains experience, he can develop more maneuvers
for inducing these and other student behaviors, thereby increasing his
capacity to reach larger numbers of students more effectively. The 'Us-
cussion that follows illustrates a few of the many behaviors a teacher
can use, Experience will show that there are other kinds of desirable
student behavior to be considered as well.

The maneuvers we will describe or illustrate will not be appropriate
for every teacher. Each teacher must create the kids of tactics he is

2-
See Norris M. Sanders, Classroom Questions:' What Kinds? (New

York: Harper & Row, 1966); James A. Smith, Setting Conditions for Creative
Teachilg in the Elementary School (Boston: Allyn & Bacon, 1966).
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comfortable with and can implement in accord with his personality. How-
ever, the teacher need not feel toat he is confined to a limited number
of maneuvers. We have found that while teaching styles are indeed related
to personality factors, many teachers can expand their repertoires dramat-
ically if they will learn to analxze their teaching and make deliberate
attempts to increase their range .48

As we shall see, the range of effects on student behavior is increased
by the fact that the same maneuver can serve more than one purpose. A
drill exercise, for example, designed to help students master information,
may also organize the individual students's activity and initiate a work-
ing environment in the classroom. In the same vein a maneuver designed
to increase a student's self-direction may also involve him in a project
that leads to productive thinking.

The analysis of teaching maneuvers is complicated by the fact that
nearly all teacher behaviors have an emotional as well as an intellec-
tual impact on the student. When a teacher calls on a student, he may
scare him if the student is unsure of his ability, or perhaps he may com-
fort and support the student by giving him attention and recognition.
The effective or emotional dimensions of teaching are extremely impor-
tant, and we need to consider the rewarding and punishing effects that
maneuvers can have.29

Ways of producing these four basic teaching maneuvers are described
more fully in the body of The Structure of Teaching.

The Nine Models of Teaching. In the appendix to this subcomponent
nine models of teaching are described in considerable detail and refer-
ence is made to the theoretical positions from which the models are de-
rived. The models include:

1. An inductive teaching strategy developed from the work of Hilda
Taba.

2. A strategy for inducing the students to attain concepts derived
from work by Jerome Bruner and his associates.

3. An inquiry training model developed from work of Richard Schuman
who developed a training program to help children build scientific
theories.

4. A cooperative inquiry model derived from the position of Herbert
Thelen on the democratic process as it is applied to teaching.

5. A nondirective model developed from the work of psychologist
Carl Rogers on ways of helping students to teach themselves.

6. A differential training model derived from work by David E. Hunt,
which provides means of adjusting the strategies according to

144

28
Joyce and Harootunian, 22.. cit., pp. 94-95.
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personality characteristics of the students.
7. A teaching strategy derived from the analysis of a process.
8. A progra.led model developed from the research on operant condi-

tioning conducted by B. F. Skinner arI, his followers.
9. A model developed from the work of Abraham Maslow dealing with

the development of an integrated personality.

These nine models represent widely known theoretical positions on
education. They do not exhaust all possibilities, but the subcomponent
provides for the exposure of the teacher candidate to yet other positions
which he can translate into going teaching strategies. Note the emphasis
on introducing the candidate teachers to a variety of theoretical positions
on teaching. We take the view that the teacher should not be taught that
certain types of teaching are good for all occasions and should become
the preferred strategies. Some teacher education programs emphasize non-
directive or democratic methods to the exclusion of all other methods
and have discouraged directive teaching. Other teacher education programs
have emphasized directive teaching to the exclusion of other methods.
Yet others emphasize particular approaches to education (as Montessori
methods) or to specific ways of teaching certain subjects (as science).
Our position is that the student should have available to him the best
of the spectrum of educational theories and the ability to implement them
in the classroom. Critical to this mastery is comprehension of theoretical
positions and the clinical capacity to execuz:e strategies derived from them.

The Behavioral Objectives of the Subcomponent. The behavioral ob-
jectives of the teaching strategies subcomponent occur in four levels.
The four levels are generally sequential in that it is most likely that
a student will progress through the four levels more or less in order,
but as usual in this progi. m the suggested sequence can be altered greatly.
Even so, it is best to explain the subcomponent to each inquiry group in
terms of sequential levels because the explanation is much more compact
and reasonable that way.

Objective One (Level One): The teacher discriminates the four basic
teaching maneuvers and their uses:

1. Maneuvers to induce productive thinking,
2. Maneuvers to induce mastery of content and achievement of skills.
3. Maneuvers to induce self-direction.
4. Maneuvers to structure activities.

The teacher should be able to explain a theoretical position underly-
ing the use of each of the maneuvers. He should also be able to discrim-
inate the maneuvers in episodes of behavior produced by teachers and to
examine learner reaction to them.

Objective Two (Level One): The teacher can demonstrate an example
of each of the four teaching maneuvers. He can create a lesson or plan
for an encounter with childrel so that it will include the use of each
one of the four maneuvers and can execute the maneuver when teaching chil-
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dren so that it is distinguishable by his fellow candidates and faculty
counselors.

This level of achievement is essential to the development of the
teacher. A teacher who cannot accomplish these two objectives or equiv-
alent ones is in no position to teach except in the most limited sense
of the term.

Objective Three (Level Two): The teacher candidate can identify the
nine teaching models described in the appendix to this chapter and the
theoretical positions that underlie the models. This means that he has
knowledge of the theoretical positions of Taba, Thelen, Rogers, Schuman,
Hunt, Maslow, etc. Also, when he observes teachers working with students
he is able to distinguish the model or strategy that is being used.

Objective Four (Level Two): The teacher candidate can build and ex-
ecute lessons utilizing each of the nine strategies. This means that
the teacher can prepare objectives within a curriculum area, select an
appropriate model, develop a lesson for a series of lessons around it,
and execute it in the classroom with appropriate adjustments to the par-
ticular learners.

This is another critical objective in this program. While it is
probably not essential that all nine teaching strategies be mastered,
a reasonable repertoire needs to be established consisting of these or
their equivalent. All do not need to have to be produced magnificently,
but they should be recognizable and reasonably smooth. Since it is pos-
sible to build instructional materials around several of the models, it
is possible for the teacher candidate to satisfy this requiremeat par-
tially through the creation of instructional materials. For example,
strategy number 8 is a "programed" strategy derived from Skinner's work
in operant conditioning. This provides a paradigm around which pro-
gramed instructional materials can be developed. Similarly, the "advance
organizer" model can be used for a television presentation or for written
materials which are presented to students. Some of the other models re-
quire face -to -face teaching (as, for example, Cie cooperative inquiry and
the nondirective models).

Objective Five (Level Three): Within at least one curriculum area
(his specialty), the teacher identifies a basic repertoire of teaching
strategies and learns to execute them while working. with children.

The teaching strategies may be derived from models like ones included
in the appendix which have been developed specifically within the curriculum
area (as, for example, the area of reading or mathematics instruction). To
accomplish this objective the teacher candidate needs to acquire a knowledge
of the major systems for organizing instruction within the curriculum areas
concerned, identify the teaching strategies which are recommended or which
are appropriate within that area, and then he needs to learn how to put
those ideas into practice.
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It is important for the teacher to learn a balance range of strate-
gies which are developed from the different positions toward learning that
are taken by theoreticians and practitioners within the curriculum areas.
For example, in the social studies area some authorities favor the demo-
cratic process model which is similar to the one contained in the appendix
directive to this chapter; others prefer the directive model. Recently,
we have seen strategies developed from process analysis brought into the
social studies field, in the form of smulation or legislation simulations.
Yet others have developed teaching strategies which are derived directly
from the subject disciplines. A teacher who is developing control within
a curriculum area should try the strategies recommended by the different
schools of thought so that he can judge for himself what it is like to
work with children from those positions and because he needs a repertoire
that will enable him to seek a wide range of objectives with many different
learners.

Objective Six (Level Three): The teacher will learn to carry out teach-
ing strategies that utilize contemporary technical support systems.

The specific nature of the strategies and the technologies will depend
on the curricular specialties of the teacher candidate and the ages of the
children with whom he works. For a language teacher, the language labora-
tory is an example of a technical mode. In the social studies, televised
programs are an example.

Objective Seven (Level Four): The teacher candidate develops and tests
a model and strategy of his own or adapts one of the general models or oneof the subject-area-specific models which he has learned in this component.

The Rationale of the Subcomponent. The first phase of the subcomponent
is a modification of the previous work by Amidon, Flanders, Allen, Medley
and Mitzel, Joyce, and others in which they have demonstrated that teachers
can learn to analyze specific small behaviors in teaching and to master the
relatively small units of behavior which Joyce and Harootunian have calledmaneuvers. The general paradigm operates as follows: The teacher learns to
discriminate the desired behaviors, attempts to produce them, obtains feedback
with his peers by examining episodes which have been recorded on audio or
video tape, and, with coaching, repeatedly practices the behaviors until theyare mastered.

While it might be possible to develop the entire subcomponent in
this way (teaching the teacher to discriminate relatively small behaviors
and then building them up into a comprehensive whole), the course that
we have chosen is to follow this practice only until the teacher has devel-
oped a limited basic repertoire consisting of the four maneuvers identi-
fied previously. From this point, he moves to larger and more meaningful
units of teaching behavior which have been developed from major theoretical
positions on learning. The inquiry group, as it studies these major posi-tions and attempts to produce the strategies that have been derived from
them, gives itself a rather thorough course in educational psychology and
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learns tooperationalize psychology in the classroom. Teaching needs to
be a purposeful activity which is essentially the continuous testing of
hypotheses about learning. If we concentrate only on small units of teach-
ing behaviors that can be built up into meaningful strategies, the focus
would be on relatively meaningless bits. However, when the focus is on
strategies which are based on well thought-through and researched stances
on learning and reaching, the meaningful unit becomes the focus of the pro-
gram.

The subcomponent is also organized on the assumption that the ration-
alizations of teaching should consist partly of general models of learn-
ing and partly of models which are derived from the particular curriculum
areas. Hence, after the general models have been mastered, the subcom-
ponent proceeds to explore models in a particular curriculum area. A
curious circumstance develops in many areas as a consequence of this.
Many of the theoretical writings about instruction in the curriculum areas
have been stronger with respect to the disciplines than with respect to
the models of learning. Many of the products of the academic reform move-
ment are elegant with respect to subject matter, but have almost no coher-
ent teaching strategy. Other products consist simply of one expository
unit after another. A few products, of course, have clear-cut, well artic-
ulated strategies. The teacher often has to transform materials so as to
teach concepts for the academic disciplines by applying general learning
models to them or creating more effective models himself.

The Means of the Subcomponent. The conduct of the subcomponent will
vary somewhat depending on whether it is taught as a whole or is divided
into several sections that occur at different points in the education of
the teacher. The phases of the component, for example, could follow one
another straight through an academic year and then lead right into intern-
ship or participation in the school as a center of inquiry. However, it
could also be divided so that the mastery of the maneuvers and the intro-
duction of the models could occur during one year, the study of the strat-
egies within a particular curriculum area might follow during another
year, and then the development of models and the use of strategies devel-
oped by the student himself might occur in yet another point in time.

However the component is divided, it begins with the organization of
the inquiry group and the explanation to it of the behavioral objectives
and the phases of the component which have been prepared beforehand.
Then, as the group proceeds, it will no doubt transform both the objec-
tives and the means in various ways. There ate many advantages to keep-
ing an inquiry group together throughout the entire component. For a
group that learns the basic maneuvers, learns about the nine basic models
of teaching, masters them with children, proceeds to the study of teaching
strategies within the curriculum areas specialities, and finally moves in-
to a school, developing and testing its own teaching strategies can be
a very rich experience. The activity can provide the substantive basis
for relationships among the group of students who is becoming a refer-
ence group with respect to innovation.
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The means are here described in terms of phases that are based on each
of the four levels of behavioral objectives.

Phase One, Learning the Basic Maneuvers of Teaching: The objectives
of this phase are identifed previously to discriminate and learn to ex-
ecute four basic teaching maneuvers. The component should begin with the
reading of The Structure of Teaching2 especially chapter 3, "Teaching with
Strategy." This identifies and explains the four maneuvers in some detail
and provides a variety of examples for carrying them out.

The inquiry group (probably working in "feedback teams ") should then
set about the mastery of the basic maneuvers. Members should plan lessons
which employ those maneuvers, teach the lessons to each other and to chil-
dren, tape-record and videotape their performance, analyze their behavior,
and coach one another with the assistance of the faculty members. This
process should continue until all members of the group have mastered the
models satisfactorily. More than one maneuver can be engaged in during
any one encounter with a group of students, but care should be taken that
each new teacher masters it in such a way that it can be a prominent part
of an important phase of a lesson or learning activity.

To identify the maneuvers in taped and video taped episodes, the groups
will find it useful to use the systems of analysing teaching that they are
mastering during the research on teaching phase of the teacher-scholar
component. Both the Gallagher-Aschner and the Joyce-Harootunian systems
are useful for identifying the maneuvers to induce productive thinking and
the maneuvers to produce achievement. The Flanders system and the Joyce-
Harootunian systems are useful for analyzing and improving maneuvers re-
lating to the structuring activities and inducing students to structure
activities for themselves. As will be noted in the organizational plans,
the subcomponents are correlated to make that possible. The early phases
of research on teaching should come no later than simultaneously with the
early phases of work with the strategies of teaching.

Phase Two, Learning Nine Basic Strategies of Teaching: In phase 2
the third and fourth objectives above are to be achieved. This involves
learning the nine theoretical positions on teaching and learning from
which the nine strategies have been derived and mastering the strategies
as the basic repertoire of each teacher. The organization of the phase
could take several forms. An inquiry group could simply decide which models
it prefers to start with and then work through the models one by one. Or,
each feedback group can do the same. It would also be possible to estab-
lish nine microteaching laboratories, one for each model, and the students
could study individually with the other members of their feedback team serv-
ing as coaches. There are many advantages to the first course of action.
It gives an opportunity for an inquiry group to explore fully the theo-
retical underpinnings of each of the positions on learning and to examine
the alternative ways that each position can be worked out. For example,
the "concept-attainment" model is taken from some fairly sophisticated
psychological research and is worth some substantial study. As the candi-
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dates learn the model, as a group, with 10 or 12 of them working together,
each one building lessons around the teaching strategy, the richness of
the strategy will become apparent as will its wide applicability. The
faculty member can help the students explore the ways that it can be ap-
plied to a wide variety of subject matters and how it can be shaped in a
variety of forms.

The same is true of the other models, for strategies have been se-
lected which are extremely versatile and if they are explored fully, they
become much more than nine versatile models of teaching. Three or four
basic variations will emerge from each making a repertoire that actually
will consist of 30 or 35 workable teaching strategies.

Each candidate should persist in the mastery of the models until the
other members of his feedback group and the faculty counselor are satis-
fied with his level of performance.

To identify fully the substance of this phase of the component,
it is necessary to read the descriptions of the models in the appendix
to this chapter on the teaching strategies subcomponent.

Phase Three, Teaching Strategies Within a Curriculum Area: In the
curriculum section of the institution-building (chapter 11-B) component
and the instructional decisionmaking section of the interactive teaching
component (chapter 10-A) the teacher candidates learn the alternative
patterns for curriculum and instruction within one traditional curriculum
area of the school. Stress is placed on his mastering alternative systems
for conceptualizing and organizing instruction within the curriculum areas.
It is expected that each teacher will specialize in one curriculum area
in order to provide him with an area of depth competence to which other
learnings can be anchored and to provide him with an area of immediate
competence once he is given the opportunity for responsibility within a
school. In phase three of the present component, the intellectual work
involved in understanding the alternative systems of approaching the cur-
riculum areas is combined with the clinical competence derived from learn-
ing to rationalize and execute teaching strategies. The focus is on de-
velopment of competence within the curriculum area. To make this possible,
each feedback group needs to be given responsibility for teaching a group
of children in a curriculum area such as reading, arithmetic, social stu-
dies, science, art, mmsic, modern language. In the nursery school or
kindergarten, the group may be responsible for a phase of activities that
is to be its speciality. The phase may be analogous to one of the afore-
mentioned curriculum areas (as it would be if one took the approach to
preschool physical education that Bereiter and Englemann do). It may
be a phase cf activity such as language development which is related to
the later work of the school, but which takes shape in the nursery school
in a very different way from the later forms The feedback team then pro-
ceeds to develop a unity of activity that it carries out, setting the
behavioral objects, selecting the learning model and deriving the teaching
strategy from it building the materials that are needed, carrying out

out the activity, and testing hypotheses about learning. The team executes
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the unit as a group although individuals may handle particular aspects
of the work.

The faculty role in this phase of the component is particularly im-
portant for the experiences are lengthy and complex and are not easy to
repeat. The activity needs to be as successful as possible during its first
execution. A feedback team may get opportunities for several such acti-
vities, but it is a costly learning experience and one which cannot be
prolonged unnecessarily. As a result, the faculty member wants to take
care that the plans of the group are very adequate. The group needs to
meet the children and to work with them in diagnostic settings before
making its plans. The faculty member should be consulted frequently as to
the adequacy of the plans before they are put into effect.

Phase Four, The Development and Execution of Original Models: In

this phase the feedback team is assigned within the school as a center
of inquiry or it is helping to operate the enrichment and remedial school.
It has full responsibility for a group of youngsters and its charge is to
shape a substantial segment of activity developing or adapting a model,
creating the instructional materials, and carrying it out fully. The
phase extends phase three. The group may select a technological mode of
a particular kind or it might even be assigned to a technological mode
within the enrichment school or the remedial school and have to adapt a
strategy for that particular mode. While it does not take much space to
describe this phase, it is as complex as the preceeding one, and the fac-
ulty members roles are again critical for the plans need to be tested
against him and other experienced teachers to assure that they are rea-
sonably adequate before teaching begins. Again the activity should be
carried out as an experiment. The teaching strategy should be phrased as
a hypothesis that certain teaching behaviors will have certain effects
on the learners, and the hypothesis should be tested.

The Administration of the Subcomponent. The subcomponent requires
faculty members who have mastered the maneuvers and models themselves and
who continue to find opportunities to teach children and to sharpen their
mastery. The subcomponent is difficult to administer because it is highly
complex and much is left to the judgment of the faculty members and the
process which develops within each inquiry group. It is an extensive
subcomponent, taking a long period of time to complete, and each of its
four phases are complex in themselves. The last three phases are exceed-
ingly difficult.

The first and second phases require extensive taping and video tap-
ing. Filming of teaching and suitable space has to be made available.

The subcomponent has to be correlated carefully with the contact
laboratory on which it depends. Table 5 illustrates the correlation.

As in so many of the subcomponents in the interactive teaching compo-
nent, the availability of audio tape recorders, video tape recorders, and
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Teaching strategies
phase

OPM

Type of activity contact laboratory
phase

Phase ona Learning basic
maneuvers

Phase two Learning basic
strategies

Phase three

Phase two
(tutorial)

Phase two

(tutorial)

Unit experiment in Phase three
curriculum area (unit experiment)

Phase four Unit experiment with
own strategy

TABLE V

CORRELATION BETWEEN CONTACT LABORATORY
AND TEACHING STRATEGIES SUBCOMPONENT

/52

Phase four

(remedial or enrich-
ment school)
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other devices for reproducing the episodes of teaching are critical.
Again it seems that the only practical way to supply the human services
to make those available is to employ the student teachers themselves as
operators of the equipment and give them both the opportunity of learn-
ing from such participation as well as the availability of equipment that
is self-operated.

Provision for Feedback and Differential Training. Feedback in this
subcomponent is fairly automatic because of the nature of the learning
activities. A teacher is constantly aware whether he has mastered the
maneuvers or models and his goal is always before him. In the latter
two phases, the faculty member has to take an extremely active role, par-
ticularly in the planning stages, and the research consultants have to work
with the students to develop the systems for testing their hypothesis
about teaching. The differential training model is very easy to adminis-
ter. In the first case, as we have said immediately above, achievement is
easy to measure and the learners' tasks can be closely matched to their
achievement. (A person has or has not mastered a given model or maneuver
and as a result of that fact does or does not continue to master it.)
Modulating the structure of the first two phases to suit the cognitive
orientation of the students is fairly easy. In the second two phases it
is not so easy, and the faculty member is dependent almost entirely on his
own judgment. If the student needs a great deal of structure, he has to
provide it personally. The structure of the subcomponent itself, while
it permits modulation of structure, has no built-in provision for it.
It depends entirely on the maneuvers of the faculty member himself. The
value orientations of the students, on the other hand, are very easy to
accommodate. They can begin with the maneuvers and models that they pre-
fer. For example, some will prefer nondirective teaching methods, and
they can begin mastering nondirective teaching models rather than highly
structured ones. The converse is also true. Feedback preference is also
easy to accommodate, for the faculty can move in and out of the situation
providing or withholding authority as the students seem to need it.

Evaluation. The evaluation of achievement is embedded in the methods
as they have been described. Each feedback group monitors its members
progress through the mastery of the maneuvers, the models, the develop-
ment of models within the curriculum areas, and the creation of original
teaching strategies. Because the creation and implementation of original
teaching strategies is conducted as an experiment, the evaluation proce-
dures have to be constructed in order to carry out the activities.

It should be stressed that achievement of the objectives of this
subcomponent is essential to the success of the teacher education pro-
gram. Only a very narrow tolerance of underachievement can be made. A
student who does not develop the basic repertoire of teaching maneuvers
and strategies will be an educational cripple.

The Teacher-Innovator and the Teacher-Scholar Components

The other two basic components, the teacher-innovator and the teacher-
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scholar, are described in The Teacher-Innovator.24 Each of these is char-
acterized by its own strategy. The first attempts are to employ reference
group theory to imbue the inquiry groups with a commitment to innovation.
It also tries to help them to understand the problems of coping with the
bureaucratic school organization to learn to generate institutional struc-
tures which are nonbureaucratic in nature. The teacher-scholar illustrates
the techniques which need to be taught to the young teacher to help him
analyze teaching and learning. (But by no means are all the possibilities
included in the report.)

THE RELATION OF THE PROGRAM TO PROGRAMS OF GENERAL EDUCATION

No attempt has been made in this model to specify what should be
entire undergraduate education of the teacher candidate in all subject
fields. Our general position is that he should achieke depth in at least
one subject field preferably in such a way that he comes to grips with
the models of inquiry of that field and begins to learn what scholarship
is and how it can be carried on. It is also our position that a great
deal of the general education of the student should involve him in the
study of humane issues. If we were pressed, we would agree with Futchins
that the primary purpose of the college education is to help the young
person to engage in the great dialogue on the nature of the good life and
our struggle to achieve it. However, we do not attempt in the report to
cope with the questions of the student's general education, nor do we
attempt to deal with many questions about tae relationship of the teacher
education program to the wider educational coiunity that operates the
public schools.

It is in implementation that the relationships between "general"
and "professional" education should be reconciled. The points at which
a teacher candidate is admitted to the school of education or begins his
professional work is a matter of legitimate local concern rather than the
proper function of a model such as this one. We have provided the rationale
and means for one approach to the preparation of a certain kind of teacher.
This approach could certainly be adapted to four-year undergraduate insti-
tutions, to fifth- and sixth-year programs, or to combivations of these.
The professional components as we have described them are quite flexible,
and while they need to be coordinated with each other there are many types
of coordination available, and quite a bit of institutional variation
could be tolerated before the program would he distorted.

The components vary in their state of completeness. Some of them
are very nearly ready to implement (as, for example, the flexibility
training program). Also, the procedures for constructing data banks to
provide young teachers with feedback on the nature of their teaching
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styles is sufficiently well developed that they could be implemented at
this point. Some further engineering work needs to be done on the simula-
ted school and on the teaching strategies subcomponent, but sufficient
developmental work is being completed, and enough testing has been done
that it would be possible to begin to implement these at the present time.

It must be stressed that our position is not one of proselytization.
We do not expect to see the The Teacher - Innovator Model as a dominating

feature of very many teacher education programs. We do feel, however,
that the complexion of the program and its struL;:ure should be of heu-
ristic value to others who would construct models of teacher education,
and we think that some of the developed work and some of the components
and subcomponents have provided empirical results which should be useful
in the cumulative inquiry into teacher education and also have resulted
in developed products which should be of practical value in the education
of teadhers.
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THE UNIVERSITY OF GEORGIA

OVERVIEW

i.,-. , vn..-.-7,,,F7:^rr. ,

The Georgia Educational Model (GEM) has, as its core, teacher performance
behaviors which are lists of competencies embracing both professional perform-
ance and liberal education. The behaviors were systematically developed by
interdisciplinary teams through the use of numerous resources including descrip-
tions of desired pupil behaviors and teacher job analyses. Attention was given
to all aspects of development: cognitive, psychomotor, and affective. Speci-
fications require that all learning activities be directly related to these
teacher performance behaviors. The vehicle for organizing and presenting learn-
ing activities and materials is a proficiency module (PM), a manual of
instructions (available from computers, published documents, or the student
himself) designed to guide student learning through individual study and
group interaction activities toward acquiring particular behaviors. Profes-
sional workers in the field are an integral part of the instructional staff.

