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ABSTRACT ~

The Cdilege of Education of the University of Toledo undertook
during the 1971-T2 year the planning for the revision of the entire
undergréduate teacher education program in the areas of secondary and
elementary education. This involved the Sombine& efforts of five
departments within the College to develop an integrated program for
preparing elementary and secondary school téachers. The goals of

T

this effort focused on three fundamental characteristics:

1. The program should be performance-based. That is, objec-

tives of the programrshould'be specified publicly in
behavioral terms with bvaluatibn criteria indicating
the desired level of performance. The emphasis would
bevon measuring studenf learning outcomes, rather than

on coqpleting a series of- experiences or courses.

2. To assure a- greater potential for synthesis, the instruc-
‘tional approach should be interdisciplinary, involving
team; of instrucﬁors from five educational contexts plan-
ning.and working together -to bring about the desired

outcomes.

3. The program should unite the urban educational institutions

and sgencies to effect significant educational innovation.
Therefore, the College, the public schools of the Metro-
politan Toledo area, and the community must form a workable
coalition to meet the growing chéllenges of urban education.

ii
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During the funding period, the College built upon the original Ohio

Model Teacher Education Design to bring about a systematic instructional

program, Using a systems approach, the resulting program, which will

begin full implementation in the fall of 1972, includes these Key elements:

1.

Interdisciplinary Team Teaching: Instructional teams were

formulated to plan the means by which groups of students,
organized into "mini-colleges" or "schools-within-a-school,"
would meet the objectives of the program which were agreed

upon by those professors involved in the undergraduate program.

Modularized Objectives: The objectives derived from the Ohio
Model and those génerated by the departments responsible for

the undgrgradgate program were synthesized into instructional
modules and sequenced int; either four zelementary education

program) or two (secondary education program) "courses"

which replaced the traditioﬂal course sequencé.

Full Imblementation: This is not a pilot or experimental

program. It was agreed early in the planning that the imple-

mentation of the new program saould be'reqnired of all students

in the undergraduate program.

With the support of the College administration and the resources

of the Sears'Foundation, the faculty of the College began the difficult

process of conceptualizing and operationalizing a tundamental program

revision. _Faculty retreats were planned to deal with program structure

and instructional organization, and to bring about the necessary impetus

iii




and affective approach to the change process. The formulation of self-

selected planning and instructional teams was a significant step toward
the fuller integration of ideas and concepts from all areas of profes-

sional education into the program. This brought.about, further, a |

decentralization of the decision making ﬁrocess and created the con-

ditions for the development of Teacher Education Centers within the

S 0 N B S SRR 0 oy iy ¥

Metropolitan Toledo area.

Dialogue with the public schools concerning the-nature and

L

rationale of the new program began during the winter. In an effort o

o NS

to synthesize the objectives of the program and the need for new

and different field experiences prior to, and during student teach-

e

ing, & coalition was eetablished with schools in the city of Toledo

;an; the surrounding area.— Teachers and administrators Joineq faculty
on retreats to iay the‘grouhdwerk for the development of Teacher
Education Centers, a group of multiunit schools in a variety of
urban areas working in cooperation with an instructional team to

translate knowledge into prackice.
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I. ORIENTATION

Five years ago The College of Education, at the University of
Toledo, in cooperation with a consortium of twelve state universities
of Ohio began to design a gomprenensive elementary teacher educatlon
model program. The design effort resulted in the development of
educational .specifications and instructional modules forvthree target
populations, (1) elementary teachers, (2) administrative personhel
(principals and supervisors in elementary schools), and (35 college
and university personnel (the teachers of teachers) Since_ then the ‘
model has expanded to include the secondary teaching program, so that
all of our education students will be taught through the Model program.
The Ohio Model, as it became known, clearly stated that all groups of
edﬁcationalgpersennel who were’ actively involved in the education,
induction, and support of new teachers were te be involved in training
or retraining programs which dealt realistically with the contexts of
educational change. These contexts of change we tdentified as instruc-
tional organization, educational.technology, contemporary learning-
teaching process, societal factors, and research,

Our strategy was an attempt to insure that new and ra-trained
teachers would receive intelligent end sympathetic support in elemen-
tary schools, minimizing future risks of teacher failure and general
educational unresponsiveness to change. The failure of previous attempts
to change teacher education has occurred partially because of preoccu-
pation with preservice educational populations rather than proper
attention to all populations involved with schools.

The Ohio Model project resulted in other basic assumptions about

1




o e S NPT T

AN Ay e e

A

¢ 2

téa .her education which have been reported in Educational Comment/1969:

Contexts for Teacher Education, pages 24-28. Fundamentally, the Ohio : -
Model advocated a renunciation of the self-contained classrogm concept

in elementary education and the utilization of the multiunit school and

team teaching épproéch (which has become & national U.S.0.E. -thrust)

developed by the Wisconsin Researcp & Development Center for Cognitive

Learning. The Ohio Model put a hea_vy empha:sis on activities that involve’

a continuous cooperative and coordinated Keffort with public schools.

Paraelleling model development, .the College of Education through its

Center For Educational Research and Service (CERS) began inservice pro-

grams with public school systems in the Toledo métropolitan area to

introduce and support educational innovations. One aspect of this

activity was the development of multiunit schools. Ten of these schools
in four school districts were operative as of September 1971.. A major
effort with this concept occurred in the heart of Toledo's inner-city

and- has been ongoing since 1967. ‘An informative report of this effort

will be found in Educational Comment/1971, The Ohio Model &;ld the Multi-
Unit School, pp. 33-$8. )

The need for reform in elementary and secondary education in the
United States has been thoroughly documented in numerous addresses and
pubiicationé, the latest of which has been Charles Silberman's book on

Crisis in the Classroom: The Remaking of American Education. ‘Severe

problems exist in the areas of reéding, the "irrelevance" of much that
is offered by educational institutions to their clients, and the seeming
inadequacy of preseht students to conceive and develop proper attitudes
about "work" including occupational preparation and planning. The revolt

of school patrons and taxpayers is almost & daily newspaper item. State




bility, performEﬁEE:based\SS:fi;ion, criterion referenced programs,
~ descriptive phrases which connote a demand for educational goal clarity

' speaks first of the shift from an experience-based tb a pertformance-

- based mode of operation; Experience-ﬂasedfeducation simply provides

:experiences. _We need performance-based educational programs where the

legislatures and the national Congress are increasingiy’concerned about

putting new funds into the same old educational cperational patterns.

Educational discussions concern such concepts as -educational accounta-

and acceptable indicators as evidence of the realization of such goals.
It is clear that schools have failed +o provide systematic eV1dence on
the relatlonshlp of program costs to program benefits and Silberman's

concept of the "mindiessness of American education" captures very well

the characteristics of a total system that, is in a serious state of-

/

'8

H. Del Shalock, in a worklng papes prepared for Task Force '72, has
capiured the essential shlfts in educatlon which must occur if we are,

indeed to address ourselves to- meanlngful reform in education.- He .

experiences for studenis with little regard for what results.fron such

outcomes expected to be derived from them are specified. Performance-
based programs do not deny the significance of experience but they openly
recognize and treat experlence as a means rather than an end.

Second, Shalcck advocates(a shift from a primary focus upon knowledge
and skill ﬁestery to a primary focus on output.  This essentially calls
for reconsidering our heavy reliance upon knowledge as the primary basis
for educating teschers and beginning to focus upon what teachers can do
with what they know, "Doing" fundamentally means being abie to perform
specified teaching behaviors. This is increasingly being considered as

& more reasonable basis for teacher certification.
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' __‘l‘l_}_lzg_, there should be & shift from an esser;tialiy data-free to an
essentially data-de;ien&ent mode of operation in e@uca.tion. The call -
here is for more information about teachers and t.eachi;ng and the use of
it so that thekinstruction-learning experien-ce can l_)ecogle more effective.

gg:_r;t_g, there should be a shift from an .essehtially trainin; function-

to a research development and training function. The proposition with

this shift is that perfomance-baséd, output reférgnced and da.ﬁa-dépendent

- tra.ini;'ng nrograms proiride the best possible context within which to mount

-research and sde\relopnént efforts that will provide answers to ways of
establishing more efi"icient educational systems. —

" Fifth, there should be a shift from an essentially impersonal
Einstiructor orienéed learning‘ environment to one that is personalized and
student orieﬁted: The 1;1ea is for a greater opportunity fozj individual-
ization and personalization. -

§i_x_ﬁx_, there should ’be a shift from an essentially college or uni-
versity ceﬁtered programrto a field centered program. This calls _for the
estab]:ishing ‘of close and continuing contact on the part of universities
and school systems in the operation of* presgrvice and _inserviée educational
activities. . ‘

A seventh and final sixift calls for movement from a relatively
‘narrow and esxs’entially closed decision making base to one tha.tgis
broad, in which deci‘sions within the ins{itution'must‘be shared by
all involved in the e@ucétionalg process.

‘ile think we have some answers to what we want children to learn,

"how we want thém to feel or believe, ani what we expect in children's

abilities. We have looked at the kind of school (multiunit school) which

we think it will take toQachieire our desired ends for learners., We know
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how to c;nvert schools from a self-contained to & multiunit or differ-
entiated staff type of organization, but changing the organization is
insufficient. We must concentrate more explicitly on how to teach
teachers to teach in a differentiated staff situation; how to individ-
uaiize, personalize and mﬁdularize instruction; and how to manage and
evaiﬁate such effort. Hopefully, with the latﬁer concer e é;p develop
the éoncept of "synthesis accountability" in terms :inging together
the measurement of the validity of public school programs and the validity

of teacher eéducation programs which would involve data concerning pupil

outcomes and the concomitant data involving teacher education student

outcomes.
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II. PROBLEM

The casplaints students level against most Colleges of Education

gi'u and suffice it to say that we have been guilty of many of

those cnarges, each of which we discuss below.

A.

B.

Communications Among Faculty

While we velieve we have had a faculty with a great deal of
villingness to interact, we have suffered from the problems of
duplication of content, ammitting essential prerequisites in course
hierarchy, and u;ilizing‘confusing and inconsistent terminology.
This has happened not because professors have intended to confuse 7
students but because our classrdooms have been self-contained and
course planning across disciplines has been minimal. Each of us
has not been aware of what others are doing. The unfortunate con-
sequence of this has been the loss of valuable input of individual
professorsrwho have engaged in significant program development in
their classes but which has been io;i because of insufficient commu-

nication or forgotten when that professor leaves for some other

position inside or outside the university.

Feedback To Students Inadequate

While we believe that data should be supplied in abundance
concerning their skill attainment, etc. feedback to our students
has been delayed because of the cumbersome evaluation procedures
we have been using. Inadequate feedback has also been a problem

because most professors tested only once or twice during a course.

6




c.

D.

Compounding this problem is the lack of objective criteria as
Well as the ambiguity of most goal statements.

The problem of inadequate feedback also relates to our field
se. vice component. Cooperating teachers are not aware of specific
obJectives the College has attempted to teach. The typical student
teacher thus models himself after the cooperating teacher and tends
to disregard college training. One of the reasons for the latter
condition is the paucity of college supervision and rebulous cri-
teria for evaluation of teaching. Thus the "theory-vs.-practice"

dichotomy was not only created but reinforced.

Little Career Orientation Provided to Student

Most of our students first entered a public school classroom
as a prospective teacher at a point of no return in his program.
Student teaching, the first major field component, was usually the
last requirement and in most cases much too late to make a career
choice requiring a different curriculum. The student has been
left on his own to gather data outside the College concerning the
relevance of his choices or indeed the kinds of choices he may
make: elementary teaching? Junior high? high school? inner city?

rural? need for second language for teaching? etc.

Norm Referenced Grading
While we have taught about individualizing instruction and

have promoted "schools without failure" we have operated under

the very system we have verbally attacked. Norm reference evalua~

tion builds in failure and forces students.to "beat the system"
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rather than concern themselves with substance. The competition
for grades limits the interaction among students and places undue
emphasis upon the grade rather than the competence. We have held

time constant (10 week quarters) and allowed achievement to vary.

Evaluaticn

Faculty in the College of Education are rated by their students
twice a year and the results of those evaluations have been used
in salary’ and promotions deliberations. While this has been a
reasonable first attempt to reward good teaching in addition to
publishing, etc. the data is soft. We would prefer to maké infer=-
ences abéut effective teaching bvased upon student achievement and
begin to look at the felétionéhips betweep a specific professor's

teaching strategies and his students' outcomes.

University~Public School Relations

We have been fortunate that we have had an exceptional rela-
tionship with the public schools. With the increased demands we
wish to make on the public schools in the training of teachers
we see the problem of communication as being critical. We are
now requiring each of our students to go into public schools in
every course experience offered in the undergraduate program.
Schools are getting calls from a variety of college personnel

requestiné the use of public school pupils and classrooms.




A.

3.

c.

III. NEEDS

Communications Among Faculty

The need t<.> reorganize our faculty in terms of de facto working
relationships was evident. The need to establish interdisciplinary
teams was established. The need to rewrite our objectives in behav-
ioral form, and make them public was Agreed to. We have hypothesized
that these two items would facilitate the creation of a more open,

consistent and educationally defensible curriculum.

Feedback To Students

In an attempt to individualize instruction, the flow of data
between student and teachers needs to increase enormously. We have
established the need to develop a system to handle such data flow
through the use of scoring machines allowing students to gain imme-
diate feedback on specifiq types of test items and cbmputer facilities
to print out where each student is in relation to each of the objec~
tives he has met &nd has yet ?o meet, r

We have agreed that we need to maximize our in-school supervision
of our students and we have resolved that each faculty member will
have some supervision in public schools as & component of his teaching

loaq.

Career Orientation
The need to provide data and experiences early in the college
career of our students concerning choices in educational careers was

evident. Our newly developed Career Decisions Seminar is an attempt

to fill that need, (See Appendix N)
9




D.

E.