Instruction is individualized and clinical. Before undertaking any
set of learnings, a student must be satisfied that he has met the 1)Terequisites.
Upon completion of any set of learnings, he must show proficiency. The average
student qualified for admission to the program will take approximately six
years to complete the entire career sequence--both pre- and inservice. This
career sequence is divided into three phases: the preprofessional, which
focuses on preparation for paraprofessional services; the professional, which
prepares the candidate for service as a certified teacher; and the specialist,
which prepares the candidate with a specialist degree in one of 15 selected
areas.

To provide the student with security and guidance as he moves at his
own rate through the program, specifications call for a comprehensive,
continuous student orientation and advisement program.

Evaluation starts with admission when data obtained from numerous sources
are used in candidate selection. Thereafter, evaluative measures are prepared
for each module, block, and phase of the model. All data is placed in tape
storage for availability for both short- and long-range evaluation of individ-
uals and program subsystems.

PROGRAM GOALS AIM RATIONALE

The basic principle used in developing an exemplary model for the prepa-
ration of elementary school teachers was that the instructional program must
satisfy the everchanging needs of society and its individuals so as to improve
the conditions of man.

Implementing this principle required that a logical sequence of events
be followed creating the model. First, it was necessary to project, into the
next decade and beyond, the needs of society and its individuals. Such an



investigation is concerned with the economy, technology, political theory,
and values of society. On the basis of this information, the next concern
was to project the kind of elementary school that would be most effective
in fulfilling its role toward meeting these societal needs as well as pro-
ducing the kinds of individuals who, through their creative contributions,
would be capable of aiding society and themselves toward improvement.

Once the projected needs of society and its individuals was established
and the nature of the kind of elementary school which tends to fulfill these
needs was determined, the criteria for selecting the various components forthe model program were able to be enumerated and the foundation for their
justification evidenced. The original sources for this summary of goals andrationale may be found in parts 1 and 5 and appendix B of the Final Reportl;
in GEM Bulletin 68-2, "The Role of Society in Formulating an Educational
Viewpoint"; GEM Bulletin 68-5, "An Educational Viewpoint for a Comprehensive
Program for the Elementary Schools- -GEM's Position "; and GEM Bulletin 68-9,
"Organizational Patterns and Facilities for Elementary Schools." A bibli-
ography of the GEM bulletins is found in appendix D of the Final Report.2

Criteria

The following criteria summarize the program goals established for the
model program: (1) At the core of the instructional program, there must be
a comprehensive sat of behaviors which (as relates to the preparation of
elementary teachers) clearly and directly tends toward satisfying needs of
society and its individuals. (2) The candidates selected for admission to
the model program, preparatory to teaching in the elementary school, must
have those personal characteristics which are essential for them to be
successful in satisfying the requirements of the behaviors which form the
core for the program. (3) The learning activities and materials must
reflect the most effectively known means of guiding prospective and inservice
teachers toward acquiring the core of behaviors of the model program. (4)The basic instructional procedures must be clinical and individualized (as
distinguished from individual or tutorial). (5) The sequence in which
learning activities are arranged must be in accord with established principles
of learning and the needs of society. (6) The evaluation of student achieve-ment must be based on the extent to which the student has acquired the
specified behaviors and must serve as a foundation for the improvement of
the student and the instructional program. (7) The techniques and instru-
ments used for program evaluation must take into account all components ofthe program so as to provide for the systematic and continuous revision and
improvement of the model program. (8) The procedures used for orienting the

1Charles E. Johnson and others, Georgia Educational Model Specifica-
tions for the Pr_p_dementearatiotameacl

(Washington,
D. C.: Government Printing Office, 1969), GPO: pp. 1-23, 185-228, 253-69;
ED: pp. I 2-23, V 1-45, B 1-18.
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staff of the model program must be such so as to insure that the program
will be soundly implemented and carried into sustained operation. (9) The
model program must involve numerous state and local agencies for effective
sustained operation. (10) The instructional program must be the basis for
determining the administrative organization which will implement the model
program.

Performance Specifications

The teacher performance specifications are the products of an operational
system based on the goals and rationale of the program. They are reported in
part 3 of the Final Report3 and are statements which describe particular
competencies or behaviors which teachers should possess in order to operate
at optimum effectiveness.

These lists of behaviors were systematically determined by interdisci-
plinary teams under the leadership of specialists in program development and
evaluation, which developed their products through the use of numerous resources.

The initial step in determining the specifications for teacher behaviors
was to define the teacher's role. It began with determining goals (broad,
far-reaching, abstract generalizations) for the elementary school followed by
identifying elementary school objectives (statements which interpret goals
into the school setting) for subject matter, cognitive processes, skills, atti-
tudes, and values. From these objectives many essential teaching behaviors
became evident. Other sources for identifying teaching behaviors were: estab-
lished observations of the teacher on-the-job, theoretical writings of prominent
educators, and accumulated knowledge of the nature of the child. (See GEM
Bulletin 68-10, "The Nature of the Culturally Disadvantaged Child"; and GEM
Bulletin 68-6, "The Nature of Elementary School Personnel.")

In developing these performance behaviors the position was taken that
a teacher education program should attempt to develop ateacherwith adequate
personality characteristics for establishing rapport with students. Conse-
quently, humanistic learnings, attitudes, sensitivities, and values were
incorporated into the program.

Behaviors were categorized into three career sequence levels: the teach-
ing assistant, the certified teacher, and the specialist. (The teacher aide
is defined as a category for entry into the career sequence.) Generally, the
teaching assistant is represented by behaviors developed by the average
qualified pereservice student after approximately two years in the program; the
certified teacher, by behaviors developed by the average qualified student
after four years; and the specialist, by the behaviors developed by the
average qualified inservice teacher after six years.

More than 2,000 specifications for teacher performance behaviors are
provided in the following categories:

3/bid., GPO: pp. 35-161; ED: pp. III 1-137.
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Drama.
Composition.
Cognitive processes.
Psychology.
Educational tests and

measurements.
Pedagogy.

Social studies.
Speech.

Reading.

Literature.
Listening.
Mathematics.
Media.

Science.

Instructional improvement
and professional
development.

Specialized training
related to local
conditions.

History of religion.
Art.
Music.
Health.

Physical education.
Philosophy.
Guidance and counseling.
Social foundations of

education.

The system for classifying these was based on taxonomies (Bloom, Krathwohl)
to designate the intended behavior of students that would result from specific
learning experiences. Categories in the cognitive domain include: (1) knowl-
edge, (2) comprehension, (3) application, (4) analysis, (5) synthesis, and (6)
evaluation. Those in the affective domain are: (1) receiving, (2) responding,
(3) valuing, (4) organization, and (5) characterization.

Characteristics representing the intended behaviors have been classified
according to the highest level of development necessary for optimum performance
in specific positions (specialist, teacher, assistant teacher). The assumption
is made that the behaviors in one class make use of and are built upon those
represented in the preceding classes. For an example, see table 1.

The development of certain motor skills is considered to belong in certain
aspects of the cognitive domain. However, some motor skills should be desig-
nated separately for clear understanding that these skills are necessary for
certain tasks. These motor skills have been classified in four levels: (1)

simple action (response), (2) coordinated action (multiple action), (3) action
sequence (procedure), and (4) system action (accomplishing an objective). Examples
of performance specifications in physical education appear in table 2.

Finally, although the affective domain of the taxonomy has been used in
the classification of some objectives, for purposes of clarity and emphasis,
those relating to personal development have been separately classified. Here,
the taxonomy has not been used because it is hoped that each person (assistant,
teacher, and specialist) will strive to achieve the maximum development of their
individual personalities (see table 3).

SELECTION PROCEDURES

The detailed specifications for candidate selection for the model
program are reported in part 2 of the Final Report. They are based on an
investigation of the teacher personnel pool and the teacher performance
behaviors previously described. These specifications make provisions in
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TABLE I

EXAMPLE OF PERFORMANCE SPECIFICATIONS- -
EDUCATIONAL TESTS AND MEASUREMENTS

Characteristic
Level of Development
Cognitive Affective

3.02.01 Historical background and
overview of educational measure-
mpnt.

3.02.02 Purpose for and components
of a test guide.

3.02.03 Different types of items and
teacher made tests.

3.02.04 Instructions for and
administration of tests.

3.02.05 Normative data.

3.02.06 Interpretation of test scores.

3.02.07 Desirable test characteristics.

3.02.08 Gain experience in finding test
information.

3.02.09 Standardized intelligence
tests.

3.02.10 Special aptitude tests.

3.02.11 Achievement batteries.

3.02.12 Techniques of self-appraisal.
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TABLE I I I

EXAMPLE OF PERFORMANCE SPECIFICATIONS--AFFECTIVE (DOMAIN)
SAMPLE PERSONALITY CHARACTERISTICS

3.25.01

3.25.01.01

3.25.01.02

3.25.01.03

1101W.

To develop and accept an accurate perception of self, in
order to achieve a more adequate personality.

Ascertains the degree of acceptance one has among one's
peer, academic, social, sex, and similar groups.

Assesses the limits of one's potential, in order to learn
the extent of one's own capacities.

Examines one's tolerance for ambiguity, in order to discover
the amount of regulation one requires in life and the
environment.

3.25.01.04 Confronts the types of anxieties and types of fears one
lives with_ in daily life, in order to achieve more effective
behavior.

3.25.01.05

3.25.01.06

3.25.01.07

3.25.01.08

3.25.01.09

Determines the degree to which one is authentic in presenting
one's personality and real self.

Assesses the degree of comfort and/or discomfort one finds
in one's environment, in order to achieve satisfaction and
stability.

Studies and examines the effects of the behavior of others
upon oneself when choosing one's own behavior.

Understands and is able to use effectively the tools of
communication.

Finds ways of dealing with conflict, in order that it does
not incapacitate one's potential behavioral effectiveness.

3.25.01.10 Has the courage of one's convictions and presses them forward
until change seems warranted.
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the model program for candidate selection based on a career field with
multientry points and paths through that career field.

The career field allows an individual to enter the profession at the
lowest category level, and through experience and training, to advance as
far as he is capable. This component is thus designed to satisfy the needs
for increased quantity, quality, and utilization of teacher personnel.

The multientry points and paths provided in the model program are
depicted in figure 1. Traditionally, the route to teaching has been a
student graduating from high school and going directly through college and
into teaching. This path is maintained and improved in this model. However,
the model proposes, as an alternative, that the student be allowed to enter
teaching directly from high school as an aide, attend college on a part-
time basis, advance to teaching assistant, become a teacher, and finally
move on to become a specialist. A third route is for noneducation majors
to enter as aides or as teaching assistants and complete their professional
training.

The paths for student admission sequence are depicted in figure 2.

Table 4 lists measures used for candidate selection. The model does
not propose to reduce the number of students in the teacher preparation
program; rather, it offers these measures as a basis for developing predictors
of success. Until their value is established, there are several ways of
adapting them to individual situations as suggested in part 2 of the Final
Report.

INSTRUCTIONAL COMPONENTS

This description of the model's instructional components first concerns
itself with the general aspects of the components, then specifically with the
professional preservice component, relationships of the professional and
the academic components in the preservice component and the inservice component.

General As ects of the Instructional Components

Instruction is generally concerned with all teaching-learning aspects of
the model including learning activities and materials, and procedures and
program sequence. Detailed specifications for instruction are included in
parts 4 and 5 of the Final Report.4

The specifications for learning activities and materials require that
all learning activities directly relate to teacher performance behaviors
and utilize what is called a proficiency module (PM) as a vehicle for the
presentation of learning activities and materials of instruction.
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TABLE IV

SCORES REQUIRED FOR ADMISSION
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Social science 500 B+ * * school
Science 500 500 B+ * *
Art 500 B+ * *
Music 500 B+ * *
Foreign language 500 B+ * *
Physical education 500 B+ * *

Spez'lalist (GRE) (GRE) (GRE Ad.

Test)
Reading 500 500
Mathematics 500 500 500
Social science 500 500
Science 500 500 500
Art 500 500
Music 500 500
Physical education 500 500
GUidancl. 500 500 500

*Any significant deviation from normal will be cause for interview
iby isrchoIogist.
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A PM is an instrument which organizes various sizes, kinds, and clusters

of behaviors for instruction. It is defined as a manual of instructions
(available from computers, published documents, or the student himself) de-
signed to guide student learning through group interaction and individual
study toward acquiring particular affective, psychomotor, and cognitive

learnings.

A PM contains activities which guide the student in learning thought
processes such as those associated with problemsolving and creativity, aid
him in acquiring skills such as those needed for effective social interaction
or those needed in performing scientific experiments, and provide him with
attitudes such as those essential for working with atypical children or
participating in programs of curriculum change.

The core of the PM, insofar as the student is concerned, is a series of
learning tasks or activities. These tasks are adaptable to individual
differences among students in such areas as the rate of learning, sensory,
sensitivity, cognitive styles, interest, and previous experience.

As constructed in accordance with the specifications, PMs avoid unne-
cessary duplication of content and permit the student to move through the
program at a pace which is comfortable and challenging to him.

Instruction is both clinical and individualized in the model program.
Figure 3 is the diagram of specifications for the sequence of events required
for the utilization of a PM and illustrates its clinical and individualized
features.

Before undertaking a PM, the student must provide his instructor with
evidence that he has satisfactorily met the prerequisites for doing sc.
The student is then required to perform the pretest which is developed from
sampling of the behaviors which the PM is designed to help him acquire. In
conference with his adviser, the PM pretest is analyzed and a mutually agreed
upon plan of action is prepared. It may be decided that his performance on
the pretest indicated that there was no need for him to undertake the learn-
ing tasks contained in this particular PM. On the other hand, it may be
decided that particular learning tasks in the PM should be carried out. A
third possibility is that the student propose his own objectives and learn-
ing activities.

If their activities are found to be in keeping with the program goals,
they are approved by the adviser. Another alternative, after analysis, is
the referral of the student to a remedial clinic should a serious disability
or deficiency become evident. This clinical and individualized instructional
procedure is continuous throughout each phase of the model program.

It should be understood by the reader that the term test, as used in
the previous paragraph, does not mean solely a pencil-and-paper or computer-
ized test. It is broadly inclusive of all aspects of student performance
such as thought processes, skills, and attitudes as well as accumulated
knowledge.
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The model program, including both the preservice and inservice components,
is divided into three phases. The first, which is called the preprofessional
phase, is roughly the time equivalent of the first two years of the tradition-
al undergraduate program and provides the student with the beginnings of a
liberal education, preparation for paraprofessional service as a teaching
assistant, and the associate's degree. The second is called the professional
phase. It is roughly the time equivalent of the Junior and senior years of
a conventional preservice program and prepares the candidate for professional
service as a general elementary teacher, completes the liberal education
requirements, provides a teaching area of competency, satisfies the require-
ments for the bachelor's degree, and provides the prerequisites for admission
to the specialist program. The specialist phase of the model program is
approximately the time equivalent of two years of graduate work and provides
the candidate with the specialist degree in one of 15 areas of specialization.

The student progresses through the program by satisfying the require-
ments of the performance behaviors specified in the structure of the PMs.
All PMs are classified into types and blocks. The term "types" refers to
classes of PMs which group themselves around common functional relationships,
such as basic PMs required for all students in the preprofessional program
or PMs require of all students enrolled for a particular teaching area of
competency. The term "blocks" refers to clusters of PMs which are designated
to be taken in sequence. For example, there are six PM blocks in the pre-
professional program and 10 PM blocks in the professional program. The student
is normally expected to meet the level of proficiency required in all of the
PMs of any one block before he moves on to the next. (See the Final Report.5)

Specific Aspects of the Instructional Components

Professional Preservice Component. The preservice program consists of
the preprofessional and the professional phases. Detailed specifications for
content and sequence of content for these two phases are in the Final Report.6

As the professional content of these two phases, approximately 10 to 20
percent of the emphases of the preprofessional phase and 45 to 50 percent of
the emphasis of the professional phase is devoted to professional education;
the remainder is devoted to liberal education.

Running continuously with the six PM blocks of the preprofessional
phase is an education seminar which is concerned with the study of para-
professional teaching activities and human growth and development. During
the second and fifth blocks, the students are provided approximately six
weeks (whatever is needed insofar as time is concerned) of supervised field
laboratory experiences, carrying out paraprofessional activities in class-
room situations. (See specification 5.01.09 in the Final Report.7)

ED: pp. V 20-25.
5
Ibid., GPO: pp. 203-208;

6
Ibid., GPO: pp. 191-96, 203-07; ED: pp. V 8-13, V 20-24.

7
Ibid., GPO: p. 193; ED: p. V 10.
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The education seminars begun in the preprofessional phase are continued
under different leadership and with different objectives during the professional
phase as the students continue to pursue the individualized instruction provided
by the PM. During this phase the student selects, from among the following, a
teaching area of competency in which to concentrate approximately 30 percent
of his total effort:

Language arts (reading).
Social sciences.
Natural sciences.
Mathematics.
Health education.
Music.
Art.

A modern foreign language.
Human development.

During each of three of the 10 PM blocks of the professional phase
(two, four, and seven), the student is provided with approximately six
weeks (whatever is needed) of laboratory experience in practical school
settings. In addition, an internship of approximately 10 weeks is provided
near the end of the sequence. (See specification 5.01.20 in the Final Report.8)

For both phases of the model program, PMs in prcEessional education
provide for such procedures as microteaching, programed instruction, and
training in social interaction.

Relationshi of Professional Component to Academic Component. Through-
out both phases of the preservice component, considerable attention is given
to the academic or liberal education of the student. In the preprofessional
phase, PMs are specified for English language arts, social studies, natural
sciences, fine arts, mathematics, ant health, safety, and physical education.
In the professional phase, specifications require extentions of study in
these areas plus PMs in the subject area of competency selected by the student.
Specification 5.01.049 and specification 5.01.1310 of the Final Report present
diagrams of the distribution of emphasis among subject areas for each of these
phases of the preservice program. Specific designation of PMs by types and
area groups are found in specifications 5.02.19 and 5.02.2011 of the Final
Report. The organization of the program integrates liberal arts with the
professional activities to the largest extent deemed feasible.

8Ibid., GPO: p. 196; ED: p. V 13.

9Ibid., GPO: p. 192; ED: p. V 9.

"Ibid., GPO: p. 194; ED: r. V 11.

11
'Ibid., pp. 203-04; ED: pp. V 20-21.
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Inservice Component. Detailed specifications for the specialist or
inservice phase of the program are contained in the Final Report. 12

The specialist or inservice program is regarded as graduate work to be
undertaken after certification as a general elementary teacher as defined by
the teacher performance specifications.

There are 15 areas of specialization provided in this phase of the
program. Summary job descriptions are provided in appendix A of the Final
Report. -3 The 15 areas are:

Language arts.
Social science
Natural science.

Mathematics.

Music.
Foreign language.
Human development and

learning.
Professional development.

Health education. Evaluation.
Art.

Instructional media.
Pupil personnel.
Curriculum and

program planning.
School-community

relations.

The specialist program is organized into three areas: training related to
local conditions, instructional improvement and professional development, and
specialization through exploration.

Training related to local conditions prepares the specialist teacher for
optimum effectiveness in adapting to or modifying unique local conditions.
(Those local conditions include school organization, socioeconomic level, and
special instructional patterns.) This training is the responsibility of the
local school district in cooperation with the adviser and the university
specialists.

Instructional improvement and professional development in the specialist
program provide for self-evaluation, study of new techniques of instruction,
and continued general development as a professional educator. Activities in
this area are essentially individual in origin and utilize resources provided
by both the local school district and the university.

PMs for specialization and exploration are provided to continually
increase the competence and effectiveness of the teacher. A portion of these
PMs are required of all as a common core. Others are sequentially arranged
to give breadth and depth in a selected area, and still others provide
flexibility for exploration. These PMs are carried out in cooperation with
either the adviser or local school district supervision.

12Ibid., GPO: pp. 196 -97, 203 -04; ED: pp. V 13-14, 20-21.

13Ibid., GPO: pp. 231-22; ED: pp. A 16-20.
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Figures 4 and 5 diagrammatically describe the study sequence and
distribution of emphasis among areas of study in the inservice or specialist
program. The figures are taken from the Final LEat.14

FACULTY REQUIREMENTS AND STAFF UTILIZATION

Specifications for faculty requirements, staff utilization, general
orientation of personnel to the goals and objectives of the model program,
and the more intensive orientation of the project staff charged with the
responsibility of developing, implementing, and operating the model progr-z
are contained in part 5 of the Final Report.15

These specifications require continuous public relations activities and
an initial lengthy period of seminars, conference, and workshops with personnel
from all institutions, colleges, schools, and departmzts involved in the
training of elementary school teachers. In addition, it is required that the
staff responsible for developing and implementing the model program (includ-
ing the development of the learning materials) be the key staff ft r carrying
the model program into sustained operation.

Also, since it is required that program evaluation review techniques
be employed in maintaining the model program, provision is made during
orientation for inservice education of personnel, who are engaged in design-
ing and carrying out management activities, to acquire an understanding and
skill in the use of these techniques.

As regards the personal characteristics of the persons who are to work
with the project, they must evidence enthusiastic endorsement of the program,
its objectives and goals, and the system for implementation, as well as a
realization of the total demands which will be made of them in terms of time
and effort. Also, they must be willing to submit themselves to a study of
those essential features of the program requirements with which they may be
initially unfamiliar. For example, a professor of English literature may
not be familiar with what is regarded by specialists in learning as the most
effective means for developing learning activities designed to satisfy
performance specifications of an affective nature. If so, the professor
must be willing to acquire knowledge of this sort and the skills which it
requires before he is regarded as a productive member of the staff.

..11111.11.

14
Ibid., GPO: p. 198; ED: p. V 15.

15
Ibid., GPO: p. 185-228; ED: pp. V 1-45.
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EVALUATION COMPONENT

Specifications for evaluation are contained in part 4 of the Final
Report.16 In general, evaluation data includes that which was obtained from
selection of candidates, examination of students before and after instruction,
followup evaluation procedures, and cost effectiveness efforts. The charac-
teristics of the model program in regard to the relarinnship of evaluation
to candidate selection have already been summarized. The description set
forth here is concerned primarily with the evaluation of student achievement,
progress review including followup, data processing, and cost effectiveness,

Evaluation of Student Achievement

The preceding discussion of instructional procedures, which discussed
the clinical and individualized aspects of the pre- and inservice model
program pointed out that each individual's program would be personalized to
the extent that his special capabilities and accumulation of knowledges,
Skills, and attitudes (as well as his objectives) would be taken into account
in prescribing his instructional program.

In the component of instruction, the evaluation of student achievement
is carried out primarily with the pre- and posttests which are the integral
parts of all PMs. The procedures by which these pre- and posttests are
constructed begin with categorized subsets of behaviors. The nature of the
evaluation instruments is therefore dependent upon the behaviors to be
evaluated. For this reason a variety of evaluation devices will be required.
Acquisition of subject matter (facts, definitions, and concepts) will be
evaluated with such instruments as objective tests, through such media as
paper-pencil tests, or computer consoles. Evaluation of the cognitive
processes will employ such means as written (structured and unstructured)
essays and problemsolving situations.

Skill evaluation will be accomplished through observations and through
the appraisal of the products of effort, while attitudes and values will
require self-evaluation scales and observational techniques.

To illustrate the procedures specified for the model program, an
achievement test guide for a module in tests and measurements is illustrated
in table 5. The objective is placed in the first column and supporting
content in the second. Processes of measurement are indicated in the next
column where category headings are those of the cognitive domain. Were it
an attitude or value scale, the category headings would be those of the
affective domain. A performance measure categorizes the skill domain. The
number in each cell represents the amount of emphasis given to that topic
and the process to be employed. Measures prepared in this manner are used
in each module of the model program.

The results of each test are transcribed on tapes for entry into the
computer. The objectives and supporting items are coded numerically. When

182 16
Ibid., GPO: pp. 165-84; ED: pp. IV 1-20.
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a student is measured to determine his mastery, the code number of the ob-
jective is entered and the computer displays appropriate items selected
randomly from the category. The computer is programed to tabulate the
student's responses and the item characteristics. When the student completes
his test, the computer indicates his achievement in standard scores.

Additional devices and/or procedures specified for use in the evaluation
component are: standard tasks, teaching performance guides, products of
performance, and related criterion measures.

Standard Tasks. Standard tasks are relatively independent performances
which are administered at the close of each PM block. They are represented
by a number of separate instruments which relate to performances required

of all students and inservice teachers at the close of each particular block
of PMs. The student or teacher is required to carry on an activity under
the supervision of a qualified observer who rates the student on a scale as
he carries out the activity. These designated activities are derived from
the set of teacher performance behaviors which are of particular concern in
developing the learning activities contained in the PMs within the block.
Standard tasks are required in all areas of study (i.e., language arts,
social scierce, natural science, art, health education) as well as para-
professional, professional, and specialist areas of study and performance.

The standard tasks are appraised by whatever techniques are deemed
appropriate. For certain tasks, such as preparing a training aid, there
are end products to evaluate. Other tasks follow routine procedures and can
be evaluated by a check list, such as the tasks of cataloging and filing
materials. Some standardized tasks can be checked for accuracy; for example,
measuring height and weight and scoring routine pupil work assignments.
Other tasks require ratings.