10

Norm Referenced Evaluation

The movement to competency-based teacher education requires éhat
we employ criterion-referenced assessment in addition to giving data
to students as to where they stand in relation‘ to someone else. This
requires that objectives be specified in measurable terms with cri-
teria for success made explicit and public. The need is to not only
write relevant and valid ob,'jectives bﬁt also to write reasonable and
appropriate criteria. Sinée this cannot be guare;nteed in initial
writing it is necessary to be able to gather data to support the
validity of the objeétives and‘the criteria.. This task, of course,

relates t. the need of a data management system.

University-Public School-Community Relations
There is a need to improve articulation of university and public
school objectives in teacher training., This includes the need to

agree on the mechanisms which have to be developed to carry out those

.objectives, The uﬁiversity must also begin to plan more comprehensive

programs in cmmmify education, to train paraprofessionals and
provide vehicles for the community to have greater input with
regard to teacher training in the community schools.

The above reflects our determinatiqn to create a SYSTEMATIC
teacher education program. This conceptual base demands that data be
gathered, fed back into the system and the program revised when such
revision is required. While faculty still make arbitrary decisions
regarding appropriate objectives, strategies, and critéria, the dif-
ference lies in the fact that these decisions will now be made with

faculty interacting, and that objectives, strategies and criteria
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are now public and written in forms which are measurable and hence

e et 3

revisable. In this regard we are publicly ACCOUNTABIE and behaving as

models for pre~ and in-service teachers.
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A.

B.

C.

D.

To develop a Career Decisions component which will provide data
early in a teacher candidate's program for deciding if he really
wishes to go intohteaéhing and into what area of teaching.'

|
To systematically develop an integral, modularized, revisable
competency-based teaching program for elementary and:s;condary

teachers.

T> unite the university, the local school agency, and the 6arget

school community in both the education of children, and the educa-

tion of prospective teachers.
To document the process of accomplishing the above objectives, so

that the procéss will be transferable to other similar institutions.

H




V. OBJECTIVES

L)

A. ' To systematically develop an integral, revisable, modularized,

" competency-based program for preparing elementary and secondary
teachers,

1. To get agreement "in principle" from a majority of the admini-
stration, faculty, community educators, and students in the
teacher preparation progrem, that the goal above should be

. pursued,

é. To establish the major areas to be included in the pvogrem;
(societal fa.ctqrs, instruct:i.onal i);'ganization, educational ’
technology, teaching-learning processr, and research),

3. To write objectives for the major areas, in a measurable form.

b, To write criterion instruments for the behavioral objectives,

: " 5. To write modules in a common format, including: list °‘f, ’
prerequisites, pretests, behavioral objectives, means for
accomplishing objectives, directions to students, references,
and posttests. To establish instructional develompment teams
from among the faculty and students.

6. To sequence mo‘dule.s in terms of prerequisites, concurrent, and
successor modules.

, 7. To PERT the instructional development events (to be periodically

revised).

8. To pilot test the individual modules.

e

9. To revise the modules on the basis of the evaluation data from

| Y

the pilot test.
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B.

10.

11.

13.
1k,

15.

To form instructional teams with specific roles.

To {ﬁ.es:lgn a strategy for accomplishing the goals.

To design a management system for the implementation and ’
coorq.ination of the program. -

To- fally implement the program.

To design and develop & management system for assessing and

re;rising the program.

To .select means for accoumplishing the objectives.

To unite the University, the local school ;a\gency, and the target

school community in both the education of children, and the éduca-

tion of prospective teachers.

1.

To

To get agreement "in principle" from a majority of the admini-
stratibn, faculty, community educators, and students involved
in the teacher preparation program, that the goal should be
pursued.

To design and develop a strategy for accomplishing the above
goal.

To determine the extant and unformed organizations, and indi-
vidua-ls who are, or may be, decision-makers and/or gate-keepers
that can facilitate or hinder the accomplishment of the above
goal. .

To develop formal communication 1inks between effected indi-

viduals and organizations.

document the process of accomplishing the above objectives, so

that the process will be transferable to other similar institutions.

1k
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1. To record the effects (both successes and failures) of alter-

2.

3.

native strategies.
To schematize the instructional development system components and
processes, meking dated revisions whenever appropriate,

To make all data available to other colleges involved in similar

ways.
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VI. STRATEGIES

A. Change Strategi:..
No one existing change model was adopted, but rather an eclectic
combination of those organizational change models identified by

Greiner ( reported by Warren G. Bennis, et. al. The Planning of

b Lo Change. Holt, Rinehart, and Winston, New York. 1969. pp. 82-83.),
: used in conjunction with emerging heuristics of our own.
- ‘1. The Deczjge Approach. One-way decisions originating with & person
: of. h.igh fomal.authorify, hz;.ve beg;l used sparingly throughout
; 7 the program's development. This model was used most intensely
' at the initiation of the program v;here, for example, the Dean
decided that the College of Education would develop and implement
a competet;cy-based program, and that certain people would be’
r‘esponsi‘;:le for developing specific parts of the model. As the
faculty have become more involved this xﬂodel has become less
7useﬁxl. It is used presently for the primary purpose of breaking
deadlocks among faculty groups, and for determining policies
clearly within the Dean's responsibility.

2. The Replacement Approach. Individual faculty desiring not to

participate 'in a competency-based program have tended to select
themselvés out of the College in some cases, or to accept other
unrelated College responsibilities. Replacement for these and
other faculty lcst due to normal attrition have been selected on
the basis of qualities and attitudes favorable to the new pro-
grém. It is expected that this process will continue until the

model program.is fully manned. New faculty are selected on the

16
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Jbasis of willingness to work within a competency-based approach,

and who have particular skills needed, whether they be subject-

matter or process skills. As an example, candidates having a

. strong bias toward behavioral objectives, a systematic develop-

ment of instruction, or criterion referenced meéasurement, tend
to be favored. However, faculty members having a negative view
(for a variety of reasons) of the competency~based model are

encouraged to.stay. They serve certain traditionsl functions

retained in the model or they accept responsibilities in the

College outside of the model. It is a strong feeling among ile
decision-makers within the College, that, unle;s the Modgl can
successfully make ;‘ocm, and take advantage of diverse philosoph-
ical and learning orientations, the sysfem will be less than

desirable,

The Structural Approach. Initially, the changing of the tradi-

tional relationships emong faculty and staff (for example, the
formation of developmental and instructional teams) is viewed
as & powerful means of encburaging the implementation of the
model. But like the Decree Approach, this change model is
imposed less and less as the faculty assumes an iﬁcreasing degree ‘
of responsibility for determining appropriate structural changes.

At the outset, the hueristic of "aiways working within the

present structure whenever possible" tended to maintain the

traditional College organization. For éxa.mple s each Department |
was asked to develop those modules the Department regarded as

important. Since the resources and the authority for allocating

them resided in the Departments this procedure made pragmatic
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sense, but as faculty teams began to form, the decision-meking
function began to shift to the teams as a result of formal
facully decisions made through the traditional wmechanisms for
doing so. The ef"fect is that the Departments have become less
and less importanﬁ in undérgradu’ate education, and will likely
have most of their function assumed by the interdisciplinary
instructional teams consisting of College and public school fac~

ulty -and students.