Teaching Performance Guides. Teaching performance guides evaluate
teaching skills which are comprehensive in nature and directly related to
the student's or teacher's performance in a teaching-learning situation.
The skills involve organizing acts into sequence, establishing sequences
into procedures, and selecting procedures and materials to achieve objec-
tives of a given system. These instruments are administered through obser-
vation of the student or inservice teacher working with pupils near the
close of each practical laboratory experience, near the end of the internship,
and near the end of the specialist phase of the program.

Specifications require that performance guides employ microteaching
procedures. After the student "performs," the student and supervisor play
back the video tape recording immediately. In conference, the supervisor
and student examine the performance to find opportunities for significant
learnings which the student did and did not treat adequately.

Products of Performance. The assessment of the products of performance
is used wherever applicable to obtain evidence for evaluating a standard
task and for obtaining evidence from the more comprehensive teacher performance
tests. Examples of products of performance are a composition, a poem, a
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comparison of two theoretical viewpoints, a speech, a painting, a musical
composition, a lesson plan, or a diagnosis of the background regarding learn-
ing of an underprivileged child.

Related Criterion Measures. Certain factor-, :-he teaching environment
were regarded as highly important in providing a evaluative base for
teaching success. Thus, an evaluation subsystem was stTuctured to include
related criterion measures including pupil achievement, ?.rental attitudes,
peer ratings, supervisory ratings, and videotape observations of teacher
performance for evaluative purposes.

Achievement of pupils involves such conventional measures as elementary
school achievement batteries. A parental attitude scale measures the parent's
atti toward the goals and objectives of the system. Peer ravings are
appraised by inventories of what the teacher's conterporaries think of his
effectiveness as a teacher. Supervisory ratings are obtained on check lists

reveal the supervisor's judgment of the teacher's effectiveness and
lauliciency in performing asrlsned tasks. The videotape of the teacher
perfOrsonce is evaluated and scored in a fashion similar to that described
in the voq.- ned microteaching technique.

. 111 the student's progress has been appraised, the adviser normally
Advances the iitudent into the next block or phase of the program. However,
131 the event of unsatisfactory progress, the student may be advised to enter
ttemcbing in a paraprofessional category or transfer to another program. If
the student requires time to remove a deficiency, the paraprofessional route
may Ave recommended or the student may be dropped from the program.

Progress review points and possible routes are depicted in figure 6.
should be noted that the final block represents a period of followup

vriavatiaan Aiesigned not only to determine the extent to which the student
vas succans1111 as a teacher, but also to evaluate the instructional program
At-mlf.. In other words, the evaluative procedures and devices described in
this report will be used to collect data which will reveal strengths and
:m {messes in the program, so that continuous improvement of the model be-
comes a continuing feature.

lista .0 sin&

The data obtained by administering the various measures in the selection,
training, and criterion programs are analyzed to determine if the objectives
are achieved and to define effectiveness of the various subsystems. The
Ammlysis includes such statistics as normative data, item analysis, reli-
Aaality, analysis of variance, correlational analysis, factor analysis, cost

and validity.14 .awe 'aa

IMdmIprocessing requirements are considered prior to implementation.
One of thelmajoa-requirements is that the data be numerical or coded in
spasexical form. Another consideration involves the routine of substituting
scanner sheets for traditional answer sheets in all measures: (1) selection,
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(2) training, and (3) criterion. The student responses on scanner sheets
are automatically punched on cards. For example, the IBM 1232 Optical
Reader transcribes at the rate of 1,000 cards per hour.

After the information is on a card deck, it is transferred to tape
storage with the use of a reader, such as the IBM 1052. In the model program,
a remote 1052 in the college of education calls a program from the data cell
of the IBM 360 C. muter. The data processed by the combination provides such
information as:

1. Item difficulty.
2. Internal consistency.
3. Means.
4. Standard deviation.
5. Reliability.

This information is made available either on a televiewer or on microfiche.

The information placed in tape storage is available whenever a set of
data becomes complete. An appropriate analysis of the complete data is run,
utilizing programs such as the Biomedical Computer Programs, e.g., 14D06M,
(Dickson, 1965). A complete library of BMDs is available for such operations
as multivariate analysis, regressional analysis, canonical correlations, and
the like. A statistical analysis of this type indicates the weight to be
given to each functional selection, training, and criterion measure.

Cost Effectiveness

In the search of educational technological resources, the availability
of materials, aids, methods, and techniques appears to be endless. The funds
available for education are limited. The task is to select the resources
which serve our purpose best; cost effectiveness is one such criterion.
The method employed is an adaptation of the Abt Associates Model (Abt, 1967)
with the cost normally fixed by the school budget. Certain student information
regarding eZfectiveness is readily available, for example: attendance,
achievement, and dropouts. Other information is unavailable or difficult to
obtain, for example: equality of educational opportunity, change in attitude,
and adjustment to changing conditions. The effectiveness of a model varies
with the community setting and personnel. Thus, the results of a cost
effectiveness analysis might differ with implementors.

In the model program there are two major subsystems to consider in
cost effectiveness, the teacher education program and the elementary school
program. The specifications are for the student who is to become the teacher;
however, the teacher, in turn, is measured by the improvement in achievement
of the elementary pupil. Thus, the cost effectiveness study includes the
entire system.
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PROGRAM MANAGEMENT

Specifications for program management and the administrative organiza-
tion of the model program are included in part 5 of the Final Report.17

They are centered on the assumption that the model program functions
should be the basis for determining the administrative organization that will
implement and sustain the program. Persons who have achieved profeeorial
status for their high level of academic or professional competency w!il
focus their attention on their areas of specialization. Persons with mana-

gerial skills will be employed for nonprofessional activities.

The diagram of specifications for basic administration (see figure 7)
designates the dean of the college of education as the head administrator.
He works with a committee of executives drawn from all colleges responsible
for the education of pre- and inservice education of elementary teachers,
superintendents of school districts, representatives of other participating
universities and colleges, and representatives of the state department
concerned with education. The director of teacher education--elementary is

the chief of the program. Under his direction are three directors of
professorial statuz and one manager. The directors are of program evaluation,

project evaluation, and instructional units. The manager's title is manager

of student program advisement services.

The director of program evaluation is concerned with the entire evaluation
system within the on-going program including the long-term followup evaluation,

while the director of project evaluation Is an "outside" observer who has no
operad_onal responsibilities of direct involvement in the program. He is
responsible for establishing and coordinating the work of a panel of outside
consultants who will evaluate the operation of the various components of the

program and provide evaluative data to all concerned.

The director of instruction has direct responsiblity for the curriculum
structure, and with the help of his staff, supervises the separate iastruc-

tional units. The manager of student advisement is familiar with program
requirements for admission, program sequences, transitional and terminal
degree programs, and with the general rules and policies of the institution.
He supervises the work of three coordinators (managers), one for each phase

of the model: preprofessional, professional, and specialist, who facilitate

the work of the adviser and instructors.

Each of the various instructional units (groups a, b, c, and d in figure
7) has an advisory board, director, manager of instructional unit, and three
associate managers in charge of various services such as clinics, instruc-
tional unit laboratories, laboratory experiences, and group interaction

learning experiences. The instructors of the instructional units report
directly to the director of the instructional unit, but their work is
facilitated by the managers.

17
Ibid., GPO: pp. 210-22; ED: pp. V 27-39.
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OTHER FEATURES OF THE MODEL PROGRAM

There are special features of this model program which are not directly
evident from the summary of specifications presented thus far. These features

include: laboratory experiences, student orientation and advisory program,
reciprocal commitments, year-round education, staggered registration, mastery
criterion, and the teach-as-taught effect.

Laboratory Experiences

The model specifies the need for five kinds of laboratory facilities:
(1) general resources laboratories which include facilities used by all
students of universities, colleges, and schools, such as central libraries
and computer instruction centers, (2) instructional units central resources
laboratories which house and provide all learning materials and equipment
essential for undertaking of PMs with particular areas and which are not
readily or conveniently available in general laboratories, (3) instructional
unit field laboratories which provide field facilities as needed, (4) clinics
in which remedial services are provided when required, and (5) instructional
unit interaction laboratories which arrange for such activities as special
lectures., seminars, workshops, and recitals. Specifications for laboratory
facilities and experiences are found in the Final Rejort.18

Student Orientation and Advisory Program

To maintain the student's security and need for social interaction as
he moves at his own rate through the program, specifications call for a
comprehensive orientation and student advisory program. Among other activities,
program advisers must hold planned seminars weekly with advisee groups which
are relatively stable in t'memberAlip to 44°---8 education problems of general
and professional concern which are not likely to be covered in PMs. Also,
all program advisers are required to provide liberal office hours during
which individual students may consult with them on matters which are not of
generalinterest during the regularly scheduled meetings. In this way, al-
though the student finds himself interacting with one group one day and
another the next, he maintains a home base where he is able to express
himself comfortably in a group situation in which he has established social
identity.

Reciprocal Commitments

Although specifications for the model program provide for reciprocal
commitments, they are not adequately stressed in the Final Report, and

opportunity is taken here to give more emphasis to this requirement. The

model program must involve numerous local and state agencies for effective
development, implementation, and sustained operation. This requires that
city and county elementary school districts cooperatively participate in
the tra4ring of elementary school teachers by providing exchange personnel
such as coordinators, supervisors, principals, and classroom teachers to

work with the model program on a shared basis. They would serve as instruc-
tors or program development specialists as they concurrently assume parttime
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roles for the specialties in their local school systems. Also, these school
systems would provide materials, laboratory settings, opportunities for
paraprofessional employment of the students as aides or assistant teachers,
and recommendation and/or sponsorship of certain students for special training.
In addition, they would open the doors of their curriculum libraries and
elementary school classrooms for study, reference materials, elementary
school learning materials, and for such activities as observation, para-
professional participation, supervised teaching, field studies, and demon-
strations.

As for state organization involvement, commitments would be made by
the regents of the university system for awarding degrees and by the state
department of education for awarding teaching certificates. Also, it is
required that reciprocal agreements be made to provide cooperative working
relationships with the junior colleges of the state and with other interested
colleges and universities. These agreements would parallel the preprofessional
phase of the program in those institutions where lower division students would
enter the model sequence in what has traditionally been called the "junior
year."

It is also specified that agreements be made with research and develop-
ment centers, regional laboratories, and other such units which are concerned
with early childhood education, education of the culturally disadvantaged,
education of nonEnglish-speaking children, and elementary education, and
would share their research findings, programs, and facilities to the mutual
advantage of these organizations and the model program operation.

As for reciprocal commitments with the project staff, the specifications
call for early and explicit arrangements on authorship rights and royalties,
since it is likely that eventually the learning materials produced during
the development phase of the project will be published for wider distribution
than the local campus. Early decisions regarding this type of commitment
are likely to serve as motivating factors to staff members.

Year-round Education

The model program encourages institutions of higher learning to be
operative 12 months a year. With this program there is no reason for
semesters, quarters, summer vacations, or spring recesses. Such a plan
obviously provides for more continuous use of the student's time. It could
also provide for increased utilization of the professorial staff, many of
whom are "vacationed" three months of the year. Similarly, physical facilities
and materials which are partially used some of the time, and over-loaded
at other times, might be provided more uniform attention with considerable
savings.

Year-round education with individualized instruction provides for the
conservation of human resources. For example, the capable student with
United financial assistance might well be able to keep his parttime job
and continue learning activities through what are now lengthy vacation
periods, and the student who loses six weeks through illness could resume
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his responsibilities without the serious losses which are evident under
the conventional semester or quarter system.

Staggered Registration

Each fall, winter, spring, and summer, long lines of students are seen
on campuses across the nation waiting to enroll in colleges and universities.
Thousands of students have to be registered, advised, enrolled, and accounted
for all at once. They must be processed through dormitories, lunch rooms,
clinics, book stores, and ticket desks. The efforts of all administrative,
instructional, technical, and clerical personnel are extended long hours in
preparation for the event. Technological equipment from pencils and type-
writers to calculators and computers are all required on an overload basis.

The model program is designed to encourage the practice of staggered
registration. That is, insofar as enrollment in the model elementary teacher
preparation program is concerned, registration of beginning students could
take place whenever a suitable number (for example, 25 to 30) were ready

and facilities were available. This might be monthly. Thereafter, each

student would enroll in the next PM block as soon as he had completed the

prerequisites.

Mastery Criterion

At the core of the model program are behaviors which are categorized

and sequenced. It is the acquisition of these behaviors that determines

the student's success. This is in contrast to the conventional program in
which success is often determined on the extent to which a given amount of
knowledge is acquired in a given amount of time.

In the model program the student must acquire a defined level of mastery

of any particular behavior before he is regarded as having the prerequisites

to move on to the next. Thus, the model program encourages the disposition
of letter grades, grade point averages, and other symbols of achievement

which are based primarily on Line extent of achievement within a given time

period.

Teach-As-Taught Effect_

In the past many teacher education programs have been subject to the

criticism that their instructors have tacitly expressed the "teach-as-I-say,

not-as-I-do" principle. In many institutions of higher learning, teachers

inservice, as well as students in preservice preparation, have experienced
a lock-step instruction, void of provision for individual differences and

based upon time criteria with rewards in the form of symbols, while at the

same time, they are taught to provide for individual differences, develop
intrinsic motivation, and care for personality development of the children

under their supervision. Despite the fact that many (perhaps most) of these

elementary school teachers endorsed the principles of sound educational
procedures presented to them, relatively few were, on the basis of their

experiences, able to invent and devise sufficient techniques to implement

the beliefs they endorsed. Thus, many eventually retreated to teaching as

they were taught.
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SUMMARY

Since the model is designed on the very principles of instruction thatare common to an exemplary elementary school program of instruction, it is
anticipated that as these teachers take their places in educational practicesupon completion of the model program, they, too, will teach-as-they-weretaught. However, they will have learned, first-hand, the techniques toimplement their beliefs.
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THE, UNIVERSITY OF TOLEDO

IXVE1MEW

lnuetsak of developing specifications for the elementary teacher educe-
tlionistadellwas conducted by a consortium of the 12 state-supported universi-
tfliaaof(Ohim. Educational agencies outside of the state of Ohio also con-
Lxributad to the talk. Most noteworthy of these were the Research and Devel-
topment osio Counter forCognitive Learning at the University of Wisconsin

and VIM e .
consulting firm located in Albuquerque, N. M. A steer-

Ingterslittaeof approximately 20 educators was formed. The steering committee
lissiters mete meted for their particular expertise or for the particular
sgpmcy that they represented, for example, the public schools or the Depart-
mint 40 IWIticationiof the state of Ohio.

MOWN GUAM 4i/iD RATIONALE

.jklimmetrai set of purposes upon which the specifications development
M11111hasadwrs secured frame statement cf goals prepared by the Pennsyl -
=manila State lAnard of Education in 1965. This statement, modified to fit
the contest of teacher education, was reviewed by the steering committee.

AluanradMparture from traditional organization of teacher education
content was incorporated into the model by developing five contexts:

organization, educational technology, contemporary learning-
Imams, smicistal factors, and research. A position paper was prepared for

'The papers provided a base of expository information from
Bch embizategories were identified. Contexts were divided into major sub-
ject arena; subject areas, into topics. A body of reference materials relat-

tto each of the contexts was identified. Specifications, based on more
itban 24000 behavioral objectives, were developed within the contexts and
theirimaheadings. The specifications are oriented to the task, in behav-
ioral terms, that the elementary school teacher of the 1970's and beyond
win be required to perform.

103 110441 ni

&MA I - 413

The fire contexts are based on the following assumptions:

1. Educational technology will play a substantial role in the devel-
opment of teacher education programs in the decades ahead. This
role of educational technology has heretofore not been adequately
identified, but pressures both from within and without teacher
education will increase its development.

2. The instructional organization of the elementary school will
change markedly. In the model used, the instructional organiza-
tion was the multiunit school as developed through the R&D Center
at the University of Wisconsin. This emphasis on instructional
organization was considered necessary in order to prepare ade-
quately teachers for the elementary school of the future. A
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detailed description of this school is found in the position
paper dealing with instructional organization.1

3. The contemporary learning-teaching process needs a reevaluation
and its orientation should be more toward behavioral outcomes.

4. A multicultural society, such as our present society, requires
detailed consideration of societal factors in preparing the ele-
mentary teacher of the future.

5. Research in education in the past has not been adequately incor-

porated into teacher education programs, and if research is to make
an adequate contribution to the improvement of education, research
findings must be incorporated into teacher education programs.

Each assumption relates to a specific position paper or context. An
elaboration of the importance of each context is provided in the Final
Report in the early part of volume I, and the reader is referred to that
volume for more detail.

SELECTION PROCEDURES

The specifications are directed toward six major target populations:
preservice, preschool, and kindergarten; preservice elementary; inservice;
administrative; collegeand university personnel; and supportive personnel.
The selection procedures obviously are not the same for all target popula-
tions. The two preservice populations must meet the entrance requirements
of the institution at which the program is being implemented. The other
four populations have very minimal entrance requirements in terms of en-
tering the specific programs. Their defined association with the educa-
tional process is, in essence, the only entrance requirement. For example,
an inservice teacher who is presently teaching in an elementary school is
eligible for a program preparing the individual for teaching in a multi-
unit school. However, entrance to a program does not guarantee the suc-
cessful completion of the program. Progress toward meeting the behavioral
objectives of the specifications will be continuously evaluated.

PROFESSIONAL PRESERVICE COMPONENT

The professional training of prospective teachers using the specifi-
cations developed in this model is based upon the content of the five
position papers.

The training is very behaviorally oriented. Each specification, in
addition to one or more behavioral objectives, contains suggested treat-
ment, materials, and evaluation for meeting the objectives. The treat-
ments vary considerably, ranging from traditional type of instruction to

1George E. Dickson and others, Educational Specifications for a
Comprehensive Elementary Teacher Education Program, Final Report, Vol. I
(Washington, D.C.: Government Printing Office, 1969), pp. 24-76.
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instruction heavily oriented toward the use of audio visual materials or
simulation and other forms of technology. There is considerable emphasis
upon team teaching not only in terms of the actual teaching in the elemen-
tary school, but also in terms of the training program. Specifications
were developed dealing with the academic disciplines and skills such as
reading, language arts, phonics, handwriting, health, etc. There is also
considerable emphasis upon conducting research and development activities
in the actual school setting and preparing for instruction in the multiunit
school.

It should be noted that all specifications do not apply to all target
populations. However, there is considerable overlap of specifications be-
tween the populations. Each specification has identified within it the one
or more target populations to which it applies. Much of the content neces-
sary for the preservice programs is also necessary for the inservice programs
of teachers, administrators, and even college and university personnel, due
simply to the fact that this content has not previously appeared in their
training or experience. The entire professional training is oriented to-
ward conducting an exemplary instructional program in the elementary school
with considerable research and development activities as a part of such in-
struction. Professional training of elementary school personnel, especially
the inservice populations, is based on the assumption of a role-differentiat-
ed profession. Intern and actual experiences in the elementary classroom
are incorporated throughout the entire program. Within the profession, var-
ious roles such as master teacher, intern, unit leader, and principal are
identified as are the necessary specifications for their professional pre-
paration.

RELATIONSHIP OF PROFESSIONAL COMPONENT TC ACADEMIC COMPONENT

This model deals minimally with the relationship of professional con-
tent to academic content. The underlying assumption is that the training in
the academic disciplines per se will be conducted by the colleges of arts
and science or the like, according to their particular instructional pat-
terns. The training for teaching in the various disciplines and skills
will be a function of the college or school of education, and this parti-
cular training is covered in the specifications. This training for in-
struction comes under the context of instructional organization, under the
specific topic called, "Academic Disciplines and Skills--Methodology."
The Final Report has 62 specifications which deal with this topic.'

INSERVICE COMPONENT

The inservice component receives a great deal of attention in this
particular model. This is necessary in order to utilize effectively pre-
sent certified teachers in the elementary schools of the future. Many of

2George E. Dickson and others, Educational Specifications for a
Comprehensive Elementary Teacher Education Program, Final Report, Vol. II,
(Washington, D.C.: Government Printing Office, 1969), pp. 21-70.
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the specifications dealing with training for research and development acti-
vities also apply to the various inservice groups, not only teachers but
administrators and college and university personnel. A rather large
body of specifications applies to the target population oC inservice teach-
ers. However, it is not necessary to utilize all of these specifications
in developing a particular inservice program. A procedure is developed
and described by which selected specifications would be identified in order
to meet the purposes of an inservice program with limited scope but with
specific objectives. The identification of such specifications are referred
to as "Composite Specifications for a Model Program." This process is de-
scribed more fully in the Final Report. The process is based upon identi-
fying a well defined set of goals and the target population to which these
goals apply. The content of the specifications then describes operation-
ally the program necessary to meet these goals. The various steps in order
can be summarized in figure 1.

Describing anticipated programs
and

identifying goals

Identifying specifications

Reordering-sequencing specifications

Identifying operational components

....,

r-----1 r-----1 r-1-1
Specific operational components for the program
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FIGURE 1

OPERATIONAL STEPS
IN PROGRAM DEVELOPMENT

3Dickson, alp.. cit., Vol. I, pp. 137-38.



Specifications cover inservice programs for administrators as well
as for prospective unit leaders and the regular classroom teacher. In-
service programs in all cases can be designed to meet the needs of a
specific group. The model provides a necessary flexibility for future
development of inservice programs as undergraduate programs, based on these
specifications, are implemented. Correspondingly, the necessary inservice
training will change.

FACULTY REQUIREMENTS AND STAFF UTILIZATION

The faculty and staff necessary to implement the teacher education
program are identified as a separate target population. A total of 449
specifications relate to the training for such university and college staff.
These specifications for the most part deal with content that is now not
commonly found in the repertoire of college and university teacher educators.
A substantial number of these specifications deals with training for re-
search and development activities as related to the multiunit school and
educational technology. However, substantial numbers of specifications
relative to this target population are found in all five contexts. Many of
the specifications reflect an updating in content areas such as learning
and educational sociology.

It is not necessary that all teacher educators associated with imple-
menting this model participate in a training program to meet all 449 speci-
fications. The comments relative to developing inservice programs for pre-
sent elementary school teacbers also apply here. In fact, this is a special
inservice target population. Practically any professor presently on the
staff of a college of education will possess one or more areas of expertise
relative to these specifications. For example, an individual trained in
educational research would not require additional training to meet the re-
search methods specifications. Training programs for college and university
personnel could be structured as short-term programs during the summer or
a part of the academic year, or as longer, but less concentrated programs
operated concurrently with their participation in a teacher education pro-
gram.

EVALUATION COMPONENT

The term, "evaluation,"is used in two ways in the teacher education model.
One component of each specification is entitled "evaluation." This component
deals specifically with procedures or materials necessary for evaluating
whether the behavioral objectives of that specification have been met. This
is a very specific use of evaluation, and in implementing the specifications,
a teacher would be utilizing large numbers of these evaluation components.
Such components are specific to the instructional task of implementing the
specifications.

Evaluation is also used as a more general concept applied to continuous
feedback and decisionmaking throughout the implementation of the model. In
this context the purpose of evaluation is to provide information fer
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decisionmaking, and in order to evaluate, therefore, it is necessary to
know the decisions to be served. For this purpose the evaluation design
must meet the criteria of validity, reliability, and objectivity. The gen-
eral evaluation designed for this model follows a single set of generali-
zable steps which will enable the decisionmaker to make decisions through-
out the implementation of the model. Thus, evaluation is an ongoing and
continuous process concurrent with implementation.

The evaluation model was developed by Professors Hammond and Stuffiebeam
of The Ohio State University and is basically designed after the Context,
Input, Process, Product (CIPP) design. These four parts--context, input,
process, and product, in essence reflect strategies within the larger evalua-
tion design. Context evaluation provides information for planning decisions.
Input evaluation provides information for structuring decisions. Pro-
cess evaluation provides the information for recycling decisions. The vari-
ous decisions to be made are exactly what the names imply, for example, re-
cycling decisions are those used in determining the relation of outcomes to
objectives and in determining whether to continue, terminate, or modify the
activities. Applying this evaluation design to the teacher education model
enables the implementer to identify and monitor the potential sources of
difficulty and failure on a continuous basis. It is impossible to identify
theoretically or on an a priori basis all the possible sources of diffi-
culty, such as interpersonal relationships among staff, communication break-
downs, etc. The evaluation design not only provides for the identification
of difficulties, but also for decisionmaking to circumvent and correct such
difficulties. A detailed description of the evaluation design is included
in the Final Report.4

PROGRAM MANAGEMENT

The program management relative to decisionmaking already has been
discussed in the previous section. In the chapter on evaluation present-
ed in the Final Report alluded to earlier, there is an extensive discussion
of the collection, organization, and analysis of information relative to
the evaluation design. The design moves through the various types of de-
cisions and the corresponding evaluation strategies to be utilized. Ex-
cept for program management through the evaluation design, the Final Re-
port of the specifications does not contain a detailed discussion of pro-
gram management. One of the major parts of a feasibility study will be
to develop a program management information system. It is difficult to
to develop a general system for this model since such a system will be based
upon the specific data base of implementing institutions and agencies. In
developing the proposal for a feasibility study, a program management in-
formation syLtem is presented. For the details of such a system, the reader
is referred to the proposal document.5

4
Ibid., pp. 209-35.

5
George E. Dickson and others, "A Proposal To Determine Feasibility

of a Comprehensive Teacher Education Program," RFP 68-10 (Toledo, Ohio:
The University of Toledo, March 1969), pp. 163-76.
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SUMMARY

The teacher education model developed by the consortium of Ohio uni-
versities contains 818 specifications which include in excess of 2,000
behavioral objectives. Each specification identifies the behavioral o.ajec-
tives. Specifications were developed within five broad contexts and apply
to one or more of six target populations. The model is predicated on the
assumption that the elementary school will move in a direction of team
teaching, specifically with the instructional organization of the multi-
unit school or a modification thereof.

Each specification is identified by number and coded according to a
numerical code in terms of information contained in the specification.
This coding process will enable the user of the specifications to deal with
them more effectively in developing model programs. A process was develop-
ed whereby composites of specifications can be identified and programs
based upon these specifications can be designed and implemented. An eval-
uative process was designed so that any program arranged in behavioral
terms can be evaluated at a given point in time with provisions for prompt
and objective feedback for program self-correction and modification. With
this feature, an implementing institution can enter into new programs with
confidence that if specifications are incomplete or require modification,
necessary adjustments can be made through the regular course of implementing
the program. Programs developed utilizing the specifications of this pro-
ject will have the following characteristics:

1. The major instructional focus will be on the contexts of instruc-
tional organization and contemporary learning-teachin; process.

2. Both educational technology and societal factors will receive
more attention than in traditional programs.

3. There will be an emphasis on conducting and using research in the
instructional setting.

4. The treatments indicate a program which is activity-centered.
5. Student involvement is equally divided between individual study

and group or team experience.
6. Typical treatments provide for a progressive involvement from ob-

servation through simulated activity to direct classroom experi-
ence.

7. A wide variety of media is required to implement these programs.

Any extensive and complex composite of specifications undoubtedly
has numerous strengths and some inheretv- difficulties at this stage of
development. As a subjective judgment, the strengths of this particular
composite of specifications are:

1. The position papers provide a new context for organizing
struction of teacher education programs which appears be more
relevant to today's needs.
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2. The composite specifications are flexible and can be organized
into various programs.

3. The elementary school of the future is given extensive considera-
tion as are the specific skills prospective teachers will need
to participate successfully in the teaching profession.

4. All major, target populations involved in elementary education and
the preparation of elementary school teachers are considered.

5. The professional content relevant to today's society and the direc-
tion that the elementary school appears to be moving in terms of
its future role in our society is included.

One apparent weakness of this model is the relatively little emphasis
upon the selection of candidates for the preservice programs. Another
point which does not receive a great deal of attention is the relationsaip
between the professional training and the academic training. In fact, there
is little direct specification of the programs within the academic disci-
plines. The implicit assumption is that adequate training in the disciplines
will be provided by colleges of arts and science according to the unique
situations within individual implementing institutions.

The successful implementation of this model or parts thereof will de-
pend upon the implementing institution's commitment to make the necessary
adjustments in its program to meet these specifications. Adjustments will
not be limited to theoretical or philosophical viewpoints of teacher educa-
tion. Rather, they will involve specific modifications to meet the behav-
ioral objective identified in the specifications. Even for relatively mod-
est programs that might be identified for subpopulations involving only a
small number of specifications, a commitment to make such adjustments is
essential.
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3.

I

UNIVERSITY OF MASSACHUSETTS

OVERVIEW

The University of Massachusetts Model Elementary Teacher Education
Program (METEP) is an attempt to institutionalize change by way of a
thorough analysis of educational roles, tasks, structure, and objectives.
METEP uses the concept of performance criteria as a guideline for design-
ing the program. Rather than stating trainee requirements in terms of
courses, they are stated in terms of performance criteria in three major
areas--human relations, behavioral skills, and subject matter knowledge.
Statements of what the trainee is expected to do, under what conditions
he will do it, and how he will be evaluated constitute a performance
criterion. In addition, for every criterion at least two instructional
alternatives are provided for learning how to meet the criterion. When
the trainee meets the specified criteria requirements, he will have com-
pleted the program, regardless of the length of time enrolled.

Crucial to the implementation of a performance curriculum is an or-
ganization which gives coherence and structure to an educational program.
Traditional school and credit offerings give no guidance in this regard.
Systems analysis was found to offer a set of basic understandings which
provide a useful and meaningful orgelaization of the many diverse elements
of a teacher education program. This approach was taken to organize,
manage, and evaluate the program.

Other major concepts of the METEP include: differentiated staff-
ing, variable entry and exit points, university commitment to its grad-
uates beyond graduation.

PROGRAM GOALS AND RATIONALE

The University of Massachusetts program is an attempt to insti-
tutionalize change through thorough analysis of educational roles,
tasks, structure, and objectives. It is based on seven overriding
assumptions:

1. The role of the elementary school teacher is changing and will
continue to change in the future. We must prepare teachers for
change and not stability. The concepts of performance criteria,
multiple instructional routes, differentiated staffing patterns,
and continual inservice training programs appear to offer a
meaningful approach to education in the future.

2. Specific performance criteria, based on an analysis of knowledge,
skills, and attitudes in the human relations, behavioral, and
content areas should be identified to provide a flexible basis
for change. When the trainee meets the specified criteria re-
quirements, he will have completed the preservice aspect of the pro-
gram, regardless of the length of time enrolled. Thus, variable
entry and exit points in the programs will occur.
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3. Elementary school staffs will begin to differentiate their roles
as teachers, thus requiring personnel with different competencies
in new and different areas of specialization. Special consider-
ation of differential staffing seems essential in the schools
of the future.

4. Since there is no real evidence of the efficacy of any one, ma-
jor strategy of teacher training, this program includeµ as
many widely differing overall strategies as possible in order to
provide for examination of trainiag consequences, for insights
into relative training efficiencies, and for discovering relative
acceptance and appreciation of the processes by trainees.

5. On ne assumption not only that each trainee's strengths and
weaknesses will differ, but also that they will change during
the program as a desired consequence of training, one major
goal is to provide continuous diagnosis of the needs of each
trainee and constant evaluation of the program components de-
signed to meet these needs. Cronbach's concept of aptitude-
treatment interaction is an important research component of the
program.1

6. As a consequence of the above goal, one of the most important
emphases throughout planning will be the development of multiple
program alternatives, so that there are never fewer than two
alternative and equal instructional paths to the same objective.

7. In most teacher training programs, the university's commitment
ceases upon graduation. The graduate rarely receives diagnostic
help, but instead is merely evaluated. It is the belief of the
designers of this program, on the other hand, that a teacher's
training never ends, and therefore a closely knit relationship
between pre- and inservice traini,s will be developed. The re-
sources of the university, both technological, such as video
tape, and human, such as supervision, will be made available
systematically to the graduate. In addition, these same re-
sources will be made available to other teachers it. the area.

SELECTION PROCEDURES

The METEP was not designed with any particular student population
in mind. Any student in the university will be eligible to enroll.
We will require a number of tests designed to measure certain aptitudes
for research purposes, but not for screening and selection procedures.
However, the model is designed so any institution can establish whatever
requirements it so desires. This aspect of the pro,;ram is open-ended.

1Lee J. Cronbach, "How Can Instruction Be Adapted to Individual
Differences?" Learning and Individual Differences, edited by Robert M.
Gagne (Columbus, Ohio: (Charles E. Merrill Books, 1967), pp. 23-39.
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PROFESSIONAL PRESERVICE Corl'AM

Philosophical Base

The METEP was not designed to produce teachers who hold a particular
philosophy about how children should be taught or what they should learn.
We hope that the program will produce individuals representing diverse
philosophies. If there is any particular thread running through the pro-
gram, it is that the flexible teacher, the one who has the necessary skills
and knowledge to react to different situations in different ways and who
has alternative means to achieve different objectifies with different stu-
dents under different circumstances, will be the most effective. The pro-
gram is designed to achieve this flexibility.

METEP Parameters

One way of visualizing the METEP is to imagine it as a flowing stream
evergrowing as it moves toward its goal. (See figure 1.) The mainstream
is the METEP; the offshoots, which also are constantly growing, represent
performance criteria in the various areas of competencies which a differ-
ential staff in an elementary school might possess. There is nothing
fixed about these competency areas. It is expected that more competencies
would be added or deleted as needed. Presently, however, these are the
areas in which teachers would receive training in our program. Other
institutions might define different areas of competencies which they
think are more appropriate.

The areas of competencies for which performance criteria have been
written are:

Cornerstone criteria

1. Human relations.
2. Behavioral skills.

Content criteria

1. Science.
2. Language arts.
3. Mathematics.
4. Aesthetics.
5. Social studies.
6. Foreign language.
7. Pre-school.

Service criteria

1. Evaluation.
2. Media.
3. Supervision.
4. Technology.
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Cornerstone Criteria. The first two, human relations and behavioral
skills, are considered to be the cornerstone areas for elementary school
teachers. It is in these two competency areas that the teacher will better
understand himself, others, and his relationships to others, and where
he will master teaching skills to help him become an effective teacher.

Content Criteria. Science, language arts, mathematics, aesthetics,
social studies, and foreign languages represent content areas which form
the curricula in most elementary schools. In addition, a special program
on preschool education would be part of our teacher education program
drawing upon the content areas. Although these content areas now consti-
tute a traditional elementary school curriculum, the substance of these
areas have been modified to reflect the underlying principles of the METEP.

Service Criteria. The evaluation area includes performance criteria
for the teacher in tests and measurements as well as skills required to
make decisions on whether to implement new curricula.

The media area contains criteria from simple to complex understand-
ing of the area of audiovisual media. The supervision area contains cri-
teria for the effective training of supervisors in the elementary school.
Criteria in the area of technology also have been written as required
supplements to any of the regular areas of concentration. Since our world
is increasingly a technological one, it is deemed desirable that a rudi-
mentary knowledge of technology become a part of ,every teacher's training.

Specialist-Generalist. The performance criteria in each area are de-
fined, whenever possib]e, in a hierarchical order from the simple to the
more complex. Note in figure 1 that the words generalist and specialist
appear along the vertical dimension of the figure. The teacher trainees
would have the opportunity to decide if they wanted to specialize in a
particular area or to be a generalist elementary school teacher with cer-
tain levels of competency in each of the areas. If a trainee elects to
specialize in science, for example, he would be required to meet certain
minimal criteria in the human relations and behavioral areas, a high level
or criteria in the area of science, as well as defined minimal levels in
all of the other areas. (See figure 1.) Requiring every teacLer, whether
he is a generalist or a specialist, to meet a minimal criteria level is
a value judgment with which some teacher educators may not agree. The
rationale for this requirement is our belief that every elementary school
teacher should know at least something about the various competency areas
represented by a differentiated staff, if for no other reason than to
improve communication and open-mindedness among the teachers. This deci-
sion is an arbitrary one, and any institution planning to implement this
model would have to decide this issue for itself.

Another arbitrary issue regards what minimal performance criteria
are to be required for both generalists and specialists. These deci-
sions must be made using the best judgment of the teacher education in-
stitution's faculty. After the program has been in operation, data will
be available for determining whether the minimal levels are too high or
too low and can be changed as needed.
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It should be noted in figure 1 that the areas of competency are notclosed figures, but are open at the top. This symbolizes the fact thatin any one area a person could spend a lifetime and not be able to meetall the possible criteria which could be written as more information andskills become known add developed. It should also be noted that thereare some blank off-shoots from the mainstream. These represent the otherareas of competencies which can be developed as the elementary schoolchanges.

Although the future existence of differentiated teaching staffs isone of the basic assumptions of the METEP, there has been no attempt todefine specifically a differentiated staff model. Instead, the areas ofcompetencies that might be possessed by a differentiated staff have beenspecified. Thus, rather than creating a model which would be only one ofmany possible differentiated staff models, it was decided to focus on theknowledge and skills that would be required of an elementary school staff,not the definition of the particular roles within a differentiated staff.In this way, the METEP is compatible with the principles of staff differ-entiation rather than being tied to any one model of staff utilization.

A Conceptual Structure for Performance Criteria

The formulation of performance criteria requires the specification
of instructional and program goals in terms of behaviors to be exhibitedby the trainee when instruction has been completed. Performance criteria,as we have defined them, are essentially behavioral objectives.2 They

2Example Performance Criterion

PROBING QUESTIONS

Objective: To require students to think beyond their first answer to aquestion.

Criterion: The teacher will microteach three five-minute sessions in
which he probes students by (1) asking pupils for more in-
formation and/or more meaning, (2) requiring the pupil to
justify rationally his response, (3) refocusing the pupil's
or class's attention on a related issue, (4) pre,Ipting the
pupil or giving him hints, (5) bringing other students into
the discussion by getting them to respond to the first stu-
dent's answer.

Evaluation: Supervisor will observe the lesson and categorize the prob-
ing questions in the five categories. Supervisor will judge
teacher performance on whether the teacher responds in the
five ways and on whether the teacher can concentrate on one
student's question and answer.

Instructional Alternatives: (1) Teacher will observe a film of a model
teacher asking probing questions. (2) Teacher will prac-
tice asking probing questions with just one student. (3)
Teacher will practice asking probing questions with a group220 of 10 students.

Aw.



state the behavior expected of the teacher, under what conditions the be-
havior will be performed, and how the behavior will be evaluated. In addi-

tion, at least two instructional alternatives are provided for each per-

formance criterion. Careful formulation of performance criteria liberates
the planners from describing the program in terms of traditional courses.
Rather it is recognized that there are alternative paths and the alternative
paths for meeting these criteria has been of central concern to the archi-
tects of this program.

Performance criteria have been developed in three broad conceptual areas

related to teaching: (1) content knowledge, (2) behavioral skills, and (3)

human relations skills. (See figure 2.)

FIGURE 2

PERFORMANCE CRITERIA

--I

Behavioral
skills

Content Knowledge. The restatement of content requirements from course
requirement for a specified period of time to performance criteria which em-
phasize the ability to perform was the major thrust in the planning stages
of METEP. It is believed that recognition should be given to the fact that
content knowledge is derived from many sources, formal coursework being only
one.

Content knowledge is defined to include the depth and breadth of content

most often seen as deriving from undergraduate liberal arts courses as well

as the kind of content knowledge most often associated with that acquired

within a school of education. The latter is seen as a logical extension of
the former, inseparable, but focused on questions of relevance and conceptual
organization for pupils at the elementary level.

Many of the proposals on performance criteria suggest new and intriguing
blends of content areas. For example, the importance of human relations un-
derstandings in social studies is one such potential blend which results from

a performance criteria approach. Another example to the possible relation-
ships between aesthetics and science or language arts. It to expected that

a blending of more Hiatt one content area in subject matter fields will occur

more and more as the performarwe criteria approach develops.

Behavioral Skills. One of the basic goals of the teacher education pro-
gram Is the 40i/0400-fit of technical skills of teaching, The basic premise
of the technical skills approach is that much of teaching consists of speci-

fic behavioral acts. If skills and behaviors which teachers perform often in
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the classroow can be identified, different training protocols or estab-
lished procedures and techniques can be developed in order to produce pro-
ficiency in their use. In other words, much of the complex act of teach-
ing can be broken down into simpler, mote easily trainable skills and
techniques.

A training technique for developing specific teaching skills is the
process known as microteaching. It exposes the trainees to variables in
classroom teaching while reducing the complexity of the situation. The
teacher attempting to develop a new teaching skill is not confronted with
preparing a lesson plan of 45 minutes in length nor does he have to worry
the teacher trainee to focus his attention on mastering a specific tech-
nique.

One of the main components of the proposed teacher education program will
be the implementation of microteaching in order tc train prospective teach-
ers in the technical skills which have been identified.

The technical skills approach is not one of just mechanical competence
in certain teaching skills. Along with his gaining proficiency in skills,
the teacher trainee should be encouraged to become a professional decision-
maker. The trainee should-decide when to use which skills to meet the aims
of instruction and the needs of the pupils. The teacher is the instructional
manager of the classroom and, as such, must make decisions as to the appro-
priate method of achieving the instructional goal, whea the particular meth-
od should be used, and what actiyitiea should precede and follow it. Such
decisions face the professional teacher everyday, and an effective training
program must help the prospective teacher 'become an effective decisionmaker.
With performance skills clearly mastered, the teacher can be a real deci-
sionmaker. He can focus in an effective may on such problems as the individ-
ualization of instruction and the development of students' talents and inter-
ests. He has more alternatives available to reach individuals, to motivate
students, and to Improve the effectiveness of his instruction.

Human Relations Skills. Human relations is not a mysterious activity.
Rather it is a codifiable set of behaviors which describe what goes on in-
side a person or between people.

Human relations is defined as behaviors exhibited in relation to self
and other individuals and relation to groups.

Thus, an individual thinking about himself or simply sitting by himself is
engaging in human relations behavior. Two individuals meeting in an inter-
personal interaction are engaging in human relations behaviors, School class-
rooms or group dynamics sessions are situations in which an awesome number of
human interactions are going on. In short, any human behavior or behaviors
engaged in intra- or interpersonal activities represent human relations behav-
iors.

Human relations has been defined in the past almost always from a value
framework. Somehow, human relations is seen as a good thing. Thus, tradi-
tional definitions of human relations tend to center on whet should be rather
than what is. By doing so, human relations experts have tended to confuse
the present with future goals. The aim in this proposal is not to avoid the
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value issue of what human behavior should be, but simply to report what is
actually present so that better specification of future goals may be pos-
sible.

The METEP does have many specific value commitments as to the type
of human behaviors considered desirable for elementary teachers. Some of
these are well known constructs such as warmth, critical thinking, open-
ness, and consciousness of cultural differences. These concepts, however,
have been defined within behavioral terms and specified so that it is
possible to teach these behaviors directly instead of by admonition, ex-
ample, or, as is done more commonly, by chance. Some new constructs such
as attending behavior, decision process, and the physical system are in-
troduced by adding more precise definition of human relations behaviors,
Wherever possible, human relations behaviors have been organized in a
hierarchical structure so that the teacher trainee increasingly learns
how to integrate old behaviors into new patterns.

The METEP is interested in producing the fully human teacher, a per-
son who meets the human criteria of warmth or human understanding, is
capable of rigorous thinking, is in control of his own behavior, and is
in a constant pattern of growth. These are high objectives for teacher
training, but it is believed that education, psychology, philosophy, and
behavioral technology are at a stage whereby the effectively trained teach-
er can now be a human relations expert in addition to having content knowl-
edge and presentation skills.

A Hierarchy of Teaching Competencies Developed Through Performance Criteria

The three areas developed for performance r:riteria imply a hierarchy
of three areas of competency necessary for superior teaching:

Necessary skills Competency

Content knowledge Equal Subject matter
competency

Behavioral skills
plus

Content knowledge
Equal

Presentation
competency

Human relations skills
plus

Behavioral skills
plus

Content knowledge

Equal

Professional
decisionmaking
competencies

/=11.MMI., *.IIIPI.I.IM.S.

The goal of competency in the subject matter, presentation, and pro-
fessional decisionmaking areas served as the guide for the construction of

FirAPIatainUirgt0.11111/11...
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METEP. Obviously, these competencies are interdependent and cumulative
as are the skills and knowledge necessary to produce them. By first de-
fining the desired performance criteria in the content, behavioral, and
human relations areas, modes of instruction were designed to meet these
criteria.

Subject Matter Competency. One of the major goals of teaching re-
quires that a body of knowledge be transmitted. In order to achieve this
objective, content knowledge muse be assimilated into the teacher's cog-
nitive structure. The traditional method by which the teacher trainee
acquires this knowledge hes been through formal lecture courses outside
the school of education. It is proposed here that with effective develop-
ment of performance criteria a variety of instructional modes may be uti-
lized to meet the criteria. Content knowledge which is central to subject
matter competency may be effectively acquired through closed circuit tele-
vision broadcasts, programed instruction including extensive use of CAI,
independent study, seminars, and formal lectures.

Presentation Competency. The possession of adequate content knowledge
is a necessary but not sufficient condition for effective teaching. It is
the task of the teacher to acquire the appropriate behavioral skills in
order to translate the content knowledge into a teachable form. Learning
theory has suggested various conditions under which the acquisition of
knowledge takes place most effectively. The technical skills approach to
teacher training, which was elaborated earlier, translates these principles
of learning into principles of teaching. Examples of technical skills
which have already been developed and are particularly relevant to the
presentation of content include: set induction, closure, asking probing
questions, planned repetition, and the use of examples.

Professional Decisionmaking Competency. It is our belief that one
of the most crucial aspects of teaching is that of professional decision-
making. The teacher is the decisionmaker in the classroom. In order to
meet his instructional objectives, the teacher must utilize knowledge and
skills from all three performance criteria areas--content, behavior, and
human relations areas. He must decide what material is to be taught, how
it should be taught, and what techniques should be employed. He must also
consider the human variables which might affect the outcomes of his objec-
tives. In other words, a myriad of factors must be considered by the
teacher whenever he makes major decisions affecting instruction. The
greater the teacher's content competency and the more presentation compe-
tencies he has, the more alternatives he has at his disposal in meeting
his instructional objectives. But having content mastery and presentation
mastery is not enough. The teacher must also be sensitive to the persono-
logical, psychological, and sociological variables which affect instruction.
By constructing performance criteria in the content, behavioral, and hu-
man relations areas, and by formulating instructional systems by which
these criteria can be met, the teacher trainee will have the prerequisite
skills and knowledge necessary to make classroom decisions. A special
aspect of the human relations area with implications for decisionmaking
is the use of performance criteria relating to listenieg to others, de-
fining the situation, and "decision process," a new appeoach to decision-
making.
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Besides possession of the skills and knowledge, practice in facing
the situations which require these decisions is necessary. The kinds of
activities which allow for this practice include: classroom simulation
experiences which require teachers to face, to study, and to solve prob-
lems similar to those they will have in the classroom; microteaching and
observational experiences--both live and video taped; small group work;
and student teaching.

Instructional Procedures

As was stated earlier, at least two instructional alternatives are
provided for each performance criterion that the trainee is required to
meet. These instructional alternatives include a variety of procedures
and experiences. Among these are computer-assisted instruction, simula-
tion, teaching machines, programed instruction, video tape lectures, sem-
inars, microteaching, classroom observations, independent study, appren-
ticeship teaching, roleplaying games, and sensitivity training. Through
this wide variety of instructional procedures, we believe we can help
individualize instruction.

Student Teaching

The area of student teaching was not dealt with in detail in METEP.
There was no attempt to describe where in the program this took place.
Since the program is based upon performance criteria rather than time
criteria, different students will engage in practice teaching at dif-
ferent times.

Student teaching has long been considered the one essential ingre-
dient in a teacher education program. Rarely has the function of student
teaching been analyzed in terms of expected behavioral outcomes. What do
we want the student teachers to be able to do as a result of student
teaching? If we approach the area of student teaching from this stand-
point, we may well find that many of the skills resulting from student
teaching can actually be acquired prior to the student teaching experi-
ence through microteaching, strength training, simulation, roleplaying,
and other techniques. By specifying behaviorally what we want the teach-
er to be able to do as a result of student teaching, we may be able to
provide much more meaningful experiences both prior to and during student
teaching.

We did not reach the point in our model of specifying the behavioral
outcomes of the student teaching experience due to the lack of time.
However, this is the direction in which we are heading.

RELATIONSHIP OF PROFESSIONAL COMPONENT TO THE ACADEMIC COMPONENT

There has been no attempt made in METEP to specify the yearly sequence
of experiences of prospective teachers in the program. We do not assume,
for example, that the first two or three years of an undergraduate's educa-
tion will be spent in the college of arts and science , after which he will
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enroll in the school of education. Instead, we propose to specify, with
the assistance of faculty in the subject matter areas, the content knowl-
edge necessary for elementary school teachers to function well in the
classroom. This content knowledge will not be st-ted in terms of courses,
but rather as performance criteria. Examples of these content criteria
are given in appendices 1 and 2 of the Final Report.

Thus, a student may take certain courses in arts and science which
will help him meet the specified content criteria, but the courses them-
selves are the instructional alternatives rather than the criteria. They
are the means by which the student may achieve the criteria. If after
taking a particular course in biology, for example, he cannot achieve
certain criteria that the course was supposed to help him achieve, he
would have other instructional alternatives available to him. The METEP
is designed so other universities can accommodate their unique circumstan-
ces within the model. When particular activities would be introduced
in the undergraduate program, what percentage of the total undergraduate
curriculum would they comprise, and what courses outside education would
be required or recommended? The METEP was designed purposely to allow
other institutions to adapt the model to their own particular situations.