The Group Decision A;proach.r In this approach, obtaining group

cvreement to implément decisions and solutions determined by

others, is emphasized. While most of the early structural

changes were designed and imposed by authority, in almost every
case thé faculty was asked to i‘atiﬁr them. In some cases this

meant faculty "accept in principle," and that a few of ﬁhe fav-
orably tiased faculty ;s.ctua.lly did the implementing. - This

"rubber-stamping” of decisions has decreased éonsidera.bly as the

\\f‘acultff has assumed more and more responsibility for making

decisions.

The Data Discussion Approach. This approach depends upon con-

tinuous presentation and feedback of relevant data to those
involved in the devel;apment and implementation of t_he model.

The early decision of the coordinators to provide faculty with
all of the data proved unreasonable. The only way that the
faculty could be expected to process all of the data would be to
spend time comparable to that spent by the coordina.to.rs. The
compromise position was for the coordinators to determine what

specific information was needed by what faculty member in order
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to carry on their part in the model, and to see that they

received that information. At %he same time, the coordinators
agreed not to withhold any information that faculty members
might ask for. This compromise position created problems for' ‘
two reasons: (a) the coordinators could not always determine 1
accurately what information was needed and suffered a credi-
bility lapse when faculty viewed their failure as withholding
information they should have had access to, and (b) faculty were
not able to ask the right questions to gain access to additional
data that the coordinators were willing to provide. The rising
sophistication of an increasingly involved faculty has reduced
this problem considerably, and as a result the teams do more and

more of their own analysis of data relevant to the model.

The Group Problem Solving Approach. The identification and

solving of problems through group discussion and special out-
side help is the change model toward which our process of "suc-
cessive approximation" is aimed. However, we expect that the
other models mentioned above will continue to be used, some for
short period (1 and 2), while others will continue as we syn-
thesize those elements of the change models that are most useful

to our unique situation.

Finally, one aspect of our strategy, implicit in much of the

reporting above and perhaps explicit in the adoption of a systematic
P8 explricit

approach, that needs to be emphasized at this point, is our deter-
mination to depend on the assessment component to provide data on
how the program should be revised. This includes value judgements

about the coutent and processes selected, as well as revision and




deletion of objectives, means of accomplishing objectives and
criterion instruments. We are fully cognizant that our selection
of content and process for the model was the result of intuitive,
experiential, and territorial decisions. We believe that the
assessment component that we have designed will keep the managerial
and instructional processes visable, and provide the necessary data
and meckanisms to insure continued revision of all aspects of our
instructional model.

Because of limited resources we (the coordinators) could not,
as a faculty, carry out the design, development, implementation,
and assessment that we ideally required., 1In fact, we could not
even meet minimal requirgments that would permit us to start with
verified systems to meet our three goals.

The alternative to the idéal systematic development. was what
we choose to call a system of "successive approximations." Basi-
cally, this means that after delineating clearly what the final
condition of the desired program shouL@ look like, we would use
any alternatives that approximated the ideal, with the understahding
that we would continuously revise toward that ideal. For example,
it would have been most desirable to have our purposes stated
operationally, sequentially and hierarchially, and matched with
appropriate learning conditions, and with the appropriate taxonrmic
categories, But we were willing, initially, to settle for obj:c-
tives that included the Magerian criteria of perférmancehstatement,
conditions under which objectives will be met, and means of assess-
ment, However, we then developed a schedule to bring these objectives

to the ideal state by "successive approximations.” After the first
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cycle we would discriminate between terminal and enabling objectives,

after thé second cycle we would match the objectives with taxonomic

categories and write new objectives for those categories thatfshould
have been covered. After the third cycle, we would match the ob-
Jectives with appropriate learning conditions ( a la Gagne), and so
on until the objectives were in the most useful state necessary to
carry out all of the elements of our program. |
The key component for a management system under the restraint
; of "successive approximation” is assessment. Conditions required
for an ideal nerformance-based teacher education program act as a
focus for assessment, and for decisions regarding assessment out-
comes. Change in our instructional and management systems, then,
depend upon the assessment of objective data, and revision proéesses
channeling the data.
Since the operationalization of "performance-based," or comp-
é etency-based instruction reqniresithat the learner master, at a
i minimal level, prerequisite behaviors before continuing ;o successor
§ behaviors, we are, in essence, required to "manage by objectives."
% The instructional program and the management system then, will change
| on the basis of how well objectives of the two systems are met.
The following are conditions required by the management system
using successive approximations as a focus:
l. Goals of the management system are operationally stated.

2. Policies and rules controlling management decision-making
are operationally stated.

3. The decision-making models used by the management system
are operationally stated.
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4. Components of the management systems are opcrationally
defined.

A. TFunctions of each component
B. Relationship among components

5. Means for assessment of management system are operationally
stated.

6. Means for revision of management system are operationally
stated.

The following are required components of thé management system:

1. Analysis
A. Determination of variables and constraints
~—B. Detemination of managerial tasks
2, Synthesis
A. Development of alternative solutions
B. Cost/effectiveness comparison of alternatives
C. Selection of most appropriate alternative
3. Impiementation
A. Quantify specifications for selected alternative
B. Develop and field-test prototype
4k, Communication
A. Cognitive and affective guidance of faéulty and students
B. Assessment and revision feedback mechanisms
Information handling
A, Data collection
1. For program revision
2. For modular revision
3. For management system revision

4, For student advisement

o
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B. Data manipulation

1. Statiscical
2. Rearrangement and Juxtaposition
C. Data distribution
6. Evaluation

A. Validating processes against instructional and manage-
ment systems goals

B. Generation of new management tasks
7. Logistics

A. Scheduling of staff, students, space, materials, and
equipment (Program Evaluation and Review Technique)

8. Resource allocation

A. On the basis of instructional and management systems
objectives (PPBS)

(See Appendix C for a schematic representation of the Management
System process.)

Like other aspects of our management model, the formal organ-
izational units listed below are in transition. All of them are,
or will be modified, some will be dropped out of the model, and
others will be added.

1. Legitimizers

A, Dean of the  College of Education

B. Division Directors of the College of Education
C. Department Chairmen of the College of Education
D. College of Education Faculty

E. Student Representatives

F. Cooperating Elementary and Secondary Schools

2. System Coordination
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A.

College Administrative Council

Syatems Design Coordinator

Elementary Program Coordinator
Secondary Program Coordinator
Instructional Team Leaders (vary depending on modules)

Field Experience Coordinator

‘Work Committees

Module Writers and Modifiers
Assessment and Evaluation Program Developers
Schedule and Facilities Developers

#odule Sequencing Group

Materials Collection Group




VII. TASKS AND ACTIVITIES

Progrem tasks were carried out usually under two conditions:
on the job, and small and large group retreats. Initially, the co-
ordinators spent an inordinate amount of time attempting to involve
all faculty. They found that, while some faculty members would readily
accept an assignment, they either lacked the skills to carry it out,
or for other reasons decided not to complete the task. The coordina-~
tors hypothesized a number of reasons for the latter groups failure
to complete the assigned tasks, ranging from competition with the
faculty member's personal objectives, to a& philosophical difference
as to the value of the task. The coordinators made the decision that
they could not afford the energy expenditure required to proselytize
recalcitrant faculty, and decided that as soon as they had identified
such faculty, they would stop depending on them for task completion.
This was regarded as ‘justifiable on the assumption that, as the devel-
opment of the model progressed, faculty would become involved, either
because the structure of the college organization encouraged it, or
because Of the influence of other faculty working in the model. The
assumption has been Justified, as evidenced by the increased partici-
pation of all faculty.