INSERVICE COMPONENT

Existing inservice education programs seem to be based on the belief
that the completion of preservice training and bestowal of a teaching
credential creates a lifetime of professional competence and that any in-
adequacies in a teacher's preservice training will leave a lifetime of
irremediable professional handicaps. It is apparent that our present com-
partmentalization of pre- and _uservice education must be replaced by a
perspective which views the intellectual and practical development of edu-
cators as occurring along a continuum beginning with the decision to enter
the teaching profession and ending only upon permanent retirement.

The METE!) has developed a set of guidelines for such a preservice-
inservice continuum. These guidelines are based on the use of hierarchies
of performance criteria for two distinct, but interrelated purposes: (1)
diagnosing individual teacher education needs and prescribing from a num-
ber of learning alternatives designed to remediate those needs, and (2)
evaluating teaching competency and growth as a teacher in order to deter-
mine initial placement and career advancement within a differentiated
staffing structure.

Operating within the perspective of a differentiated teaching staff
structure fosters the recognition of significant distinctions among teacher
roles. It is at that point that we are able to begin developing the per-
formance-based task delineations which will provide the key to a relevant
inservice education program. As differentiated staffing becomes a possibi-
lity., then carefully thought-out performance criteria for teachers become
a necessity. A school which allov3 for the possible diversity of teacher
roles is uniquely motivated and able to analyze and reformulate the criteria
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by which it can judge competence in any given teaching task. With such
criteria, teacher training, both at the pre- and inservice levels, becomes
closely integrated with the main concern of all educators--the educational
development of students.

If teacher education is reorganized so that continuous, relevant
growth experiences are provided for teachers throughout their careers,
then pre- and inservice education will become a part of the same con-
tinuum. It simply will not do any longer to separate preservice from
inservice experiences. We must, in the process of specified teaching
performance criteria, set out our priorities in such a way that the cre-
dentialing procedure becomes a formality and professional growth becomes
the criterion of all training experiences. Whatever criteria we settle
on for preservice programs and whatever training procedures we judge
relevant at that level must be applied and extended in our inservice
programs. Insofar as we insist on the distinction between pre- and in-
service training techniques, we simply reveal our ignorance of system-
atic criteria by which we can assess the professionalism of our teachers.
But as soon as we give serious attention to the development of such cri-
teria, the distinction becomes meaningless. The point here is not that
pre- and inservice training are, or should be, identical. Rather, it is
that the procedures and goals of each must become specific and defensible
in a way that they currently are not. We must make some tentative deci-
sions regarding what criteria a teacher should meet before reaching a
credential and what criteria should be met later as part of his inser-
vice professional growth. With such modifiable decisions at hand, we can
begin to design inservice programs which have the continuity and ration-
ality so clearly lacking in most current approaches.

FACULTY REQUIREMENTS AND STAFF UTILIZATION

In phase I all of the performance criteria had not been written since
doing so was actually part of the phase II feasibility project. There-
fore, it was impossible to make accurate estimates of the faculty and
staff requirements. (A more complete curriculum composed of performance
criteria and instructional alternatives has since been developed as part
of the phase II project conducted at the University of Massachusetts.)

EV &LUATION COMPONENT

The evaluation of the METEP program has been designed within a con-
ceptual model developed for the program and called the evaluation skills'
training program section. Since the purpose of the evaluation, the nature
of its results, and the size of the program component being evaluated de-
termine the type of evaluation required, and since several evaluation
activities are required to provide the information needed for quality con-
trol of a specific program, the proposed evaluation has a multidimensional
design. Evaluation activities for the METEP emit from two distinct program
components, the control subsystem and the analysis subsystem.
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The control subsystem will house the evaluation activities which will
offer feedback information on the efficiency of the system. Since the pur-
pose of these activities is for internal control of effectiveness, the
size of the evaluation units is generally limited to individual program
subsystems. The nature of the required results calls for specific data
on the METEP program suitable to problemsolving decisions demanded by the
individual circumstances crevted in program operation. These evaluation
activities provide managerial data on facilities and staff as well as feed-
back on specific components production.

The analysis subsystem will house the evaluation activities designed
to offer external information on the appropriateness and competitiveness
of the overall program. These activities have been designed to develop
information on the relationship of the model and its products to the world
of education. By design, these activities seek generalizable results, and
the unit of evaluation is the total program. Market value, validity of
performance criteria, and the degree to which the program maintains social
relevance and meets the current needs of education are the concern of
these activities.

More details can be found in main Final Report.3

PROGRAM MANAGEMENT

How can teacher education best be conceptualized? We have developed
many models over the years, but inevitably have returned in practice to
traditional forms of teacher education. As performance criteria were
developed by the project staff, it became increasingly apparent that a
totally new approach to the organization of teacher training was necessary.

Systems analysis has proven to be the most useful method of organiz-
ing 7erformance criteria. To develop a teacher (or to use the words of
systems analysis, "product") of maximum effectiveness to himself and soci-
ety, we must consider the many inputs and outputs of the person, of the
teacher education program, and of the schools in which the teacher is
eventually placed. Further, we must consider the way in which these three
major components interrelate. Systems analysis provides the most compre-
hensive method of organizing objectives presently available.

The subsystems which compose the METEP are indicated below.

Control Subsystem

This subsystem performs several functions in maintaining the dayto-
day operation of the METEP system. It is the process controller and is

3
.Dwight Allen and James Cooper, Model Elementary Teacher Educa-

tiontion Program, Final Report (Washington, D.C.: Government Printing Office,
1969), pp. 48-52.
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responsible for insuring that the system remains in a stable state and
operates in an optimum manner. It carries on a continual analysis of
collected data and uses this analysis for decisionmaking. The subsystem
provides immediate feedback for system control. It is concerned with the
following functions:

1. Aptitude assessment.
2. Guidance.
3. Scheduling.
4. Attitude monitoring.

Administrative Subsystem

The functions performed by this subsystem include supplying materials,
staff, snd paraprofessionis necessary to operate the program; managing and
allocating funds for operating the program; and coordinating the program
with the rest of the university and with other agencies outside the uni-
versity, e.g., certification agency, school districts.

Information Subsystem

The METEP will require a large amount of data collection and manip-
ulation for system control and monitoring. Highly structured and organized
methods of data storage must be used in program implementation. Informa-
tion must be readily available for decisionmaking. For examples trainees
must be able to reschedule an instructional alternative within a short
time. This implies the status of the resources necessary, for the newly
selected alternative must be determined with ease. Files must be main-
tained indicating the current status of all resources including staff,
facilities, and equipment.

Data contained in this subsystem will involve: (1) aptitude and
achievement data stored in the control subsystem, (2) sequence of learning
experiences selected by each trainee to meet each performance criterion
and some measure of the effectiveness of this sequence in relation to
traitae's goals, (3) the cost in terms of resources, and the student and
faculty time required to help each student meet each performance criterion
through each instructional route, (4) system status of each trainee, i.e.,
what performance criteria he has met and what educational alternatives he
is now engaged in for meeting which performance criteria, and (5) utiliza-
tion and availability of all training resources including staff, equipment,
and facilities.

Placement Subsystem

This is not completely within the bounds of the system, but it does
play a very important func.tion. Unless the product produced has a market,
the system will become inoperable. Therefore, one of the important tasks
of the placement subsystem will be to disseminate information about the
teacher-training program and the products of that program to prospective
employers. In addition, this subsystem will determine qualifications and
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vocational interests of trainees, determine employment opportunities, and
recommend trainees to positions.

Educator Subsystem

The educator subsystem can be segmented into two not completely dis-
tinguishable components- -human and automated. Both components are respon-
sible for a direct educational interaction with trainees. This subsystem
is responsible for generation of all instructional methods used by the
teacher trainees. These methods range from formal lectures to microteach-
ing clinics. The subsystem must respond to demand changes by trainees in
instructional alternatives. For example, if a trainee for good reason in-
dicates a desire to terminate a seminar and initiate a simulation exercise,
staff and equipment must be rescheduled quickly to meet this new demand.
This rescheduling will be done within the constraints of the availability
of resources.

Analysis Subsystem

Feedback regarding the quality, success, competency, acceptability
and competitivenessof system output is provided by this subsystem. This
feedback is used to add, delete, and modify performance criteria. The
analysis of trainee performance and indirectly the effectiveness of per-
formance criteria is measured using rating procedures, video tapes, ar-
chival data, and market value of trainees. Comparative analyses are made
of three groups--program graduates, graduates of other teacher education
programs, and the population of experienced teachers.

More information on program management components can be found in
the Final Report.4

SUMMARY

For the reader interested in consulting the METEP Final Report, the
following set of readings is suggested to obtain a capsule summary of the
program:

1. Assumptions and parameters of the METEP provide an overall picture
of the total proposal.5

2. The systems conceptualization describes how the program would
function as an organizational unit.6

3. The material on human relations, behavioral skills, and one
subject matter area of interest provides a background of infor-
mation on the method of approach in applied areas.7

4. Concurrently with 3, the reader may wish to examine related per-
formance criteria from the appendices with pages 89-148.

4Ibid., pp. 29-48.

5Ibid., pp. 11-18.

6Ibid., pp. 27-54.

230 7Ibid., pp. 89-148.
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UNIVERSITY OF PITTSBURGH

OVERVIEW

The University of Pittsburgh model' is a flexible design. Its spe-

cifications are general. It is not complete in its present form. Even

when implemented, it will need constant refinement and change. However,
the following aspects are cited to indicate how this model treats certain
characteristics of individualized instruction:

Individualized instruction should be commonly practiced at the college
and university level.

. . .This model proposes a general instructional mode for use at all
levels of instruction and in all societal settings.

Individualization should be practiced in a fashion that encourages
every learner to be a planner, director, and assessor of his own
education.

. .This model includes a definition of teacher competencies neces-
sary for individualizing instruction with attention to (1) specifying
learning goals, (2) assessing pupil achievement, (3) diagnosing learner
characteristics, (4) planning long-term and short -term programe with
pupils (5) helping pupils with their learning tasks, (6) directing off-
task pupil behavior, (7)evaluating the learner, (8) employing teamwork,
(9) enhancing self-development, and (10)instigating change.

Individualized instruction is a demanding pursuit which requires the
ta:;ents and energies of the entire profession. Unilateral action is

unthinkable.

. . .This model proposes a new coalition which includes school dis-
tricts, universities, teacher organizations, the community, and state

and federal agencies.

. . .This model proposes that professional staffs work in teams to
meet the wide range of needs of learners. New educational roles are

assumed.

. . .This model proposes that we learn to be effective team partici-
pants in a new coalition.

1 Horton C. Southworth, A Model of Teacher Training for the Indi-
vidualization of Instruction, Final Report (Washington, D.C.: Government

Printing Office, 1969), pp. 89-91.
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. . This model proposes a new linkage between pre- and inservice train-
ing such that inservice education becomes a part of the daily operation
of the school. Staff development would be a priority consideration in
each school district in the clinical. netwcrk.

The model contains module examples of task analysis, mathematics, and
science education as illustration of the specificity required of an
tmplementing faculty.2

Individualized instruction demands a new partnership between the pupil
and teacher to accommodate the human variable in learning.

. .This model proposes that each teacher trainee initiate a process
of self-development as well as professional development. Figure 1
shows the Gestalt or the component relationship for training teachers
for individualized instruction.

Individualization is a process demanding continual refinement. One

college faculty cannot prescribe for another institution and be faith-
ful to the individualized concept.

. . .This model proposes a systematic feedback system of the training
experience so that the process remains relevant to the needs of train-
ees.

Through decision analysis, each component is assessed and evaluated,
not only for its own internal consistency, but for its interdiscipli-
nary relationship and, also, for its relationship to the philosophy of
the model itself.

PROGRAM GOALS AND RATIONALE

Rationale for Individualizing Instruction3

Any new model prngram must be designed for the kinds of schools that
can be expected in the future and for the projected needs of the pupils
as they live in the society of that time. Although it is difficult to
predict how society might be in 10 or 15 years, the "minimax" process may
be used to utilize the minimum amount of effort needed to maximize the
chances of fulfilling needs. A minimax model would be one which allows
maximum flexibility and which has continual feedback of data from students,

2Ibid., GPO: pp. 105-96; ED: pp. 105-98.

3Horton C. Southworth, "Educational Specifications for a Compre-
hensive Undergraduate and Inservice Teacher Education Program for Elementary
Teachers," Phase II Pittsburgh Model Feasibility Study, USOE Proposal,

March 3, 1969, pp. 11-26. (Mimeo.)
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faculty, school settings, and community groups to be used in the revision
of the program. The individualization of instruction provides this degree
of flexibility and ease of revision. The model may be utilized whether
schools are in pods, storefronts, home computer outlets, or whatever. Any
or all aspects of the model may be revised without causing imbalance in the
remainder of the system.

Present signs of alienation, rebellion, and discontent indicate a
need to develop a model of education more closely linked with what we know
about human nature. Although we may find that human nature has changed
somewhat in the future, it seems safe to predict that this change will be
less rapid than other changes in society and technology. It seems reason-
able that people will be more likely to continue to support a system which
treats them as people rather than as objects within the educational system.
It seems likely that people would most readily support a program which is
planned with them and which expects them to contribute to its revision. In
a plan such as the individualized instruction plan proposed by this model,
the need for external controls and stimulation will be superseded by reli-
ance on intrinsic motivations and self-discipline.

The University of Pittsburgh design for teacher preparation has been
based on three major choices, each of which may require further explica-
tion in terms of the assumptions and value stands which support the choices.
These three major choices involve:

1. Individualizing instruction.
2. Utilizing the procedure of working with the learner in planning,

executing, and evaluating learning experiences.
3. A specified set of goals or minimum expectations and staging re-

quirement for reaching those goals.

The choice to individualize instruction is based on certain assump-
tions about the nature of the learner, the kind of climate and materials
which fosters the most effective learning, and the types of skills, atti-
tudes, and concepts will have lasting importance to the learner and to so-
ciety.

The assumption is made that individualizing instruction emphasizes the
human element in learning and that the individual develops self-awareness,
confidence, and self-respect in a situation in which procedures are matched
to his unique interests and needs.

Individualization requires more interaction between teacher and learner
in terms of human factors; and "thing-oriented" experiences may be mediated
through nonhuman sources, such as tapes, readings, etc. Thus, human inter-
action is a more personal one than in other approaches. The assumption
underlying the choice of this approach would be one which assumes that in-
dividuals grow more fully when treated by others as humans, rather than as
objects. (I-thou relationships.)

The rationale for the selection of the individualized approach has a
great deal of support in empirical evidence gained from studies of learning.

240



IMSAMeTZWISM-ndM4:62"'"`T''''
0.4,04,491.0.1,ftroftwfnm.-41.

An eclectic approach to learning studies reveals certain common findings,
despite differences in learning theory. Individuals tend to learn better
when they:

1. Actively participate, rather than passively receive the learning
experience.

2. Have an opportunity to participate in the selection of what they
learn. (This factor may involve motivational aspects in that the
opportunity to choose increases the individuals sense of control
and worthiness. It may also operate because individuals learn
best those things they feel are significant, and they may be more
likely to see the significance of the task if they choose it them-
selves.)

3. Have opportunity for knowledge of results very soon after the re-
sponse is made (before an incompatible or erroneous response is
made or repeated).

4. Experience success. (Success is most likely when the task is
matched to the individual's capabilties and need for challenge.)

5. Are expected to succeed.
6. Identify with a competent model.
7. Work on a task suited to their dominant learning mode or style.
8. Work at their own pace or have a choice in the selection of pace.

These factors seem to enhance both learning and retention of what has
been learned. These conditions for learning can only be met in a model
which provides for individualization of instruction and which involves the
learner in the decisionmaking process. It is possible for procedures to
be individualized, but for teachers to do all the diagnosing and prescrib-
ing (as is the case in several of the phase I proposals). However, that
does not capitalize on the motivation which tends to accrue when the in-
dividual participates in his choices.

The choice of planning with learner (rather than for) requires a
great deal of trust in the learner. It also assumes that people like to
work when their goals are significant and that they do not require external
control and prodding in order to grow and develop. This plan also assumes
that the learner will be (or become) rational and objective in analyzing
his sixengths and weaknesses and in choosing experiences to deelop his po-
tentials.

This model also assumes that previous experiences of learners who enter
the program will have an effect on their ability to make rational choices.
Thus, the model also is individualized in that those learners who require
more support and restrictions on their decisionmaking exercise less responsi-
bility at first. However, as they gain in self-awareness and in their ability
to wake rational choices, they will take over more and more of the responsi-
bility for their own learning and for assisting other persons in the program.
A selection criteria incorporating an as,cissment of previous learning experi-
ences and evidence of self-awareness as experienced in the guidance component
wad be use in this model prior to full admission.
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The choice of the goals of the program and the methods of achieving
the goals are also based on assumptions about which kinds of knowledges
and skills will have endurance value in a changing society and in a chang-

ing educational arena. The assumption is made that knowledge will continue

to grow at an accelerated rate and that much of what we "know" today may

be questioned or refuted. A program that can endure in this change must

be one which is flexible and open-ended. The program also assumes that
the individual who will best utilize change is the one who has a great deal
of awareness about himself and the way he learns and has developed skills

in planning and evaluation of his own learning.

Individualization of learning, in its purest sense, would imply that
there would be as many sets of goals and learning procedures as there are
individuals within the program. This model has been designed to individ-

ualize learning by providing for rate of learning, a choice of alternative
procedures for learning, some differences in procedures to correspond with
learning style, and a variety of settings for learning. However, several

choices have been made, and limitations have been recognized which begin

to put parameters around the individualizing process. Individualization

will be limited by:

1. The choice of goals which are specified as minimum criteria for
competency as a teacher.

2. Our dearth of adequate data for designing learning programs.

3. A lack of test procedures for accurately measuring some of the
characteristics that we consider extremely important in facili-
tating growth, e.g., attitudes, self-concepts, etc.

4. The difficulty of developing adequate staging environments and
logistics for supporting the requireme:tts of the program.

Attempts have been made to prevent unnecessary encroachment by these
limitations on the flexibility of the approach. Open-end alternatives

are provided in which the learners may add or modify goals or design other

learning procedures whenever he can adequately support the value of his

new plan. Learners continually feed into the program subjective judgments
on attitudes, feelings about their learning, and evaluations of their ex-

periences. Teacher candidates are followed after their graduation and entry
into teaching, and these data provide a basis for reformulation of the pro-
gram. Data generated by the clinical setting as a whole would also be used

in reformulating the program.

Phase I of the U.S. Office of Education (USOE) model development em-
phasized the need to reformulate continually the program on the basis of
improvements and advances in research and practice from other sources.
Phase II emphasizes, as well, the need for teachers and the clinical set-
tingto study systematically the procedures that are used and to conduct

research which will push back the confines imposed by our lack of adequate
knowledge and skills. (This aspect was also emphasized in the Ohio and the

Florida models.)

Individualization of instruction also provides a procedure which can

be adapted to learners from a variety of backgrounds and needs. The im-
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plementation of this proposal will be through a network of institutions
which will primarily serve the needs of inner-city teachers, but also
teachers of learners in suburban or rural poverty settings. The learner
may be an elementary pupil, a teacher-candidate, or a faculty member.
The competencies chosen for the proposal represent minimum requirements
and could also be adjusted to preparing learners to function in a variety
of settings.

Individualization of instruction may have far-reaching social impli-
cations, as well. Individualization can only occur as we develop adequate
criteria for (1) identifying our knowledge base, (2) collecting data about
techniques and materials, (3)analyzing and evaluating practices, and
(4) systematizing our procedures for extending our body of knowledge. As
we gain in skill in specifying objectives and the minimum competencies
required for effectively guiding learning, we can begin to communicate with
society a posture of professional accountability by which it may more ad-
equately judge the performance of the teachers and schools. This could
lead to extensive changes in the schools and better relationships with the
community.

Development and Rationale of Teacher Competencie3

Competencies as stated in phase I of the Pittsburgh model are very
similar in essence to a number of the objectives specified by the Syracuse,
Florida State, Michigan State, and Ohio models. Basic differences between
the models are in terms of emphasis and the addition or variation of other
competencies. One unique feature of the Pitt model is the emphasis on
planning with the learner and helping the learner develop the skills and
attitudes for gradually assuming responsibility for his own learning.
Several models point out the value of having students work with peers in
developing group skills and in assisting peers in mastery of concepts the
students have already learned.

The Pitt model has been modified by the addition of a 10th competency,
that of accepting responsibilities and serving as a professional leader
in instigating change within the educational system. This competency was
considerEA in the original draft of the phase I proposal, but was deleted
because it did not seem to be a minimum requirement for a beginning teacher.

It is recognized that the graduates of this program will teach in a
variety of settings. In order for the graduate to cope with the disparity
between a more traditional school and the clinical setting in which he
has had preservice experience, the teacher will need skills of group dy-
namics and change processes. Unless teachers are taught the skills of being
a change agent, the effectiveness of the program will be diluted for we
continue to produce teachers who become absorbed by a system incompatible
with their skills.

The development of this competency may be completed after a period
of inservice work. The plan for the development of this competency may
require some control over the initial teaching year either through teacher

not .....ywasotae,se, /111101..110. TN.* ..1..........
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placement, through pairing teams of teachers, or through inservice support
programs. The designers feel that it is important to prepare teacher can-
didates for this role. There is a reluctance to omit the competency even
though we recognize that the competency may not be realized during the pre-
service period.

In summary, therefore, the expanded version of the teacher competencies
for the model will remain much the same in wording with the addition of one
competency. These competencies will be expanded considerably in details
using the work of several other models. It should also be stated clearly
that this expansion will include specific objectives which treat the teach-
er's ability to improve the pupil's competency in participating and taking
responsibility for his own learning. The modified out1ne of teacher com-
petencies for phase II will be as follows:

1. Specifying learner goals and/or selecting from learning
goals specified by others.

2. Assessing pupil achievement of learnj
3. Diagnosing learner characteristics.
4. Planning long- and short-term learni.. .ograms with pupils.
5. Guiding pupils in their learning tasks.
6. Directing off-task pupil behavior.
7. Evaluating the learner.
8. Employing teamwork with colleagues.
9. Enhancing self-development.

10. Serving as a professional leader and change agent in the schools.

Detailed lists of competencies can be found in the Final Repo

SELECTION PROCEDURES

Admission into Educations

The general criteria for admission into education are the following:
(1)The candidate would be invited to present evidence that he is interested
in and somewhat successful in helping children and adults, (2) that he has
enjoyed success and multiple interests among the academic disciplines,
(c)that he has utilized the American language and communication patterns
successfully, (d) that he has coped successfully with personal and social
problems, (5) chat he is self -as lured and confident, (6) that he has good
physical health, (7) that his total life pattern represents broad interests,
(8) that he indicates open and acceptant attitudes plus understanding based
on reliable and valid knowledge of all peoples in this society, (9)that he
understands the specifications for the teacher training program and agrees
to work toward mastery.
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5Ibid GPO: pp. 33-34; ED: pp. 32-33.
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The potential of the candidate and the nature of his initial atti-tudes and commitment will be very important in the admission stages ofthis model. In spite of much research (some very imaginative), littleis validated concerning predictive criteria and their application. How-ever, this model will be committed to the use of the professional judg-
ment of faculty members who, in turn, are committed to the implementation
of the model. The nature of individualization assumes much more personal
responsibility than previously required or encouraged in a traditional
teacher education program.

Improvement of teacher training rests heavily upon specific talents
and personal qualities possessed by the student entering teaching as acareer. To neglect or overlook talent and personal qualities would serve
as an injustice to the students and to the investment in new models forteacher training. Because of the emphasis upon admission criteria, each
training institution will need to renew or 4.=!velop coalitions with teacher
organizations, school districts, state agencies, and federal agencies to
improve recruitment programs. It will be important to portray to potential
teacher candidates that the role and function of the teacher are under-
going major change.

The model's program flexibility will provide for both admission and
exit of trainees in several areas along the continuum according to demon-
strated mastery of the academic and clinical experiences. The advantage
of pre- and posttest capability will eventually provide a controlled entryand exit pattern which does not prevail in current teacher education pro-grams. Figure 2 diagrams this admission and exit procedure.

PROFESSIONAL PRESERVICE COMPONENT

Guidance Procedure6

The guidance function, as presently practiced, guides the trainee
through course requirements, but it does not aid in self-development. Inthe new model, however, guidance facilitates a more personal involvement.
This is shown in the three settings outlined in figure 3. The entire pro-cess is aimed toward self-development, both professional and personal.

With this emphasis on the individual, a trainee can expect to be a
partner in determining his movement through the college program. No longer
will a student be exposed only to the large lecture classroom organization.
Peer group interaction, independent study, small seminar group sessions,
and simulated modules of instruction will aid him through his college pro-gram.

6Ibid., GPO: p. 82; ED: pp. 34-35.
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Acknowledging traits which
limit flexibility (9.01)

Analyzing strengths and
weaknesses (9.02)

Analyzing values and
attitudes (9.03)

Formulating plans for
self-development (9.04)
Modifying personal
behavior (9.05)

I
GROUP DIRECTING

Program orientation

Program details

Program adjustments

FIGURE 3

GUIDANCE PROCEDURES

Course Selection (Unit Experience)7

The trainee will select courses (or learning units) at four different
stages according to an ordered subset of learning units desired for ful-
filling the requirements for a B.A. degree in education. This subset is
selected either on the basis of long-term objectives, short-term objectives
in that stage, performance in the previous stage, and factors such as faci-
lities available at school, requirements laid down by the school board,
and the individual.