On-the-job task completion. Initially, in obeying the heuristic

of working within the traditional mechanisms of the University and
College organization, the coordinators worked primarily with Department
Chairmen who then were responsible for making task assignments. How-
ever, the coordinators reserved the right to work .. :ctly with the

;ndividualé or groups assigned by the Chairmen. Later as instructional

25
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development teams were formed, the coordinators worked directly with
them, without going through Department Chairmen.

Task completion through small and large group retreats. While on-

the-job task campletion was necessary, the most’ productive peridds re-
sulted from the small and large group retreats, which the Sears Founda-
tion Grant made possible. On-the-job tasks tended to go far beyond task
b completion dead-lines, because of the many other respoﬂsibilities of
; faculty on campus. But the carefully planned retreats insured that the
. faculty members would be able to concentrate without the usual interup-~
tions on the tasks designated for a p;rticular retreat. The retreats
varied from one team pulling itself off to a conference room in a motel
for a day, to a three day retreat for the large percentage of the faculty
involved in the model development. Most of the major structural changes
vere made at these meetings.

The major tasks were identified and sequenced using a modified
g Programmed Evaluation and Review Technique (PERT) as illustrated in
Appendix C. Each major task to be accomplished was identified and planned
in terms of its accompanying activities and or related subtasks, and cri-
teria for determining the degree to which it was completed, and when the
task needed to be finalized. The following seven major tasks arc described

below.

l. Establish Coordination Component

It was ‘necessary, at the outset, to form a coordination component
that would provide the following functions:
A. To serve as a communication link among the various individuals,

departments, administrators, and organizations involved in the
model development;
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B. To provide responsive and effective feedback to the indivi-
duals, groups, and organizations;

C. To develop alternative ways of solving development problems

and to communicate to the necessary individuals these alter-
natives;

D. To provide an in-service and "trouble-shooting" function as
needed;

E. To facilitate the making of decisions by faculty groups; and

F. To generally coordinate all model development and implementa-
tion activities,

It was determined prior to the end of spring quarter, 1971, that
there should be three coordinators ~- a general coordinator of model
development, a secondary program coordinator and an elementary coordi-
nator -- selected on the following criteria:

A. General Coordinator
Knowledge and skill in systems development

Curriculum background

Knowledge and skill in communication techniques
Administrative ability
Cognitively and affectively involved

AVLER g VIR W I
*

B. Elementary and Secondary Coordinators
1. Curriculum background in elementary/secondary education
2. Knowledge and skill in communication techniques
3. Perceived leaders in their areas
L. Administrative ability
5. Cognitively and affectively involved
These three individuals were selected by the Dean of the College
of Education. Because the College of Education was in the process of
a basic administrative reorganization, each was identified as the chair-
man of their respective departments, thereby strengthening and/or legiti-

mizing their aéministrative role within the College.* [he decisions were

made and anncunced during May, 1971.

* See Appendix for College administrative organization,
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g 2. Determine the Scope of Educational Objectives
. The basic groundwork for determining what would be the aducationul
objectives of the undergraduate teacher education program had been ﬁ 1

established in 1967-68 with the completion of the Ohio Model Design and,
Feasability Study. Educational objectives or specifications were devel-

"eontexts" for teacher education: Instructional Organ- .

oped covering five
ization, Teaching-Learniné Process, Societal Factors, Educational Media
and Technology and Research. Therefore, the second major task was to
select from thre origipal study those objectives perceived to be most
relevant to an Elementary or Secondary Teacher Education program, as
well as to generate objectives perceived to be necessary but not included
in the original study. Finally, it was decided to translate and synthe-
size the objectives/specifications into instructional modules.
Early in the fall of 1971, an administrative committee made up of -
the)three coordinators and department chairmen from areas involved in
the undergraduate program was formed to plan the fost effective means

of accomplishing this task. Each department, it was decided, should be

responsible for selecting and, where needed, generating the objectives

most relevant in the view of that department. The coordinators provided
assistance where needed to help faculty develop all necessary and suffi-
cient objectives in modular form. The format for the instructional modules
was developed and modified by the coordinators and agreed upon by the
staffs of the related departments.

The basic rlemepts of the modules included (a) name of context/
department, (b) title/topic, (e¢) all objectives, (d) pre-requisite modules,
(e) a pre-test, (f) suggested treatments, (g) related materials, and (h)
criterion items. For a fuller description, the complete module format

used is included in Appendix D.
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During this time, faculty met as departments, in curriculum area
grouﬁs, and individually on campus and off campus to complete the writing.*
It became evident that several problems were emerging. First, not all
faculty were equally capable of articulating their goals in behavioral
terms. Second, there were some initial difficulties in communication
among professors, though thankfully this was at a minimum. Finally, the
degree of commitment to the task was not equal among the staff, nor was
& basic change of the undergraduate program perceived to be a finality.
That is, at this time the "0ld" courses were scheduled as usual for the
next year (1972-73) making it difficult for some to see the purpose of:
this rewriting activity. Nevertheless, it was made clear that the goal
at this timerwas an approximation of modules, that time and resources

would be available to refine and revise these first attempts over the

following six wonths, and that next year's program would be different

and those differences would be decided by the faculty.
At the beginning of December, 1971, each department provided the ‘
|
coordinators with a set of instructional modules for their area of educa-

tional context. While all modules were not complete or refined documents,

they represented, in their entirety, the total scope of objectives for
the program in the judgement of the staff responsible for the undergraduate

teacher education program.

3. Revision of Course Schedule and Credits

The preliminary scheduling of classes at the University of Toledo

takes place at least six months in advance of the term. This constraint,

in addition to the perceived necessity of formally committing the College

% See Sears site visitor's report in Appendix G regarding one such meeting.
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to a revised program in the fall of 1972, required the decision during
late December to revise the proposed scheduling of traditional courses.
Working with the Dean of the College, all department chairmen, and Uni-
versity scheduling officials, the traditional courses required in elemen-
tary and secondary teacher education professional sequence were elimi-
nated and replaced with either two eight-hour "courses" (for secondary
education majors) or four eight-hour "courses" (for elementary education
majors). These courses, together with the Career Decisions Program (a
two-quarter block required of all freshmen) and the student teaching
component comprise the Professional Education Program in the College.

(A complete deséription of requirements in both elementary and secon-
dary education are included in Appendi£ I1.)

To allow for greatest flexibility of staff and time utilization,
these "courses" were scheduled in four-hour blocks two days each week.

To structure the courses so that students could take other courses out-
side the college, they were sc@eduled on Tuesdays and Thursdays because
of the usual Monday-Wednesday-Friday sequence in other Colleges. Finally,
to permit field experiences in the pﬁbiic schools, the courses were sched-
uled either all morning (8:00-12:00) or all afternoon (12:00-4:00).

It should be noted that neither the "content" nor the staffing of
these "courses" was determined. However, the process of preparing instruc-
tional modules underway at this time took on greater relévance and impor-
tance; there remained the decisions concerning how to package and program
the objectives and organize appropriate staff for instruction. HNeverthe-
less, at the beginning of winter quarter: 1972, the development process

was approaching "critical mass."
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k. Development of Instructional Organization

Basic to the development of an innovative program is the concrete
sense of participation by those involved and responsible for such a pro-
é gram. That is, the sensé of commitment is strengthened and the willing- °
ness to participate and contribute is erlarged as individuals understand,
in very real terms, what specific role they are to play in the eventual
?» : program. Up to the beginning of the winter quarter of 1972 the staff
: did not have this concept of where each "fit" in the new program, because
7 : the faculty had not yet made the decision concerning instructional. orgar-
F : . ization.

Nér could this decision be made without at least an initial concep-~
tualization of'thé overarching scope of the program — the total curri-
culum, the cbjectives/specifications or the tépics to be included in the
vackage. Much thought and discussion took place among the coordinators

and with the staff concerning which should come first: the conceptual

instructional "package" or what goes into the package. Both place con-
straints on each other and, as it finally emerged, must evolve in parallel

fashion.

The first College retreat took place February 3-5, 1972, to focu;
on three fundamental questions:;. - - - -
1. What will be the structure of the Professional Education Program?
2. How will the faculty organize for instruction?
3. What will the content and sequence of the program?
Approximately sixty members from six departments involved in under- |

| - gradﬁate education attended the retreat held at Walden Woods Conference

Center in Hartland, Michigan, approximately 70 miles from Toledo. The
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role of the coordinators was to plan the agenda,* make the arrangements,
and to facilitate faculty decision making. The Dean of the College of
Education and the Assistant Dean for Finance were invited to provide
data concerning University, College and financial constraints within
which decisions could be made. The following basic decisions were made
at this time:

1. Instruction would be by interdisciplinary teams of instructors.
Membership on a team would be voluntary, self-selected, and
would provide a representative from each of the educational
contexts,

2. The elementary and secondary programs would develop separately,
but would be coordinated in such a way as to combine resources
vwhere the programs overlapped each other. The content and
sequence of the two programs would ‘be determined by members
of either the elementary or secondary teams.

There is no way to fully and adequately describe the affective
value of this initial retreat. {A copy of the Sears site visitor's
report of his observations is in Appendix G.) However, it can be said
that for the first time faculty communicated with each other, argued,
conceptualized and reached closure on the fundamental structure of the
rrogram to a degree previously impossible. It was during this time that
the impetus for the arduous work to be accomplished before fall quarter
of 1972 was created.

Following the retreat the secondary group agreed to work as-one
large team to plan the secondary program and, once conceptualized and
articulated, to then organize themselves for instruction.

The elementary group agreed that three teams would be formulated
for the purpose of both planning and instruction; further, that the

make-up of the teams, therefore, was crucial. The elementary coordinator,

* A copy of the agenda is included in Appendix G.
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it was agreed, would solicit from each staff member involved in under-

graduate ecucation responses to a questionnaire indicating (a) if he

[ TP e

wished to work with an elementary team, (b) what areas he felt compe-
teut to deal with, and (c¢) with whom he would like to work. The coordi-
nator formulated the teams on the basis of the responses. No revisions

were necessary. (The questionnaires were destroyed to assure confiden-

tiality.)

P N N X

5. Determine Minimal Objectives

The three elmentary teams were charged with reviewing all modules
and
1. Selecting those modules judged minimally necessary,

; 2. Identifying areas where modules had not been written and were
i needed, and

i 3. Identifying those modules that were optional in the program.
’ Each elementary team completed their task by the first week in
§ April, 1972. Two representatives from each team and the elementary
coordinator met on April 15, 1972 to synthesize the recommendations
from each team and reach consensus on two points:

1. What would be the minimal "core" modules?

2. Wha +ould be the quaricrly sequence of modules for the
four eight-hour "courses?"

It was agreed that the sequence of eac'. quarter's modules within each

quarter would be left to the team responsible for instruction during

that quarter. In short, then, after six months of writing and synthe-

sizing by departments and teams, the scope and quarterly sequence of

the undergraduate elementary education program had been accomplished.
A second key decision made as a result of the February retreat

concerned the placement and organization of students. The elementary
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teams agreed that students would move through the four "courses" as a

group and that the instructional team would likewise "move" with them.

That is, each team would be responsible for the entire Professional
Education Program for one group of students, thereby creating a "mini-
college" or "school-within-a-school." Each team and group of students
would work with the same objJectives and eriterion items, but woéld modify
or generate treatments consistent with the uniqueness of students, in-
structors, e&nd cooperating schools.

It was recognized that not all stud=nts would proceed through the
program at the same p;ce and some students would have to be "recycled,"
receive remedial assistance, or switch teams. However, the perceived
advantages of continuity of instructors, knowing the field settings
more completely, and creating a more adequate advising system out-
weighed the inevitable logistical problems.

6. Determine the Instructional Program

A. The Elementary Program

Each instructional team was assigned to one of the four "courses"
for fall, 1972, and were to plan the instructional program for meet-
ing the already sgreed upon modules for that quarter. With three
teams and four "courses" to be taught, it was agreed that each
quarter one team would work with two groups of students. The

organization of this plan can be diagrammed as follows:

Team A Team B Teem C
Lall Quarter, 1972 Courses I, IV Course 1I Course III
Winter Quarter, 1973 Course II Course III Courses 1V, I

'Sprins Quarter, 1973 Course III Courses IV, I Course I1I
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As can be seen, the teams maintain continuity of students by
following through the Sequence of courses. Since the objectives of

"course I" and course IV" require sufficiently different sets of

" instructional objectives, it was decided to pair these two "courses"

together,

Armed with at least an approximation of the modules, it became
the teem's responsibility to polish and revise the treatments, state-
ment of obJectives and criterion items -—- or seek the assistance of
a staff member who could. Further, it was the responsibility of each
team to plan the instructional organization for achieving the desired
learning outcomes. A second retreat was held during May, 1972, to
free faculty teams to complete this task. Rather than a retreat to
conceptualize, th: focus for this retreat was the working together

&s teams to plan, organize, write and revise.

B. The Secondary Program

The secondary group decided to work as one group (18 faculty)
for the purpose of continued planﬁing. The second retreat in May
was used by the secondary group to identify the minimal "core"
modules and to sequence the objectives across the two "courses"
that comprise the secondary professional education program. The
secondary program comprises three consecutive quarters (in addi-
tion to freshman Career Decisions) with the first two quarters
& Tuesday and Thursday "course" meeting for four hours (8:00-12:00
or 12:00-4:00) each day. These B-credit hour courses were so sched-
uled in such a way as to allow students to fulfill module require-
ments in the field when necessary. The third quarter consists of

full time student teaching for 15 quarter hours of credit.
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Rather than follow the pattern of the elementary teams approach,

the interdisciplinary secondary education faculty members (Methods,

Educational Technology and Media, Social and Philosophical Foundations,
Educational Psychology) decided to exist as one large team and di{fer—
entiate functions relative to module requirements across both courses
and supervision of student teachers. Here it is important to note

that all faculty engaged in the elementary and secondary programs

have agreed to work in the schools with our students.