Figure 4 presents the total sequential movement of a teacher trainee
through the four sequences of the new model, terminating at the B.A. de-
gree in education at the completion of 32 learning units.

7Ibid., GPO: pp. 84-88; ED: pp. 36-38.

247



I
6

1

I
1

I
1 I

- 
_,

1 .
41

=
11

11
1.

 1
11

1O
V

IM
IE

W
III

N
N

O
M

M
Ill

o

f Te
s
t
i
n
i

C
,

1
,
C

4
 
:

A
c
a
d
e
m
i
c
 
l
e
a
r
n
i
n
g

s
e
q
u
e
n
c
e
s
-
-
t
u
t
o
r
i
a
l
,
 
c
o
u
r
s
e
s
.

1
,
 
2
,
 
t
h
r
o
u
g
h
 
3
2
:

C
o
m
p
e
t
e
n
c
y
 
e
x
p
e
r
i
e
n
c
e
 
u
n
i
t
s
 
n
e
e
d
e
d
 
f
o
r
 
B
.
 
A
.
 
i
n
 
e
d
u
c
a
t
i
o
n

F
I
G
U
R
E
 
4

W
m

os
e 

im
m

I
N
D
I
V
I
D
U
A
L
I
Z
E
D
 
I
N
S
T
R
U
C
T
I
O
N
:
T
O
T
A
L
 
S
E
Q
U
E
N
T
I
A
L
 
M
O
V
E
M
E
N
T
 
O
F
 
T
R
A
I
N
E
E
 
T
H
R
O
U
G
H
 
P
R
O
G
R
A
M
 
(
H
Y
P
O
T
H
E
T
I
C
A
L
 
P
L
A
N
)



itloYarlieroMayollOillwrigsMmila.MetefstoffamIeW110.101014.10

1.MM.

YS 20
rant teaching

1 Electives

I

I

Professional education

C3,C4: Clinical learning sequences--tutorial, clinical.
1, 2, through 32: Competency experience units needed for B. A. in education

FIGURE 4 (continued)



11

Following is a breakdown of the model sequence. (Additional explana-
tion may be found in the Final Report.8

1. Academic Sequence--First Activities Series. The arrangement of
this series offers the teacher trainee a continuous content re-
source in the liberal arts, behavioral sciences, and social sci-
ences. With his adviser the trainee will select learning units
in the academic disciplines as a result of personal assessment
and placement tests and /or as a result of needs discovered by
content tasks.

2. Clinical Sequence--Second, Third and Fourth Activities Series.
During the second sequence, the trainee will be scheduled to
observe and participate in the activities of the clinical setting.
Data will be collected about his attitude, interrelationships,
and successes as a tutor. The behavioral data and faculty judg-
ment will form a part of the new basis for full admission into
the training program.

The amount of time devoted to this segment of the program by the train-
ee is in direct relationship to his interest and faculty assessment. For
instance, he could be trained for specific observation skills which would
facilitate data collection to advance the base of knowledge about human be-
havior.

At the end of the trainee's second sequence, he will make application
for a student teaching experience. His entry will be based upon appraisals
made by his adviser and other faculty members.

During the third sequence, the traineee will serve a dual role. He
will be an assistant teacher part of the time and a student teacher part
of the time.

As a student teacher, 100 percent
working with pupils for the purpose of
the competencies. He will function in
ical faculty members.

of the trainee's time will involve
developing his level of mastery in
a team situation supervised by clin-

The trainee, in his role as assistant teacher, will be provided cler-
ical experience, teacher aide experience, and tutoring experience while
rendering valuable service to the clinical team.

This type of experience provides continuous contact with pupils in
both small and large groups and in all phases of an elementary school pro-
gram.

During the fourth sequence, pupil contact will continue. Team member-
ship and each individual role or function will be analyzed. At this stage
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it is safe to assume some trainees will be exhibiting a great deal of com-
petency mastery suggesting some experience in a leadership role of team
or group.

At the internship level of experience, curriculum decisions, communi-
cation with parents, and other responsibilities will be added to his ac-
countability pattern. The internship will continue until the specified
degrees of mastery are achieved.

Cognitive units in liberal arts and education will continue to be
scheduled by the trainee and his adviser until mastery of all required
teaching competencies, in this case 32 units of learning.

In figure 4, notice the variable achievement rates between individual
activity units. This defines the model's criterial nature of achievement:
mastery of a unit of competency instead of the trad4tional time measure-
ment. The trainee advances as soon as he masters one specified learning
unit.

Figure 5 shows the competency-unit experience in detail. Twenty train-
ees all start toward the same specified learning goal, but they use differ-
ent learning techniques and arrive at the goal at different times. Indivi-
dualized instruction can be either independent study or group study.

Summing up the training so far, we have been concerned with adapting
procedures for admission, guidance, and course selection for the individual.
This implies the theme of the Pittsburgh model--individualized instruction.

Individualized instruction, as defined by our model, must satisfy the
following criteria:

1. That trainees are able to proceed toward mastery of the instruc-
tional content at varying rates.

2. Tliat each trainee can make regular progress toward mastery of
the instructional content.

3. That the units of instruction be determined by the competencies.
4. That trainees are involved in learning which is wholly or par-

tially self-directed and self-selected.
5. That trainees are able to play a major role in evaluating the

quality, extent, and rapidity of their progress toward mastery
of successive areas in the program.

6. That materials, techniques of instruction, and classroom setting
(both university classroom and clinical settings) are available
so that instruction can be adapted to the individual needs of the
trainee.

7. That trainees are engaged in the learning process through active
involvement including (1) involvement in selecting particular
units to be studied,(2) involvement with pupils either through
a laboratory or clinical setting, and (3) involvement in the
learning process through such media as video tapes of their own
performance.
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8 trainees recycled to
planning

INDIVIDUALIZED INSTRUCTION COMPETENCY--UNIT EXPERIENCE9

9Ibid., GPO: p. 89; ED: p. 88.

252



Group study, then, does not violate the individualized concept; in
fact, awa7eness of self can be more easily achieved when studied in re-
lationship to others in similar circumstances, competencies better observed
and mastered when working in a group or clinical setting.

RFLATIONSHIP OF PROFESSIONAL COMPONENT TO ACADEMIC COMPONENT

Self-Development and Flexibilityl°

The Pittsburgh model is an effort tc design a program which emphasizes
the human element in learning. Through a careful process of induction,
interaction, and reflection in the admission and guidance components, the
model addresses itself to the humanization of education.

A student can expect to be a partner in determining his movement
through the college program. Peer group interaction, independent study,
small seminar group sessions, and simulated modules of instruction will
supplant large blocks of required courses.

The processes of interaction and reflection will create a greater
awareness of a students' strength and weakness. Possessing this awareness
and the ability to adjust accordingly will help a student develop confi-
dence and self-respect. As the student becomes involved in determining
personal direction, evaluation and assessment will stimulate alternate
routes for overcoming mutually determined weaknesses. No longer will the
students be shackled to predetermined courses and content outlines gen-
erally found in college bulletins. The flexibility of this program will
pe7mit course substitution as well as course elimination. The method of
acquiring needed competencies will be determined by the learning style of
the student.

Mastery and Efficiency

Mastery and efficiency will be serviced if the following essential
aspects are provided for in the program: (1) that trainees are able to
proceed toward mastery of the instructional content at varying rates;
(2) that each trainee can make regular progress toward mastery of the in-
structioual content;(3) that trainees are engaged in the learning process
through active involvement including (1) involvement in selecting partic-
ular units to be studied, (2) involvement with pupils either through a

laboratory or clinical setting, and (3) involvement in the learning pro-
cess through such media as video tapes of their own performance;(4) that
trainees are involved in learning which is self-directed and self-selected;
(5)that trainees are able to play a major role in evaluating the quality,
extent, and rapidity of their progress toward mastery of successive areas
in the program; (6) that materials, techniques of instruction, and class-

room setting (both university classrooms and clinical settings) are avail-

10Ibid., GPO: p. 29; ED: p. 28.
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able so that instruction can be adapted to the individual needs of the
trainee; and(7) that the units of instruction be determined by the com-
petencies rather than by the more traditional academic divisions such as
psychology, sociology, or measurement.

The Pittsburgh model is an attempt to focus on people as well as
content, the learner as well as instruction, and the process as well as the
product.

The five requirements met by this model component are: (1) academic
education, (2) professional education, (3) teacher competencies, (4) a clin-
ical setting, and (5) a guidance component. The model follows a general
plan for preparing a person to participate in activities involving human
behavior. This general plan for self-development includes cognitive input,
affective experience, and field experience sufficient to appraise the train-
ee's personal and professional development.

IMMINN111

Personal and
professional
development

Affective
experiences

Cognitive Field
input experiences

FIGURE 6

GENERAL TRAINING PLAN FOR SELF-DEVELOPMENT

Each component makes a unique contribution to the central theme of
individualized instruction; major elements tend to support and enhance
each other. As a student receives the input provided by the discipline,
the processes treated as academic education are demonstrated. As the
student attends the clinical setting, concepts of self-development and
teamwork are applied. Figure 7 shows this interdisciplinary relationship
of the components and table 1 explains the nature of the contributions of
each component to individualization.

The Liberal Education Required in Teacher Trainingl1

The rationale that support the liberal arts component in the train-
ing of teachers run through the literature in teacher education. A re-

11Southworth, "Educational Specifications," pp. 16-19.
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view of the USOE model teacher education programs reveals many of the same
rationale supporting general education for teacher trainees. These rationale
seem to fall together into three general themes: the humanizing influence
of liberal education, the conceptualizing opportunities provided by the
liberal arts, and the possibilities for learning modes of inquiry and pro-
cesses of learning in the disciplines through the liberal arts.

Amore traditional view of the humanizing influence of the liberal
arts sees the student as less than complete until he has had contact with
a prescribed set of bodies of knowledge. These experiences are to provide
the exposure needed to be broadly educated. Another view of the humaniz-
ing influence of the liberal arts sees in the accumulated experiences of
mankind a source of ideas which can serve as a medium for the development
of a feeling for the humanness of man.12 The liberal arts have the poten-
tial to reveal an "image of man" that provides the necessary schema for
seeing the learner in a way that is consistent with the aims and goals of
the individualization of instruction.13 To see the liberal arts as a power-
ful means for helping the student realize his world in an expanded concep-
tual framework is to recognize the liberal arts for the important profes-
sional training that they are.14 A long standing preoccupation with the
differences between liberal and professional education has failed to pro-
vide the perspective needed to see that broad, generalizable concepts can
be taught best by those who have acquired them for themselves. Individ-
ualizing instruction in the liberal arts should provide maximal conceptual
meaning as the learner more closely confronts the medium of subject matter.
Individualizing the process of concept formation in the liberal arts should
provide a personal and transferable conceptual resource for use by the fu-
ture teacher.15

A major mode for learning is imitation. In their preparation, teach-
ers are taught for years by techniques that are inconsistent with the meth-
ods suggested they employ in their teaching. Through contact with the lib-
eral arts, students can acquire the ability to use the modes of inquiry

12Fred Wilhelms, "Humanization via the Curriculum," Humanizing
Educationl. Yearbook (Washington, D.C.: Association for Supervision and
Curriculum Development, 1967), pp. 27-28.

13James B. MacDonald, "An Image of Man; The Learner Himself,"
Individualized Instruction, Yearbook (Washington, D.C.: Association for
Supervision and Curriculum Development, 1963), p. 29.

14Thomas F. Powell, "Reactions to the Liberal Arts Component," in
"Specifications for a Comprehensive Undergraduate and Inservice Teacher
Education Program, Evaluation of the Final Report" (Syracuse, N.Y.:
Syracuse Univaraity 1968); p, 57. (Mimeo.)

15Michigan State University, Behavioral Science Teacher Education
Program (Washington, D.C.: Government Printing Office, 1967), Vol. 1,
Section 11, p. 34.
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and problemsolving peculiar to the various academic fields. The values
fostered by an individualized program of instruction should be more readily
internalized when the student utilizes his knowledge of the modes of in-
quiry. The field of education has recently acquired some theoretical tools
for building into its programs this personalization, or internalization,
of program values.16

The CornField Model Elementary Teacher Education Program prepared by
the Northwest Regional Laboratory has devoted considerable attention to
the internalization process as it relates to the professional competencies
of that program.17 Through the guidance component of the Pittsburgh model,
the same internalization process could be applied to liberal arts education.
In effect then, the liberal arts become not only a program for learning in-
quiry, but also a process through which inquiry can become valued. -8

Since no,teacher can gain command of more than a small fraction of
existiAg khowledge, even in one area of the liberal arts, the required
knowledge in the arts and sciences should be of the following types to
achieve the purposes of general education stated previously:

Familiarity with subareas of knowledge covered by the field, and
with the general classification schema for ordering knowledge in
the field

Command of key concepts in the field.

Knowledge of the history and development of this field.

Knowledge of major modes of inquiry employed in gaining and apply-
ing knowledge within the field.

Familiarity with major modes of investigation for gaining access to
recorded knowledge of the field.

Knowledge of interdisciplinary relationships.

Knowledge of relevant materials in the field.

16David R. Krathwohl and others, Educationai
Handbook II: Affective Domain (New York: David McKay Company,

1964), p. 29.

17H. Del Schalock, A Competency-Based, Field-Centered, ateas
Approach to Elementary Teacher Education (Washington, D.C.: Government
Printing Office, 1969), pp. 92, ff.

18Southworth, A Model, p. 8.
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INSERVICE COMPONENT

Clinical Settings for Teacher Training
19

Clinical settings for training are required to link pre- and inser-
vice programs for teachers. The clinical setting cannot be established
without a new coalition between colleges, schools, teacher organizations,
and state or federal agencies. The relationship between theory and prac-
tice can achieve some consistency when teacher training coalitions estab-
lish environments for training that truly represent the most explicit
behavior models and techniques desired in pushing teaching to new levels
of performance. Inservice retraining of teachers must become a profes-
sional obligation of the school district, teacher organization, and the
related agencies of government. It must be cast in closer proximity to
solution of problems in education. A clinical setting rust feature ser-
vice to children, training for teachers, and extension of the knowledge
base for teaching. In the case of individualization of instruction, it
must provide a curriculum and materials to support this philosophy of
organization for learning.

The clinical environment20 in teacher education serves three dis-
tinct functions: (1) a service function to the children or youth being
educated, (2)a teaching function for both the students preparing to enter
teaching and experienced teachers in residence for retraining, and (3) a
research function to serve teacher education and the supporting school
districts through directed observations, recorded data about selected hu-
man behavior, controlled development of materials, and deliberate evalua-
tion procedures.

Few adequately developed clinical environments presently exist in
teacher education. Very few feature a thematic approach whereby a uni-
versity and school district, with full support from teacher organizations,
the community, and federal and state agencies, have established an individ-
ualized school setting for teacher training, curriculum refinement, mate-
rials development, systematic behavior analysis, and evaluation.

19IbJd., GPO: pp. 40-41; ED: pp. 39-40.

20Clinical envirkament refers to all of the situations, places or
settings in which a prospective teacher learns about instruction through
teaching children, being taught, simulating teaching, or through carrying
out such instruction-related activities with pupils, parents, or colleagues
as materials development, materials and method testing, conferring about
pupil growth, or curriculum designing, Usually the clinical environment
for this model is a school building, encompassing all of its parts and
facilities. Additional explanation may be found in Ibid., GPO: pp. 41-47
and pp. 58-60 and ED: pp. 39-40 and 57-59.
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The clinical settings need to accommodate all the preservice roles
including observer, tutor, assistant teacher, student teacher, and intern
teacher. Importantly, the inservice dimension of teacher education will
receive greater priority in more visible and carefully established en-
vironments. Experienced teachers will be assigned in residence for vary-
ing periods of time in order to facilitate their training to new tasks or
differentiated roles. University graduate credit or competency experi-

ences would be designed for the clinical setting. A cooperating school
district and the representative teacher organizations will need to agree
upon personnel policies which will permit the reassignment of faculty for
training purposes. Whenever possible, retraining of teachers will be done
in teams. Team training implies experiences which would adequately pre-
pare personnel to function effectively together in differentiated roles.

Tutors, observers, student teachers, and assistant teachers will be
involved in the clinical settings for varying periods dependent upon indi-
vidual progress. Each role should contribute to a professional team serv-
ing children. Consistent models of exemplary behavior, technique, mate-
rials, and evaluation would form the clinical curriculum. The opportuni-
ties to practice would be available throughout an undergraduate program.
Student teachers will participate as team members with different team
members monitoring their performance. Teaching interns could be utilized
in settings outside the clinical buildings only as part of a carefully
designed and balanced program. The traditional (1:1) student teacher-
cooperating teacher model lacks relevance in an era of the differentiated
staff. New teacher candidates will be exposed to many modei,s cif teacher-
learner behavior. The assorted roles of tutor, observer, assistant, stu-
dent, and intern provide more potential for versatility and mastery than
in traditional training settings.

A clinical teaching staff will be cooperatively selected by the school
district and university partners in the teacher education coalition. The

resident staff will be of permanent composition blended with teachers
there for brief tours of assistant teaching as they complete short-course
retraining. Assignment to the resident staff will be recognized monetarily
and designated by teacher education as of prime importance. Tours of three
or more years in the clinical setting will ensure continuity of program.
Whole faculties could be retrained by selective residence within the clin-
ical environment over a period of time. The relevancy of training will
be carefully designed, controlled, and measured in such settings.

The clinical environment of identification represents a major deci-
sion in the implementation of this model.

The nature of the school district, university, teacher organization,
community, and state-federal coalition is based on certain specific factors.
Since an effective clinical setting is so important, arrangements must in-
clude the following points:

1. Demonstration of the philosophic and operational compatibility

among the coalition members.
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2. Agreement between the parties such that the roles are clearly
identified in conjunction with the responsibilities.

3. Evidence from the school district regarding its support of ef-
forts in teacher education, including budgetary commitments,
program developments, and proposed plans.

4. Indication that the teaching faculty has appraised its attitude
toward the development of a clinical setting.

5. Delineation of the manner in which the community has been informed
regarding the concept of a clinical setting in education.

6. Periodic assessment of the operation to include university person-
nel, school district administrators, teachers, students, and par-
ents.

7. Development of communication techniques in order to facilitate
a free-flow of information regarding the operation of the program.

FACULTY REQUIREMENTS AND STAFF UTILIZATION

Faculty Instructional Modes21

A major revision of instructional patterns throughout education has
been overdue. It seems likely that the proposed model will facilitate devel-
oping more effective teaching methods in higher education. In the past,
individualization was treated by most teacher educators at the knowledge
or cognitive level. Many years of discussion about the concept resulted
in few acceptable models. However, the proposed plan for individualiza-
tion at the teacher education level is founded on strategies directed to-
ward student internalization--the major process of the affective domain.22
As internalization develops, the student attends to phenomena, responds to
them, values them, and conceptualizes them. In this manner, he becomes an
advocate of individualization. Thus, while individualization requires
certain teacher knowledge with regard to specifying, appraising, and plan
ning, the operation and implementation of these competencies also relies
heavily on the process of internalization by students. In brief, the stu-
dent must first experience his own learning in an individualized pattern
before he can practice the art. Therefore, the faculty in higher educa-
tion cannot continue using teaching techniques which are inconsistent with
the principles of individualization if the operation and implementation
of this concept is its zeal concern.

The proposed instructional mode for university faculty includes six
process as described in the following and shown in figure 8:

1. Specifying learning goals. The higher education faculty must
specify learning outcomes in terms of manageable and observable behavior to--

2llbid., GPO: pp. 47-49; ED: pp. 46-48.

22Krathwohl, Ea. cit., p. 44.
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FIGURE 8

FACULTY-TRAINEE INSTRUCTIONAL MODE
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2. Assess student achievement of learning goals, which suggests
and indicates various degrees of sophistication regarding the
learning outcomes.

3. Diagnosing learner characteristics is necessary for creating the
most efficient means of mastering the learner outcomes, and- -

4. Planning long-and short-term learning programs with students.
Planning is done cooperatively with the student, utilizing data
from numbers two (2) and three(3).

5. Guiding students with their learning tasks implies aiding the
student in his endeavor to achieve mastery of the learning out-
comes. Help can fall into many categories--material location,
problem identifications, problem clarification, direction, etc.

6, Evaluating the learner is done, naturally, in terms of the spe-
cific learning outcomes previously identified. The results of
the evaluation then determines the new learning outcomes.

Developing the Professional Knowledge Base for Teaching23

If education is to become a science as well as an art, then educators
at all levels must identify new modes of clinical decisionmaking or regu-
larize old ones. In 1969 American education still finds too many beginning
teachers having to rediscover simple truths, to refute a few myths, and re-
mediate the stand-up, talk-at teacher model which dominates most of the
society. The "profession"24 has not evidenced those signs of maturity
which include consistent efforts to (1) identify its knowledge base,(2)
collect data about its techniques and materials,(3) analyze and evaluate
its practices, and(4) systematize its procedures for extending a body of
principles, strategies, and understandings of itself.

In the search for a conceptual framework and for modes of inquiry for
extending the knowledge base, the student will have been provided contact
with the liberal arts and those academic fields, including the behavioral
sciences, which provide the cognitive base for the teaching profession.
The clinical setting provides the context in which the cognitive base can
be applied to the problems and issues arising from instructional decision-
making. To study and receive feedback about instructional decisions, the
practitioner25 must have a supportive clinical team26 consisting of edu-
cators, academicians, and instructional assistants to allow reflection on
the decisionmaking process.

23Southworth, "Educational Specifications," pp. 20-27.

24Professional and profession are enclosed in quotes throughout
to indicate a state of becomingness.

25Practitioner in this sense refers to the classroom teacher or
the teacher education student in the clinical setting, either of which
may be extending their own or the professions's knowledge base.

26For a further definition of the term "clinical team," refer to
Southworth. A Model, p. 100. 263
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As the practitioner selects "concepts, intellectual processes, and the

emotional ingredients27 which reflect an instructional decision, "an oppor-
tunity is provided for the analysis of behavior which will expand the

knowledge base of the teacher. As the educator-researcher-teacher-acade-

mician team oversee this process, new testable theory will be generated

by the decision-treatment-evaluation cycle.28 (See figure 9.) The clin-

ical data generated through this cycle are artifacts in the system, not a

product in any sense. In effect, it instigates and perpetuates the exami-

nation of professional decisionmaking as a rational process. The proce-

dure establishes the hypothetical nature of professional methodology and

involves the practitioner in its evaluation and refinement.

As the practitioner gives evidence of being able to cope with the

decisionmaking process, these successful experiences will provjde feed-

back for beginning the process again. When the practitioner is unable to

cope with the process, it will be necessary to return to the knowledge

base for additional cognitive input or to a guidance function which will

provide the necessary insights to return to the instructional issue or

problem that is unsolved. Translated into action, this means a contin-

uous process of retraining of teachers.

Restructuring the liberal arts component29 should proceed early in

the model implementation. The array of strategies which could be employed

in the restructuring process are unlimited. The authors of this model

place emphasis upon a design that utilizes the criteria which follow: (1)

that both the school of educatica and the academic department involved

in the restructuring recognize the need for program regeneration, (2) that

individualization must be understood and agreed to as the theme permeating

the new organization, (3) that sufficient budget, personnel, and time be

assigned to the restructuring process in order to facilitate the develop-

ment of instructional units and instructional modes needed for this model,

(4) that means of evaluation and feedback be established to ensure continued

relevancy of the program, (5) that the relationship of each academic dis-

cipline to the total program be recognized early in their individual pro-

gram, and (6)that the restructuring process be examined continuously in

order to judge it as a way of establishing the grand design for restruc-

turing the institution.

27Elmer R. Smith, "The Learning Essentials," Teacher Education

(New York: Harper and Row, 1962), p. 68.

28 Michigan State University, op. cit., p. 8, ff.,provides a model

of this cycle and its contribution to the practitioner's and profession's

knowledge base.
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EVALUATION COMPONENT

Evaluationgutions for the Teacher Training Mode131

The teacher education program which has been outlined in the Pitts-
burgh model shall be evaluated for two purposes: (1) to provide informa-
tion for guiding and improving the program as it develops and (2) to pro-
vide a comprehensive assessment of the program. These two aspects of
evaluation are formative and summative evaluation after Scriven's explica-
tion in "Methodology of Evaluation."32

Both formative and summative evaluation require that each dimension
of the individualized teacher education project be assessed. These di-
mensions consist of (1) the aims or criteria of the program, (2) the plan
or procedures for the program, (3) the implementation or operation of the
program, and (4) the end results of the program, i.e., the degree to which
the program permits the achievement of the objectives.