T. Orientation of Students

The revision of the teacher education program created a number of
problems regarding reallocating credit hours in the total ugdergraduate
program, working out a "phasing in" strategy, and informing all students
and staff as to the nature of the changes. The new program resulted
in the addition of eight hours in the professional sequence and a re-
adjustment in the number of required hours in non-education areas.

These revisions were voted on by the College faculty as a whole. An
addendum to the College of Education Bulletin was written to be included
with the 1972-73 Bulletin. (A copy of the Addendum appears in Appen-
dix I.)

Because students in the College had taken some courses in the
previous program, a system to equitably move students from the old
program into the new was worked out by the coordinators and the secon-
dary and elementary education departments. It was agreed to offer a
section of each of the "o0ld" courses during the 1972-T3 year so that
night students could complete their original course of study without
handicap.

A series of pre-registration orientation meetings was held on
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April 10, 1972, to inform students as to the general nature of the pro-
posed changes and to provide advising assistance in planning their pro-
gram. These meetings were held hourly from 8:00 a.m. through 6:00 p.m.’
for elementary and secondary education majors separately. Over 90% of
the undergraduates attended. Data was collected at that time regarding
the projected number of students who would be enrolling for the new
program iﬁ the fall and where in the new program they would begin, 1In
this way, information was given consistently and questions could be
answered immediately. The few questions occurring since that series
of meetings indicate that this strategy was successful.

In addition to these large group meetings, a full article appeared
in the University newspaper in May outlining the nature of the changes
in the program. Further, a half hour television program, created and :
produced by the local Public Broadcasting System, the Dean of the
College and the coordinators was aired June 7, 1972, in which the
nature and rationale of the new program was outlined and described.

8. Establish Relationships with the Public Schools

Formal relationships with the public schools in the Toledo area

began many years ago. The College and the schools have continually had a
strong, cooperative partnership. Students in "methods" courses have for
some time worked up to 60% of the time in classrooms in the Toledo Public °
Schools. University staff have been consistently visible in the schools
providing, in addition to methods and student teaching supervision, much
formal and informal inservice support. The Multi-Unit Schools for Teacher
Education Committee (MUST) was created in 1968 jointly by the Toledo Pub-
lic Schools and the College to work together for the development of multi-

unit schools,
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Therefore, working with schools in the development of the new
program was only a natural extension of previous activities.

As the structure and specifics of the developing program began to
take on a clearer form, dialogue with the public schools began to focus
on the implications of the changing progrém.in terms of new field experi-
ences. Initially, the MUST committee was the focal point for this dia-
logue. An ad hoc comittee met every other week during April and May,
1972, to work out ways in which the new program —- with new needs and
new objectives -- might be translated in terms of field experiences.
Further discussion focused on what new roles teachers would play in the
new program.

However, in the spring of 1972 the Metropolitan League of Multi-
Unit Schools was created as a cooperative venture funded and supported
by the State of Ohio, the College of Education, and the Public schools
in the Metropolitan Toledo area, Three College staff were assigned part
of their faculty load to provide liason and leadership effort to the

building of this new league. To seek ways in which this new group and

the Undergraduate program might work most effectively, a third retreat

was held the Tirst week in June which was attended not only by the ele-
mentary and secondary teams, but by 15 teachers and administrators from
Metropolitan League schools in the Toledo area. Plans were made at this
time for developing new working relationships with the public schools.

A key decision at this time was the creation of Teacher Education Centers
linking four to six gchools in different school districts and one instruc-
tional team. This group would be responsible for overseeing the field
experiences within the program as they affected the students and schools

in their particular center.
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At this time, the organization of these centers has not been
formalized, but the groundwork has been 1aid for the complete develop-

ment of this concept which will be a key activity during the 1972-73

year,



VIII. MILESTONES

During the course of our planning year several key events occurred

} which not only signified progress but at the same time were the causes

1‘ of such progress.

L .

B.

Completion of Rough Draft Modules -

The first significant event was the completion of the rough
draft of the instructional modules. The faculty had agreed that we
would translate the curriculum into "modules" which would include
behavioral objectives, possible teaching strategies (treatment) and
criterion items (pre- and post-test items). This became & threat-
ening concern since each faculty member was stating publicly what
he believed was worth teaching. Faculties being what they are, there
was obviously some disagreement as to what and how to teach. Most
of the faculty, however, did produce modules, or approximations
thereof by the end of fall quarter, 1971. This writing was done on
time outside faculty load and it was not unusual to find éroups of
faculty gathered at someone's house for & weekend to write and dis-
cuss modules, The completion of the rough draft modules gave us
the opportunity to now discuss the new program in more concrete terms
as well as further educate ourselves as to who we really were in
terms of conflicting objectives and as integration of divergent
points of view. It was also at this time that several faculty mem-
ﬁers began plans to field test their modules in the spring quarter

classes,

First Retreat

The second of these "milestones" relates to the critical

ho
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affective component in the change process involving the in-service

retraining of our faculty. Our goals and objectives required that

we as a faculty reorganize our formal and informal interpersonal

communications process if we were to produce a program which would

synthesize our combined expertise in an interdisciplinary teacher

education program. Our past behavior operationalized the typical

notion of the separate departments and education disciplines.

Hence, rlanning and teaching across departments had been minimal.

This history of compartmentalization resulted in the normal reti-

cence that a faculty might have about not only conceptually consid~

ering ourselves as a unit but also behaving in such a manner. We

had evidence that this lack of cross discipline communication

resulted in such problems as similarities in course content, contra-

dictory data being provided students concerning psychology of

learning and appropriate teaching strategies, and competition between

departments for more resources. This duplication of effort was not

only a waste of monetary resources but also a loss of opportunity to

grow intellectually as a faculty.

The purpose of our first retreat was to seek, as a faculty,

agreement concerning the following questions:

1.

2,

3.

Goals of a new teacher education program;

Organizational structure of faculty in order to achieve the
goals;

Decision making process to be operationalized in the plan~
ning and operational stages of new program; and

Agreement on time dimensions of develomment (due dates for

task completion)
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In addition to the above we believed that the retreat should

also serve the social function of maximizing faculty interaction
with regard to interpersonal relations. While it was indeed the
case that between the hours of 9 a.m. - 8 p.m. we worked on the
above tasks we realized quite quickly that the most profound results
of such task orientation was the process involved in the problem
solving sessions. What developed from this initial retreat were

not only decisions concerning the objectives for the year and the
organizational structure, but the feeling that working together as
a faculty unit rather than the previous disparate groupings was a
mere useful way of proceeding. Individual faculty members commented
that their perceptions of specific people had been erroneous, or
that if the interests and competencies of particular persons had
been known there would have been more team teaching prior to the
development of a new program.

This first retreat, then, created an open atmosphere and a
common commitment heretofore not established. This is not say that
there was absolute agreement on all or even many matters, but now
faculty agreed that an interdisciplinary team teaching approach was
not only conceptually valid but operationally feasible. It was here
that faculty agreed to openly disagree and confront publicly.