The evaluation of the Pittsburgh model will provide data to answer the
following types of questions relating to an individualized teacher training
program:

1. Are all the competencies needed in teaching clearly stated in terms
of the desired outcomes?

2. Does the list of competencies exhaust all the needed competencies
for the teacher of the future?

3. Are there provisions for the manner in which the students shall
work to develop these competencies: the materials used, the de-
gree of proficiency required for various competencies, the appli-
cation of knowledge, the determinaticn of prerequisite skills
needed for certain competencies, the ordering of competencies,
and the arrangement of the competencies into units of workable
size?

4. How does the plan incorporate the elements of individualization
into the teacher training program so that teachers will be trained
in the same manner that they will eventually instruct children?
In what manner will the trainee diagnosis take place? What type
of testing procedures will be used for this? What provisions will
be made for the use of diagnostic testing procedures in assigning
units of work to the trainees? Is every unit planned with alternate

31southworth, A Model, GPO: pp. 65-69; ED: pp. 64-68.

32Michael Scriven, "The Methodology of Evaluation," Perspectives
of Curriculum Evaluation, Edited by R. E. Stake (Chicago: Rand McNally
and Co., 1967);
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instructional paths, materials, and technology? What provisions

are made for the continuous monitoring and assessment of student
progress?

5. What forms of environments are accessible to the trainees for
individualizing instruction?

6. Is the plan developed in sufficent detail so that it can be im-
plemented?

7. Is the plan appropriate to the characteristics (age, previous
instruction, etc. ) of the trainees?

8. Does the plan account for the variation of events which might
require modification of the plan?

9. Does the theoretical study of professional education and the
academic disciplines blend with application of learning through-
out the entire training program?

Implementation

The way in which the program actually operates must be assessed in
terms of the viability and efficiency with which the plan is followed
and the criteria are met. In asking whether the operation of the plan
fits the plan and stated criteria, the following types of questions need
to be answered in order to establish the strong points of the program
and modify the limitations of the program as it operates:

1. Are the behavioral objectives for competencies stated unambigu-
ously so that professor, trainees, test writers, or curriculum
developers can use them with clarity?

2. Is there empirical evidence that the objectives are in requisite
order?

3. Is there empirical evidence that the objectives are grouped into
units of appropriate size?

4. Are the objectives and units such that there are no gaps?
or overlapping steps in the ordering of the objectives and units?

5. Is there evidence of the validity and reliability of the various
diagnostic tests used in the program? This includes both written
tests and various performanc tests during clinical experiences.

6. How do the procedures for administering tests and scoring pro-
cedures operate?

7. Is there evidence that the tests provide information that the
trainee can use to monitor his own progress?

8. Is there evidence that the materials used are appropriate and
easily accessible to the trainee?

9. To what degree does individualization take place during the pro-
gram? Are there alternate routes or types of instructional ma-
terials, or arrangements by which the trainee can proceed at
variable rates?

10. What type of staff training is required to operationalize the
program?
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Assessment

Finally, the outcomes of the program in terms of trainee performance
will be evaluated to judge the extent to which the teacher training pro-
gram does prepare trainees to effect various competencies required, This
will require data to show:

1. Measures of the trainees' performance in the classroom in the
differentiated teacher roles that they may be expected to under-
take.

2. Measures of the effectiveness of various diagnostic procedures
and materials for improving student performance.

3. Data to show variation in instructional materials and routes.
4. Data to show variation in instructional rates.
5. Followup studies on the work of trainees in teaching once they

have completed the program.

The types of questions listed for the planning, operation, and assess-
ment of the teacher training program can be answered at various points in
time during the program's development in order to improve the program's
operation.

The information also can be combined with all information available
regarding the project for summative evaluation. However, the data will
be gathered by continual monitoring and assessment at all phases of the
program development in order to correct problem areas and to provide a
record of program progress and change. Figure 10 shows this continual
monitoring process operating within the new model.

Through decision analysis, each component is assessed and evaluated,
not only for its own internal consistency, but for its interdisciplinary
relationship to the philosophy of the model itself.

PROGRAM MANAGEMENT

Educational reform of the recent past has been analyzed from at least
two points of view- -as products or as processes. The proposed products
of this model will probably be examined in depth. However, the authors
believe that the procedures by which this model is implemented, i.e., the
process of change, also should be studied.

Much advice is presently available :from those who have encountered
problems in change. In the text, Innovation in Education,33 Matthew Miles
makes the following observation:

33Matthew B. Miles, editor, Innovation in Education (New York:
Teachers College Press, Teachers College, Columbia University, 1964), p. 635.
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Educational innovations are almost never installed on their merits.
Characteristics of the local system, of the innovating person or
group, and of other relevant groups often outweigh the impact of what
the innovation is."

If one abides by this judgment, the Pittsburgh model or any other
design is not likely to be effectively introduced without a substantial
analysis of the present state of affairs. Examination of such functions
are as the communication patterns in a system, and the decisionmaking process
should precede the enactment of elaborate plans of action.

The implementor will establish the structure for all teacher training
components and coordinate the resulting relationships. A system of manage-
ment will evolve as the faculty pilot parts of components and establish
evaluation procedures.

Management34 is identified and defined as a set of functions that is
the necessary support system of the teacher training program. The designers
list the following functions:

1. Planning and development .

2. Financing.
3. Operations maintenance.
4. Information.
5. Communication.
6. Evaluation.
7. Reformulation of program.

The functions of management utilize human energy; time, material,
facilities, and data resources in attempting to achieve the component
objectives which have been clarified in this proposal.

The administration of an individualized teacher training program,
one only reaching 40 percent of total individualization, will demand new
strategies from department chairmen and college faculty. Certainly,the
monopoly of superior management systems in government; indilstry, and the
defense establishment will continue until teacher education personnel be-
gin the interface with the so-called experts.

Any implemention of this model will need research support in the
careful specification of learning goals, task analysis, and systematic
evaluation of the model components. The relationship will not be an easy
one between the research-oriented faculty and the operationally oriented
faculty. It would be safe to state at least three major problems encumber
the dialogue: (1) a common language does not exist,(2) respect between re-
search and teacher education has not developed, and(3) approaches to

270
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thought, process, and problemsolving are not initially compatible or con-
gruent.

When a university decides to implement the University of Pittsburgh
model, a series of events must occur. Table 2 illustrates this process
in 10 steps.35

SUMMARY36

Individualized instruction has been an ageless dream of the schools
of America. The years of effort and dialogue have resulted in very few
plans and operations of this idea which could withstand rigorous examina-
tion. Through the years, this dream has turned into a dilemma as teachers
have been urged by many to individualize programs only to be confronted
with the reality of a training lag, an economic restriction, and an opera-
tional void which exists because so few acceptable models of this concept
are available.

The central theme of the new model for teacher training is individ-
ualized instruction. A general definition of individualization is as
follows: Individualized instruction consists of planning and conducting,
with each pupil, programs of study and day-to-day lessons that are tailor-
made to suit his learning requirements and his characteristics as a learner.
This definition focuses on instructional planning with and for each indi-
vidual student before teaching him, then teaching him according to the
plan. Most educators mistakenly define individualization in terms of the
setting within which learning takes place, limiting it to tutorial instruc-
tion or independent study.

Group teaching can also be a part of individualized programs. When-
ever, at the same time, two or more pupils are ready to study the same
task in a like way through group presentation or discussion, it is proper
for the teacher to assemble and teach them as a group. This is very dif-
ferent from most instruction today where plans are made for the group as
a whole and where instuction pays limited attention to individual differ-
ences among pupils in the group. It has been assumed by the authors of
this proposal that principles of individualized instruction should be
used throughout the educational experience. Thus, while this model is
specifically addressed to the preparation of teachers for levels of instruc-
tion within an elementary school, it is applicable to other levels.

Several chronic problems of education are directly related to the issues

35Southworth, A Model, GPO: pp. 63-65; ED: pp. 62-64.

36Ibid., GPO: pp. 70-72; ED: pp. 69-71.

2140.*,..101.11'*.*1.45110.
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TABLE 2

STEPS TO IMPLEMENTATION
OF THE UNIVERSITY OF PITTSBURGH MODEL

1. Selection of model

2. Faculty, students,and
facilities assessed

3. Resource capabilities

4. Goals of overall program

5. Immediate or

intermediate objectives

6. Acquire new resources

7. Orientation of faculty,
conventional and new
courses, and clinical
settings

8. Recruitment

9. Assessment of resource
and student capability

10. Admission

The institution has decided
to implement the University
of Pittsburgh model.

Capabilities of faculty,
students, and facilities
are assessed with regard
to the model requirements.

Conclusion is reached regarding
capabilities of all resources.

Long-term goals are specified
such that these goals are
consistent with resource
capabilities.

Short-term goals are

specifically identified with
regard to facilities, material
and techniques, management, and
faculty.

Short-term goals are realized
as new resources are acquired.

The system has the capability
to induct students after

faculty orientation has
occurred, courses have been
evaluated and reformed, and
clinical settings have been
identified.

Students are urged to apply
for adnission.

Resources such as faculty,
facility, and material are
availatle. Student
capabilities are also
assessed.

Students are admitted on the
basis of system and student
capability.



of individualized instruction and teacher preparation. Paramount among
these concerns is inservice education. Slowly, we are coming to acknowl-
edge the obsolescence in our skills to individualize instruction. The
programs of the past have been futile. In the future, we will find a
new approach as training, self-development, and self-renewal become
features of the daily operation of the school. This model proposes a
way of preparing new professionals and upgrading the licensed practi-
tioners to individualize instruction.

Individualized instruction is the central theme of the University of
Pittsburgh model. In preparing the plan, we intended to be clear that
while such individualized programs as IPI, PEP, and PLAN have been cited
in the text, the Pittsburgh model is not a teacher training program only
for that form of individualization.

In a general sense, the proposed programis quite similar to many
existing plans. The student will continue in liberal arts study for the
first part of his preparation. The remainder of his program will consist
of several experiences in a school setting.

Major differences exist between conventional teacher education pro-
grams and the proposed model. An illustration of this point would be
the matter of program flexibility--a critically important trait of indi-
vidualized instruction. In the Pittsburgh model, this attribute will
be evident as a student obtains the liberal arts input because instruc-
tional modes will be used which allow for different rates and styles of
learning. Flexibility also will be obvious as students assume more re-
sponsibility for making decisions about their training. Flexibility will
be noted in program planning. No longer will courses be offered with
vague descriptions regarding purpose and goals. Smaller, more precise
units of instruction will be used, and students will have a greater
opportunity to tailor the program according to their needs. This trait
also will be visible during student teaching and interning for these
experiences also will be adjusted to the individual.

Flexibility is a discernible trait of the proposed instructional
mode. Individualized instruction as herein proposed begins with an
appraisal of the learner. Instruction is then adapted to the individual.
Within a reasonably short time, the effectiveness of that treatment is
judged for the purpose of adjusting activities to the learner once more.
This cycle, which is brief, in time, appears as an appropriate plan for
individualizing instruction.

Flexibility is carefully linked to self-development which is another
unique feature of the Pittsburgh model. The adjustments previously cited
in program and instruction enal:10 self-development in a gross manner.
However, underlying this focus is the reasonable assumption that students
will relate to pupils in a more helpful manner if the preparation period
is marked by accepting and helping behavior by the faculty.
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Self-development has another dimension. It will be noticeable in
the prolonged attention to group process in the model. By this technique,
the student will learn how to help others identify personal strengths
and weaknesses. In so doing, students will gain new insights into their
own behavior.

The teacher educators who prepared this model believe that individ-
ualized instruction is a means to a more significant goal. It will be
a useful means only if it helps each child in his quest for identity.
This is an endeavor of the highest priority. It is an endeavor which can-
not rely totally on good equipment and material. It is an endeavor which
progresses on the basis of human relationships. Thus, the teacher, or
the student of teaching, must be prepared to fill this critical role.
This is the contribution of self-development. For as the teacher knows
himself, he will be better equipped to help others know themselves.

Learning in the fashion of the Pittsburgh model also is marked by
the concepts of mastery and efficiency. With regard to mastery, the train-
ee will be expected to demonstrate that learning goals have been met.
Movement to another set of goals will be predicated on previous indications
of mastery. However, mastery will not imply rigid standards of perfor-
mance for all trainees.

Efficiency is related to the flexibility feature. In relation to
efficiency, the program will be adjusted to accommodate individuals in
terms of what they know, how they learn, and what they select to learn.
Thus, a flexible program is essential if learning efficiency is to be
recognized.

Individualized instruction is a demanding pursuit which requires
the talents and support of the entire profession. Unilateral institu-
tional action is unthinkable as a solution to teacher training problems
in America.

Individualization is understood to mean planning with, therefore,
one institution may not prescribe explicitly for another. Each imple-
menting faculty must study and refine components according to the unique
factors integral to its setting.
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WRITERS' CONFERENCE
SECOND-:DAY INTERACTION

BURDIN:

What is your general assessment of all the modeZs?

COOPER:

Probably the greatest across-the-board weakness of all the models is the
[imbalance] of attention [paid to] the preservice [level]. In most
models...it was much easier to specify the prugrams from a preservice
point of view. The inservice [level] was a lot foggier--the situations
presented were unique, and the individuals were varied. It was very
hard to describe in advance an attack on the inservice component That
was my impression.

BURDIN:

Most of the federal programs to-date focus on graduate programs, so
this [the emphasis on preservice education] strikes me as an interesting
departure from the earlier emphasis on graduate schools. Maybe this
[departure] is a good antidote to what some people would say was an over-
focus upon graduate programs.

JOHNSON:
We wanted to do an excellent job, and we started at the beginning. Some
of us in the program that I represent began the professional program
much earlier.

If we are capable--and I think the model will do it--of producing a
better elementary teacher, the bachelor's degree is equivalent to the
master's degree of today. Once we started making specifications which
we called teacher performance behavior, we realized that it [the pro-
fessional programj can't be done in the first two years. You can't do
it all in the first four years.

There's another question, too, in relation to preservice. Specifically,
it is the practicality of the inservice program on a large scale. I'm
particularly thinking of some of the larger institutions. It boggles
the mind to think of a comprehensive inservice program for the graduates
of Michigan State University....The logistics and manpower necessary
seem to be fantastic. I don't know how it could be done on a large-
scale basis.

BURDIN:

What can be expected of the B.A. degree graduate--under present pro-
grams and under the mode is?



HOUSTON:

Isq't our problem here one of definition of what the bachelor's degree
is? For example, Charlie [Johnson] could be including an internship
which might go beyond what you're thinking about, or he might not be
including the internship as part of this transition to teaching.

JOHNSON:

I still think that we can expect a lot more of this graduate at the end
of the equivalent of four years--whatever the time is--than we would
normally expect of one out of the present program, or a lot of effort
has been wasted.

DODL:

I'm going to respond to this thing about finishing the typical bachelor's
degree, also. I think our model is a little different here. We removed
all intern and student teaching experiences from the preservice phase
entirely, which may not be a different kind of venture at some other in-
stitutions, but it was a different one for our particular state and our
particular institution. To the extent that these people will not have
had a continuing kind of inschool experience prior to actually going
out into what we call an inservice kind of relationship, it would be dif-
ferent, and they would not have had some of the experiences they might
have in a traditional program. On the other hand, we fully expect them
to be far better equipped in certain teaching skills....

JOHNSON:

Ours [program] is just the opposite. We can start people right out of
high school as paraprofessionals taking course work concurrently in the
liberal arts. We increased, practically tripled, the amount of time that
they get in laboratory experience. We have increased it in bits and
pieces. All experiences with children go along with instruction, not
just in some long capstone experience. We haven't limited them in terms
of weeks. We say approximately six weeks, or whatever is needed. Some
may need 12 weeks.

PANELIST:

I'm asking out of ignorance, Chuck [Charles Johnson], but can a person test
ahead of these lower level performances of experience?

JOHNSON:

Yes, any time. Everything is on a proficiency module basis. Everything
is preceded by some form of pretest. Now that doesn't mean paper-and-
pencil pretests always. It can be a performance scale. In other words,
you can chop your way right through until you find you can't perform and
need the experience to perform. And that's where you begin.

SCHALOCK:
One of the inconsistencies that hangs me up in this whole discussion is
hearing you say what you just said, and yet your earlier comments were
all linked to degree programs. We just had to resolve that kind of
incongruity, and we did it in a simple-minded kind of way. That way is
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simply to unhinge, unlink preparation from degree programs. Degree pro-
grams are institutional issues. They don't necessarily have anything to do
with the ability to teach. In the Northwest model if you meet the criteria,
you are able to move into a real live classroom situation with supervision
by the time you are a freshman. Or you may stay either in the laboratory
or on the faculty for eight years.

We found that a lot of the specifications that we developed for preservice
also apply to inservice, mainly because teachers just haven't had this kind
ci experience. The fact that this is true doesn't mean that they go through
the same type of program.

BURDIN:

How realistic are the models' emphasis on inservice programs?

COOPER:
How realistic is it that the institutions are going to provide inservice
training for the graduates of their programs that are within a particular
geographic area? How realistic is it that you are going to have the fac-
ult!? That you are going to have the personnel to provide a meaningful
inservice program for the graduates of your programs? This is what I saw
as the major weakness [of the models], almost universally. There wasn't
this emphasis, which then led me to think that perhaps this was an unreal-
istic expectation on the part of the U.S. Office of Education. The speci-
fications were really designed for preservice and inservice. We've talked
about specifications, the follow-up graduates, and what kind of training
for inservice. But do we have the personnel for follow-through? Can

we do it?

JOHNSON:
Feasibility is what we want to look into. This whole thing has moved us
much closer to providing these kinds of inservice experiences. I know on

our part it has forced us to come to grips with creating living new insti-
tutions, and really a new institution, when you come right down to it, of
trainers, of teachers--people out in the field who become a major part of
the training institution....

BURDIN:

How should a relevant inservice program be envisioned?

SCHALOCK:
One of the things the Pittsburgh model speaks to has a lot of relevance.
That is, if you try to forecast what the world of education is going to
look like out there--in another five, 10, 20 years--one forecast is...
that there are going to be pretty comprehensive instructional systems to
be managed by teachers. Now, if that is right, inservice education takes
on one whale of a different kind of connotation than going out teaching
them about Flanders interaction system. The whole design of an inservice
teacher education program is going to have to build around training re-
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lative to the demands of specific sets of instructional operations....In-
dividually Prescribed Instruction [IPI] is the kind of prototype I'm think-
ing of. You don't just bring people in, give them two weeks of training
in that thing and say, "Go home and do." It's not that way. There really
is need for a long-term, on-site supervisory type of linking.

It's more than just the old notion of the supervisor, where you squint
over somebody's shoulder and watch him function. Rather, the role of that
instructional agent will be as precise and demanding, both in terms of
instruction and assessment, as will be the requirements in the preservice
program. To prepare those people in the schools to assume that kind of
instructional function is equivalent in scope, mass, and complexity to the
preservice program. Secondly, once you get those people who are competent,
and you have that kind of mechanism and organizat!on built into public
schools, then the public schools are pretty well equipped to handle the in-
servicE program themselves. They'll do their own training. I think that's
the way it's going to go. I just don't think that the magnanimity of uni-
versities is such, nor the resource space such, that they're going to attend
to that stuff. I'm not even sure the political structure in colleges and
public schools would let them anyway.

BURDIN:

What new arrangements are needed for functional preservice and inservice
progrrms?

SOUTHWORTH:

...I think we're talking about either new agencies or new coalitions which
are going to have to link with universities differently than before.
People can't come back to the school at night to take three credits or go
back to summer school for six credits. I think what we're talking about
is creating new kinds of environmental settings where preservice and in-
service goes on the year 'round. I think we're making a drastic mistake
if we don't take the teacher organizations and administrative organizations
along with us in this. It's got to become a professional base rather than
somebody doing a service for somebody else in a producer-consumer relation-
ship. I think we'll probably address ourselves more directly to the kind
of coalition that is needed to support preservice and inservice without
lengthy elaboration of different sets of competencies that might be needed.

However, if we go into individualization, this means massive retrairthg of
people, even to support team teaching and ungradedness. W.1 still don't
see enough examples of things being done well. I think it can't be done
on the college campus, and it's not going to be done in the laboratory
school. We're talking about a new kind of coalition which creates new
kinds of settings which have preservice and inservice capabilities.
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WEBER:

In the writing of our phase II proposal, we envisioned protocooperation.
We've pretty much said that the task of educating teachers at the preser-
vice and inservice levels is more than a joining of simply a college or
university. And this is why we've heavily involved public schools, re-
gional educational laboratories, and educational industries in this kind
of venture. I think this is the kind of agency that is going to be pri-
marily concerned with the inservice program. It's more than a person
running back to campus for three credits on Tuesday afternoon at 4
o'clock.

BURDIN:

In what way does the profession certify proficiency as teachers? How are
preservice and inservice programs reZated to certification?

JOHNSON:

I don't think we can just throw certification out. Somebody's going to
have to, for several years to come, declare when a person is ready for
whatever level of service in education he is p3raprofessional, general
professional, or specialist level. Our thinking has been that this would
be a cooperative endeavor, and it still could rest officially in the state
departments of education. We set up reciprocal commitments with them and
with the university. They are not going to throw bachelor's, associate's
or master's degrees away, but we find they are very ready to listen. The
president of the university, vice-president in charge of instruction, and
board of regents are very happy and pleased to say, "Surely, it is possible
to determine the proficiency equivalent to any course in the university
system. We will help you define what makes a person who has the equivalent
of the associate's degree. If you can give us that person, and he can
show those proficiencies, we will give him that degree." The same thing
goes for the bachelor's degree. And the master's degree sort of falls in
between. We have not decided what to do with that for we felt a need for
a higher level than what in the past has been the master's degree....We've
also felt that you have to have scholarships. We coped with this by talk-
ing with people on campus. They said that you can't award scholarships on
the basis of grades if you aren't going to give them grades. But it could
be done on the basis of their achievement and their rate of progress. In
this way, the ones who move the most rapidly are the most capable, and we
might possibly see a way of putting our scholarships into their hands.

For the first time, no one can accuse teacher education of not having a
substantive, substanLI:Al content. I think these projects, more than any-
thing I've seen anywhere, bring out the substantive content. But I don't
think we've addressed the whole problem of inservice training. I feel
very emphatically that the inservice component belonged in the specifica-
tions, and it was not the function of the people who wrote the specifica-
tions to spell out how the people would deal with that particular speci-
fication.
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BURDIN:

What are some aspects of proficiency to which preparation must be ad-
dressed?

SCHALOCK:

Each decision point of a teacher's day has a bunch of variables mixed up
in it. Some of the variables are what outcomes he's working for with what
kind of kid--and that means learning style, background information, and
all the rest--and in what kind of a context. His decision always has to
take those three points of reference so that he selects out instructional
strategy and the content to link onto that strategy to make a difference.
Now, the thing that really hangs me up is that those three things keep
shifting on him all the time he's moving around the classroom. He's got
30, 40 little heads that look different. More than that, the instructional
materials that he has available to make choices from are always changing.
As you move through time, the objectives change, and the kids change, and
all the rest. The thing that puzzles me is what to give the teacher to
let him hang onto or to let him utilize functionally in that decisionmaking
context? There should be some kind of decisionmaking principles some place
in the world which speak to those linkages.

If you speak of competence as knowing what kids are like, independently,
what classes of outcomes to work toward, independently, and what instruc-
tional strategies are, independently, then you're not talking about com-
petence. That's merely mastery of subject matter. Competency to me, def-
initionally and operationally, is being able to make the mix of those
things at key decision points and to function in a given way that's appro-
priate to the mix.

HOUSTON:

We know very little about learning, or what improves learning. What can
the teacher do to improve learning? What can a teacher education program
do to help a teacher to be able to help a youngster to learn? This is a
very complex arena.

SCHALOCK:

I don't deny that. I understand all that. Ilut I have one simple problem.
The effectiveness of a teacher, at least on one major dimension, depends
on wiiether, or not he brings about whac he intends to bring about in kids.
Are his treatment conditions effective? Does he do what he says he's
going to do? Now, I don't care how much a doctor knows about how my blood
system works. The question is: When that starts to foul up, does he be-
have in ways that unfouls if? Or when I get pneumonia, does he give me
the right pill? The question is: Is the treatment effective? The issue
that I think we are moving towards is: Can teachers behave effectively?
Can they bring about the outcomes that are supposed to come about? My
only argument is that if you give a physician knowledge about a six-month
exposure to five different drugs, and you make no linkage between the
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drugs and that which they are related to--in terms of what they will bring
about--then I don't have any confidence in that physician's ability using
wisely drug "A" to treat circumstance "X." You see physicians dip into
large jars of pills, and if that jar doesn't work, fine, he'll dip into the
next one. I don't have much confidence in him.

And that's my anxiety about teachers. We teach them about Flanders, we
teach them about children, and we sort of never make the linkage between
all that stuff. We say, "Go make the mix; go try it out." Either you'll
find out whether you're successful, or we'll tell you if you are success-
ful, or maybe nobody ever cares. Kids are just going to go on anyhow.
That's my anxiety. What does it mean to us?

JOHNSON:

I think you said that what we've done in preparing these performance spe-
cifications or behavioral objectives is that we haven't gone for enough.
I think what you're asking for is something more than we have. I don't
see anything wrong with the substitute of declarations that we have. But
I do see this as a problem. One way that many of us have talked about it
has been in terms of a longitudinal follow-up--where we see the teacher in
practice on the job--and we evaluate the total operation of teaching.

SCHALOCK:

The words sound good, but "total operation?" What does it mean? For in-
stance, we look at the children in the classroom. This has got to be a
part of the long-term follow-up.

WEBER:

I presently have the situation in which some of the teachers of the tra-
ditional programs are successful, effective teachers, and some of them are
not. So how do you begin to diagnose your programs in terms of what it is
they can and cannot do? I hear you asking for something different than
simply sharpening up behavioral objectives. I hear you saying: Let's
not forget that when we're talking about behavioral objectives, we have to
look at kids. Let's look at them within the context of the situation, the
content, the social milieu, and all the variables.

It might be a better measure of successfulness than of effectiveness.

SCHALOCK:

I've come to believe, in a nutshell, that whereas the cultural anthropolo-
gist made us terribly aware of something called cultural relativity, I'm
now coming to understand in my own head that you can only look at teacher's
effectiveness in terms of contextual relevance. That is a terribly complex
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piece of world out there, But a decision at a point in tine is only the
appropriate decision relative to the mix that the teacher's in. And that's
a complex mix. Now, to me that doesn't mean you get squishy-squashy about
the criterion's effectiveness. You don't have to do that. It's just that
you have criteria of judging effectiveness that are appropriate to the
context. You have an infinite array of contexts, so it gets kind of tough.
Still, reasonable criteria for judging effectiveness just must be contex-
tually defined. Otherwise, I think we're whipped.

FATTU:

We'll never get precise precision, but we can become more precise than we
are now. You want to play God, really, the way you were mentioning that
you want to do everything for everybody. You want to be able to predict
not only what the immediate consequences will be, but also their long-term
implications. A realistic professional point of view would be to deal
with the situation at the present time in the fashion that would be most
effective. The procedure should be plain and effective and not try to
cover everything in the life span of that individual and say, "Now, this
event is going to have implications in 20 years and then in 30 years and
so on." That's completely unrealistic. What you have to do is to focus
on a few things, and this is one of the virtues of the proposals. I'd like
to see that focus developed in greater depth and spelled out at greater
length. I thinkyourqualifications are useful, but they seem to me to be-
long, in many cases, in the realm of theology rather than in the realm of
science.

SCHALOCK:

In a way I think Nick [Fattu] is way off base.

ENGBRETSON:

I don't understand what Nick is saying. We've had 40 years of research as
to what's going on in the classroom, and we don't really know, and we know
we don't know. Nick is saying let's take what we now know and apply it and
eventually develop increasing proficiency

FATTU:

All I was saying was, concentrate on a 1...ew things that you can do well,
for example, behavioral outcomes and learning. I think you can define the
learning outcomes that could be reasonably expected from a set of activi-
ties, both in the short-term and long-term. You :-.an proceed to assess the
extent to which this has been attained. According to Del's [Schalock]
conceptualization, I would see this as irrelevant because he would be in-
terested in all the contextual variations even in terms of what will these
people do 20 years hence. Will they riot? Will they undertake a complete
revolution? I'm merely trying to interpret what Bill [Engbretsoa] was say-
ing. It seems to me the path is pretty clear there. You focus a few
things that you can do, and you do them much better and conceptualize them
more clearly.
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JOHNSON:

...If these objectives aren't producing effects on kids that are desirable,
then there's something wrong with these objectives. It's just as simple as
that. I would say that we could begin to get data immediately when we see
these youngsters in the classrooms. And that's one reason I think it's
essential that we have early opportunity for these teachers in preparation
to be working with children and to be observed in their operation. We can
look right back, and we can tell almost immediately. Again, speaking of
a specific model that is broken up into blocks--in the second block, out
of about 20 blocks of operations, they begin working in a classroom situa-
tion to be observed to see what they learned in the first block. And at
that point you can revise the first block.

BURDIN:

How are behavioral objectives established?

JOHNSON:

...We went to every department. Each department had to come up with a
group of objectives, for instance, those who are working on math education.
We had quite a time with the math education faculty because it didn't want
to work from the standpoint of the functional use of numbers in society. It
calls that social science, the telling of time, and so on, that kind of
stuff. We had a little go-round. In reading, we found conflicts, but the
faculty finally come up with some objectives. Again, these were not speci-
fic enough for us, but it was the best we could do in eight months of oper-
ation--to get them down on paper and say that they needed refinement. In
our plans for implementation these objectiver, are going to go right straight
back to the original groups to be reworked. But if you'll look in our pro-
cedures part, you see a flow diagram of operation.

BURDIN:

To what extent can you specify teacher behaviors based upon presumed accom-
plishments of children and youth without destroying the uniqueness of the
teacher? To what extent is the effectiveness of the teacher a consequence
of what he or she is rather than what he or she does? I'm thinking of
Combs' concept that the effectiveness of the teacher is the consequence
of what the teacher is rather than what he does. Are we going almost to
the point of precision with regard to the uniqueness of the teacher? As
I look at all your characteristics, I'm trying to see how you maintain the
uniqueness of the teacher based upon his perceptions and all sorts of fac-
tors, and at the same time, help the teacher exercise his uniqueness with-
in these broader frameworks. In other words, how do you relate the teach-
er's uniquenese to the models' prescribed proficiences?
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SCHALOCK:

It depends on how you want to conceptualize that. It's not a simple an-
swer. I'll give you the model we finally had to solve. If you look at
teacher behavior, sort of in the center of things, and the mix that he's
in as anobjective he's working for, and the materials he's got to use and
rely upon, and the learner characteristics (how old, how bright, what
background, etc.), and then the setting (big groups, small groups, etc.)- -
that's the mix of things he's got to work with. Where does he as a
person come in? Well, this little line could be the line intersecting all
these things; he is a screen. He as a person provides the screen between.
He gives the interpretation of those learner characteristics which may or
may not be congruent with somebody else's perception. He also does the
screening both in selection of objectives as well as how he interprets them.
So personality wise he is a screen between all kinds of mixes. I get fuzzy
when you get much past that because he still has to behave. His behavior
is a junction of these variables out there, and they are interpreted by his
own particular set of screens.

Now, it is even further complicated because the kid is also a screen in the
middle. The kid perceives these objectives. He perceives the setting.
He perceives his own characteristics. Somehow, those things have to in-
teract in the while mom. On the one hand, if you want to do serious study
of the whole business of the relationship between teacher performance and
learner outcomes, you can sort of hold out, a* one level, the teacher as
a person. It is true he has made choices as what contexts he is in,
what objectives he's going to sort out, which kids he attends to--all that
kind of stuff. But that doesn't prevent you from asklag what the relation-
ship is between his behavior and those outcomes. You can turn the
thing around if you want to and ask, "Given the teacher with this kind of
characteristics, how does he perceive that situation?" You can make the
focus on either end. Does that make sense?

JOHNSON:

I think people are likely to accuse the models though as being sterile in
this concern, especially those people who give a quick reading or hearing
about what we're doing. They're very likely to say, "Well, you're taking
all the human qualities away from the teacher, and you're using machines
and making teachers into machines." We're not intending to do it, and I
don't think there's one of us here who has put anything like that in.
As I read them, people are likely to do the same thing as they've done to
IPI, you know. You get this all the time. It's well worth our saying
here, going on record, that there was no intent to do anything but in-
crease the effectiveness of the teacher from a human interrelation, inter-
action standpoint.
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COOPER:

I get hung up on this kind of discussion, too, because I think it has to
he separated into what Philip Jackson calls the preactive stage of teaching
vs. the active stage of teaching. I become more and more convinced that
the deliberate decisionmaking process occurs so often in this preactive
stage where there is time to ,kink out, to plot strategies, to diagnose,
to think about how you're going to treat this particular individual, and
to decide what you're going to do with him. We're trying to build up a
repertoire of skills, techniques, aad various other things on the part of
the teacher. But in the active or the interactive stage where the teacher
is interacting with the students in the class, it's really a response.
There's not enough time to think about these things.

I think the teacher does a lot of things unconsciously. He reacts in cer-
tain ways. A deliberate decisionmaking process isn't as valid or appro-
priate in that circumstance as in the preactive stage. Let me give aa il-
lustration. At Stanford we were very concerned with the technical skills
of teaching in the microteaching situation. We developed a number of dif-
ferent skills. And the rationale, as it was being developed, was that
what we were duing was providing the teacher with a repertoire of skills
which the teacher could then call upon as he saw fit, depending on the cir-
cumstances, what the needs of the students were, what his objectives were--
asking probing questions, higher order questions, reinforcement techniques,
use of style, stimulating during the stimulus situation--as if this were a
deliberate thought process on the teacher's part. I thought this way for
a good while. Then I begin to think that the only way these skills were
going to be truly effective was if the teacher had practiced them often
enough so that he responded a certain way spontaneously, that when some-
thing happened he responded a certain way because he realized spontaneously
that this was what was necessary. He didn't go through it by thinking,
"The kid is doing this let's see, I should probably ask him a probing
question at this point, and I want to reinforce that behavior because I
think it will probably increase. " The teacher doesn't go through this kind
of a thought process. It is an interacting-reacting kind of process. I
think as far as those kinds of technical skills are concerned--and I hold
this out as a hypothesis--that only by practicing them to a great extent
would you no longer have to think about asking probing questions. The sit-
uation occurs, and it triggers off your asking that kind of a question, or
you reinforce the student. Only after practicing enough times will the
teacher acquire behavior on a subconscious level where he reacts automati-
cally because he recognizes that a situation exists where a certain kind
of reaction is necessary. So I make that decisionmaking process which I
think occurs on the preactive stage. On the active stage there isn't time
for it. If you give the teacher enough circumstances in which he has ac-
quired the skill, where he doesn't have to think about what he is going
to do, such that these things are part of him, then he will exhibit these
skills. But if he hasn't acquired these skills so that they are really
a part of him, part of his "natural" style, then he won't display these
skills.
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SCHALOCK:
I want to add a footnote to the question on teacher personality and take
a slightly different tact. We were pretty concerned about this business of
personalizing or individualizing or a least making what happens in teacher
education programs relevant to the people who are going through them.
Since writing that, we pushed it a lot further and have come to a position
which teachers and college people and students find comfortable. To max-
imize operationally this kind of personal relevance means that there
has to be an opportunity for the students in the program. Secondly, there
Caviously needs to be opportunity within limits, at least, for students to
negotiate that which they will take in the program. Now that they just
aren't going to learn those 19,000 objectives, they have to have a chance
to negotiate what's relevant to them in terms of where they're headed.
Thirdly, we are committed to the belief that they also have to negotiate
the context in which they are going to demonstrate competence. They're
going to say, "I'll show you this competence with inner-city kids who are
7-years-old in this kind of context." Now, at first, it's just show it to
me generally. They've got to negotiate the context to demonstrate their
competence. Lastly, they even have to negotiate the indicators that they're
willing to buy as evidence of their competence. It isn't a negotiated pro-
cess, but we're saying, "If you want to maximize the relevance of the whole
business to the people going through it, you just have to let them make
known that which makes sense to them on all these dimensions. So to us op-
erationally this is what personalization is starting to mean. All this is
backed up against a real major thrust to do two things: to give them some
kind of insights of themselves as people against which to make these other
judgments meaningful and to make a real, concerted effort to let
them put together a teaching style that is idiosyncratic, but sufficiently
internalized....That whole list of things is our operational definition of
what it means to personalize or individualize a program. Without any of
those, everything becomes kind of meaningless, just a bunch of words.

ENGBRETSON:

Responding to what teachers do reflexively in terms of what your're dis-
cussing-- -tying it back to what we said before--doesn't really lead to a
reaction sort of teaching and an action teaching.

SCHALOCK:
Actually, it is a circular process that goes all the way through the inser-
vice program. What you're really saying is that in analysis you destroy
the duality of the flux, but what he's doing is making an analysis of the
project. They really are of a piece. It could be just a time-line, time-
dimension consciousness factor, too. You might go through the same deci-
sionmaking process that isn't necessarily fully conscious and the time di-
mension is split-second.
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It isn't consciousness in what you do, but in what you have internalized.
That is the word I was missing when I was talking before. It is really
what kinds of behaviors you have internalized, the kinds of response. If

you internalize many more types of behaviors, then your flexibility as a

teacher has increased. You're going to be able to respond to different
situations which are of a wider repertoire.

BURDIN:
Now that the models are completed, where do we go next?

SCHALOCK:
I really view the models personally as means to ends and not as ends. In

a sense they are temporary ends in themselves. But the real value, I firm-
ly believe, is that they are means to many alternatives.

SOUTHWORTH:
One of the agreements that we came to in visitations from the USOE was
that we would try to work separately in the first round. But I was encour-
aged that there would be some inner relationships between the model build-
ers so that we could speed up the process and accelerate the ideas-exchange

across America. A number of things that USOE and ERIC are stimulating is
the dissemination of these as baseline ideas from which we must go on and
build teacher education changes of the '70's. But to let the eight, or

how many ever are funded in this next round [phase II], work in isolation
again for another seven or eight months is losing valuable time. This has

got to go on immediately. We've got to start helping others in regions to
begin thinking. There are a lot of people ready, but they don't think they
want to make the plunge, or they don't think they've got the capability to
make the kind of link that Cleveland State and Pitt have made in the last
few months. I think this linkage is healthy because we can grow together.
We're going to go on whether the U.S. Office funds us or not because we're
equally committed to trying to come up with some new patterns of working
with teacher education in two major middle -size cities in the next few

years. So I think we have to break out of the isolation pattern that we've
functioned with before, and that we have to have some exchanges back and
forth.

Other schools asked about our [Pittsburgh] program, also. Some even had

some faculty members who wanted to come to work with us.
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I think to really move ahead in any way, we're going to have to involve
the publishing and the educational medial industry and so forth, and I
think that presently many agencies are a little reluctant to go ahead with
developing materials and related content because of the various restric-
tions they have on copyrights and so forth, in connection with the USOE.
There's a qustion about salability and the copyright holdings, etc., of
materials that would be developed out of these specifications. Our model,
and I think this should be true of all of them, could not be implemented
very effectively unless quite an amount of new materials is developed.

BURDIN:

What are the long-range implications of the models?

SCHALOCK:

I'd like to propose that...we convene a seminar which would focus on papers
by members of this group to explore the long-range conceptual, theoretical,
methodological, practical implications of all these features. The product
would be threefold: (1) there would be a publication coming out of that,
(2) there would be the growth and understanding of us from the interaction,
and (3) if we structured it right, there could be a major treatment within
the production projections for the discipline. What are some of the next
steps, and what are some vehicles and means, or what have you to come up
with next? There is a concern about the growth of knowledge from here on,
you know. This could be done for a minimal amount of money--a $10,000 con-
tract could handle that, and out of it comes a major publication that ex-
tends the models. It pools our wisdom and our understanding at this point
in time and pushes us to extrapolate and go on.

The importance and timeliness of that conference would be appropriate for
early '70. We're going to have to do a lot of digging and a lot of talk-
ing in the next few months, funded or not. The appropriate time would be
January or February 1970. These teams are going to continue functioning,
and we're going to be getting at some of these nitty-gritty issues.

I think that delving into the feasibility of the models pressed all of us
into some very deep thinking.

ENGBRETSON:

I think there is an argument here for the establishment of a kind of a
Brookhaven laboratory in the business of studying the teacher. That's one
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point we talked about this noon. The other one was the need for the
development of teacher protocol materials on a national base. If you re-
move the commonalities of these nine models, the descriptions of the be-
havioral tasks, and so forth, you can find something that would lead you
to the conclusion that teacher education materials have to be developed.
It seems to me rather redundant to develop them by publication houses in
New York or Chicago, or to have some place to prepare a new book on teach-
er education or to have 10 or 15 or 20 institutions each prepare materials.
We've been doing this kind of thing for 10 years now with videotape record-
ings, but nobody's really brought them together, critically analyzed them
from a variety of bases, and developed some kind of rationale for saying,
"This does this kind of thing," and then actually testing it out in a sci-
entific manner in different settings in elementary teacher preparation a-
round the country. So I think there is a massive call for development of
materials for teacher preparation programs. We tried, and Smith, and oth-
ers, I think, did an excellent job in Teachers for the Real World. We tried
to make a case for one kind of rationale and for one kind of proposal for,
the preparation of learning materials for teacher education.

BURDIN:

What information is needed in the models?

FATTU:
It seems to me the ERIC Clearinghouse could serve a very useful function
in this respect by getting all the materials that are available in the di-
mension of the nine plans and having these in a form that could be given to
people who exhibit an interest. Because, first of all, you can't study a
plan if you don't have any information, and there is, of course, the docu-
ment itself and all these other. documents that we should produce. There
are documents that each institution has produced in order to disseminate
the messages that it had to its clientele.

It seems to me the proper repository for these would be right here with
ERIC. Inquiries should be addressed to individual model builders for a

model, or for some phase of a model that he was particularly interested in
pursuing. The general over-all study would begin by knowing what materials
are available, what related materials are available. This, I think, the peo-
ple who developed the models in the first place could supply.

In addition to that, it would seem to me, there are some people who went
ahead to build models on their own, I can think of two conspicuous examples.
Certainly, models are not limited to the nine that are in this series. And
those, too, that is the new models, might also be part of the ERIC repository.
There ought to be a source where people can turn and say, "This is where I
can find out what is most nearly current in this particular field at this
time." The other thing is, of course, speaking from experience, that the
documents themselves take considerable effort and time'unless you have a
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formal organization. You don't go through that very easily. I presume
that the System Development Corporation will try to address itself in its
summary materials to the problem I'm raising now. How do you inform peo-
ple in the field in general about these developments in more than a super-
ficial way, in a way that is understandable to them, and in a way that, I
would hope, would arouse their curiosity and make them want to go deeper
into these developments. So, I think, the function of stimulating interest
might be another kind of effort that might be a part of ERIC.

BURDIN:

What conditions are needed to create institutional change?

SCHALOCK:

Joel [Burdin], you asked what are the principles. I can't make these prin-
ciples. I can sort of have an intuitive feeling for the necessary condi-
tions, and they're sort of mundane. One simple condition is that the peo-
ple who sit down to work on these things together somehow have to have a
reason for being there. You know that's a people kind of comment. But peo-
ple really have to want to be there for some reason. Another necessary
condition is that I think that somebody has to be there who can help with
the information-giving or interpreting business. Another necessary condi-
tion is that sometime very quickly some kind of leadership has got to e-
merge. And by that I mean somebody who can do two kinds of things: one,
keep the whole business moving on a task-oriented line and that means writ-
ing things, bringing comments back to the issue, and God knows what else;
and secondly, the leadership being sensitive to the political realities and
feeling realities involved.

There is another kind of necessary condition that sort of happens to be a-
round, I think. All of these models call for allegiance with many insti-
tutions.

Those necessary conditions are there. I don't know what the mix is going
to be, but with any less than those four, it's not going to get very far.
With those four you can move a long way. They are simple kinds of neces-
sary things. There is one other thing that they should not do. I have
found a few situations where the dean or the president assigns someone to
look into it, and the person isn't terribly enthusiastic about having much
change of program. In other words, putting it positively, only people who
enthusiastically endorse the notion of improvement and change should be
selected from these institutions to participate. You get somebody who says,
"Well, I've got to do it, will you please send me a copy." You might as
well save your postage.
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JOHNSON:
I'm saying that it [making these models operative] doesn't look as dismal

to me. I'm still optimistic that we can do it. I don't want to get discour-

aged about i t.... I would like to attempt it, you see, now that we're getting

into feasibility study. But when you tak_ the components,...there's a cer-

tain basic chassis here that is essential to make the vehicle run, and it

would seem as if we are adding things to it. There are certain essentials

that have to be there to keep it going, and there are some extras on top of

it. When we start feeding this cost data into the machine, and we start

pushing other buttons and ask, "Well, if we leave out so-and-so, what would

it be in sustained operation? If we leave out this, what would it be? If

we increase our number of students, we include more institutions?" I think

we might came out with some answers on that where we wouldn't be as--in

other words, I don't like the discouraging tone that this isn't feasible un-

til we've studied whether it is or not.

It's going to cost a lot to develop and implement. Now, we were talking

about sustained operation There's another aspect of the models though,

I think--that these institutions can benefit from a lot of the principles

that went into some of the development. To give a specific example, some

of the model builders thought there would be alternative instruction routes

for the achievement of some of these specifications. Some of these behav-

ioral objectives ol'erate under that kind of principle. This opens up a lot

of possibilities in terms of individualized instruction....You also run in-

to the problem of many specifications. The specific things in these models

would be developed by unique individuals with certain kinds of capabilities.

You're not going to find all these unique individuals with unique capabi-

lities in institutions. You've got a problem as to whether or not the spe-

cific kind of instructional content being specified in these models is going

to be available. Are you going to have the manpower, the resources with

this capability to do this? It may be that you will have to substitute oth-

er kinds of things. Yoa may be limited in terms of what you hays on your

faculty.

BURDIN:
What would you see institutions doing in terms of study, adaptation, and adop-

tion? Are you talking shout a year or five years or 10 years?

JOHNSON:
Oh, no, I don't think it's that long-range. You kncw, I think a year's fine

for going through the models and seeing what aspects of them are applicable.

They [institutions] know what their capabilities are, they know what their

faculties are, what their resources are. And I think they can put together

elements of this. Maybe we neee to break down aspects of the program that

we think they could take on, that might be applicable. That gets into
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problem two. Most of the models were developed on the systems approach.

One aspect cannot be pulled out without affecting the entire system.

As long as you maintain the notion though that the models are heuristic

and that adoption is probably not in order in most instances, we can think

a great benefit is going to come from them. One other thing: I would ad-

vise starting with a freshman class and not instituting the whole program,

the whole four-year program. Complete the cycle of your sophomore and

junior and senior classes under the old program. You have to begin with

a group that is interested in implementing this within the college. It

may be a very small group that is interested in some of the aspects of all

nine models. The alert administrator will take advantage of those inter-

ests, try to cultivate them, and make the materials available to them.
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ABOUT THE INDEX

Each important word and idea on each page of this Guide is found in the

index. Those using the index will thus uncover references ranging in length

from one word to paragraphs or pages. The word-by-word indexing was done

because the purpose of this publication (and hence the purpose of this index) is

to guide the user to the more complete discussions in the Final Reports of

the models. In other words, one word on one page of this report is often

only an indicator of an explanation found in a Final Report. Once the user

locates the section in which the word or idea appears in this report, he can

turn to the same section in a Final Report for more complete information.
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Classroom Questions: What Kinds?, 143, 157 (TC)

Classroom Teachers. See Inservice Teachers

Clinical Aspects of Teaching, 113, 114, 139, 145, 150 (TC)

Clinical Approach [Clinical Behavior, Inquiry Approach, and Remedial Clinic],
27, 28, 29, 30, 31, 32, 34, 35, 38, 41, 42, 43, 45, 46 (MS); 163, 174, 175,
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Clinical Teachers, 97 (S)

Clinical Team, 263 (P)

Clinic-School Network, 45, 46, 47 (MS); 238 (P)
See also Inquiry School, Portal School, and Teaching Centers

Closure, 224 (M)

Clustering, 46 (MS)

Coding System, 10 (F)

Cognitive Domain, 33, 43 (MS); 113, 120-121, 153 (TC); 163, 166, 167, 168,
182 (G); 224 (M); 239, 251, 254, 256, 261, 263, 264 (P)
See also "Concept Attainment" Model

Coleman, James, 130, 134, 157 (TC)

College and University Personnel, 202, 203, 204, 205 (T)
See also Faculty and Program Administrators

College of Education, 14 (F); 203 (T); 221, 226 (M); 264 (P)
See also Dean, College of Education

College-Community-School Cooperation. See College-Community-School Relation-
ships

College-Community-School Relationships [College-Community-School Cooperation
and College-Community-School Responsibilities], 12, 15, 16-17 (F); 29, 31,36,
41-42 (MS); 55, 58, 64, 66-68, 70, 71, 77, 79, 81, 82 (C); 178, 180, 181,
188, 190-191 (G); 229 (M); 237, 243, 245, 251, 256, 259, 260, 261, 274 (P)

Community Agencies, 132, 135 (TC)
Community Needs, 133, 136 (TC)
Community Representatives, 114, 131, 132 (TC); 240 (P)
"Role of Society in Formulating an Educational Viewpoint," 164 (G)
Societal. Factors, 33 (MS); 113 (TC); 163-164 (G); 201, 202, 207 (T)

See also Social-Cultural Foundations

College-Community-School Responsibilities. See College-Community-School Re-
lationships

College of Arts and Science, 203, 208 (T); 225 (M)

Columbia University Model, 105 157 (TC)

Comenius, 132 (TC)

ComPield Model, 51-83 (C); 275 (P)

Committee of Executives, 188, 189 (G)

308



Communication, 39, 40 (MS); 142 (TC); 219 (M); 261, 270 (P)

Community Agencies. See College-Community-School Relationships

Community Needs. See College-Community-School Relationships
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