This was the base upon we believed we could launch an a.dministrativg
pattern which would carry into any program developed. It was here
that the faculty as a unit agreed to engage in interdisciplinary
team teaching, -individualized instruction, and provide a model of
competency-based instruction for our students. To do less than that
would be to admit hypoerisy.
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c.

D.

b3

Choosiné Teammates

Following the first retreat the faculty interested in preparing
elementary teachers divided into three teams of five to seven mem-
bers each. This was accomplished by self-selection with each person
having the opportunity to 1ist those individuals he believed he
could work with. The teams now formed began to decentralize the
planning process in elementary as they began to set their own tasks
and deadlines and found this easier to do in such small numbers.
The coordinators provided inter-team continuity along with team
representatives. Mini-retreats began to happen as teams began to
plan for continuity and hierarchial structure. The secondary pro-
gram continued to be planned by one large team of twenty faculty,
always coordinated with the €lementary planning,

Rescheduling of Courses

The University of Toledo requires that each college schedule
its courses at least two quarters in advance. Our fall, 1972,
course schedule had already been planned as if our current program
would continue. It was a significant event, therefore, that we took
that schedule and completely reworked it to fit the design created
by the faculty at the first retreat. The creation of the new sched-
ule of courses demonstrated that we would indeed implement on a i
full scale the changes we had been planning. The word IF was now
replaced with "in the fall" and the reality of a survival deadline

gave impetus to an already tirved faculty.
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Second Retreat

Our second retreat was devoted to the rewriting of modules and
the identification of program needs as it had been currently devel~
oped. It was at this time that the whole issue of public school
relations was dealt with in depth to result in the identification
of particular schools each team would work with and which schools in
the secondary program would become teaching centers. This retreat
was attended by faculty members from Wayne State University.

Third Retreat

Retre;t number three resulted in the secondary faculty agreeing
to continue to operate as one team, differentiating its expertise
across two eight-hour courses and the supervision of student teachers.
Elementary teachers and principals attended this retreat and agreed

to a close alliance with the new program design.




IX. COMPLETION CRITERIA

We believe there is evidence to support our contention that we have
met the objectives specified in our original planning grant proposal.

We are going to implement a new teacher education program in the fall of
1972 for our entire undergraduate population of approximately 3200. The
successAof this new program is a question for future determination.

Three criteria must be used in determining the degree of successful
implementation of our planned program. First, a competency-based program
in teacher preparation requires that one assess the outcomes of the sys-
tem. This uwltimately requires the evaluation of our pre and 1ﬁ-service
clients in terms of their teaching behavior (do they demonstrate the
skills required by program objectives?) and the assessment of their stu-
dents' learning. (Have pupils in public schools achieved significantly
better with teachers from our program than with teachers from alternative
programs?)

Second, we have predicated our planning upon the assumption that a
university faculty can indeed operate in teams across administrative
divisions and that adequate rewards within the institution will be forth-
“coming to sustain the teaching effort required. Political and economic
constraints have consistently been with us. It remains to be seen if
this plan can be operationalized without the massive infusion of Federal
or private agency funding. This is critical if transfer to other programs
is to take place.

Finally, and perhaps most critical, is the criteria of revisability.

Lest we trade one orthodoxy for another we have committed ourselves to

ks
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keeping the system open to change. Our assessment design stresses both
formative as well as sumative evaluation of the program. If we find
that within two years time people are unwilling to revise the program in

face of adequate data suggesting that revision, then we have failed.
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X. PROBLEMS AND FUTURE NEEDS

In planning the process which guided the shift from a "traditional"

i ; to a performance-based, interdisciplinary teacher education program, the

5 : faculty and coordinators anticipated and met problems as they occurred.

L H In retrospect, aspects of the change process were successfully dealt with,

i while other elements, however, are still to be resolved.

A.

B.

H Ct

Recycling Students

Because the progress a student makes in the program is a func-
tion of his demonstrated performence, we know that many students
will need to receive alternative treatments and have repeated ex-
periences. The success of accomplishing this task will be dependent,
in part, on the effectiveness of our orientation of students who are
accustomed to completing & "course" at the end of a given quarter.
Further, the instructional team vill need to examine and, perhaps,

reevaluate the performance criteria as it is now svecified.

Data Concerning Pupil Learning

The performance criteria of student. in the program is based
largely on the learning outcomes of their public school pupils. We
need to develop an effective and positive system by which this data
can be gathered and evaluated. Certainly the public school teachers
will need to work closely with the College faculty in accomplishing

this.

Maximizing Individualized Instruction

A data management system for maximizing feedback tv each of our
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students is required to make an effective individualized program.
The assessment component has been planned (See Appendix L) which
will provide a means of accomplishing this. In addition, it will
provide data to the instructional team concerning the effectiveness
of the total program. What remains, however, is for adequate funds

to be made available for this plan to be put into effect.

Community Input

We recognize that the involvement of individuals and agencies
representing the total community has been minimal. We need to bring
together the College and the public schools into a larger coalition

for the improvemant of schools and community growth.

Evaluation

The traditional grading system appears to be antithetical to a
performance-baéed program. While we begin in the fall using the
traditional grading procedures, we recognize the need to communicate
the competencies of pre-service teachers to future employers that
will adequately articulate what the student has demonstrated he can

do. Letter grades do not adequately translate.

Teacher Education Centers

The impetus to develop the teacher education center concept
exists, though more dialogue and planning is needed to bring this
concept to fruition. Through the efforts of the instructional team
and the multiunit schools that will be working together, and with the

coordination provided by the College, these centers should become

operational by the end of the academic year 1972-T3.
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THE UNIVERSITY OF TOLEDO / TOLEDO, OHIO 43606 / (419] 531-5711

College of Education

October 8, 1971

TO: SYSTEMS COORDINATORS, DICK HERSH AND HUGHES MOIR
FROM: Cass Gentry

RE: Svate of the Model - Fall 1971

The following are some thoughts that I put down on paper to reorient
me %O our task this fall. It occurred to me that you might be interested in
reading and perhaps reacting.

The system begins as an apparent conglomeration of the old and the new.
That is, there is a framework of a new model that presumably shapes the system
(Analysis, prescription, implementation, evaluation, revision, recycle), but
within that framework, pre-model behaviors continue to operate. Many of these
behaviors are antithetical to the model, and to the apparent purposes for
which the model was designed. Some of them, of course, are serving personal
needs of faculty and administrators involved. Other antithetical instructional
behaviors result from habit, or because they serve short-term goals very well,
but their accumulative effects may cause serious failure in another part of
the system. The human mind is excellent for discerning the structure of
camplex systems and the principles on which they operate, but very poor for
déeriving the implications of the assumptions it makes. Both of these acts
are largely intuitive, however, intuition cperates very well for the first act,
but poorly for the second. Forresterl identifys four traps into which intuition
often falls:

* The attempt to relieve one set of symptoms is likely to produce
more unpleasant symptoms.

* The attempt to produce short-term improvement often causes long-
term degredation.

* The local goals of parts of a system often conflict with the goals
of the larger system.

* Intuition often leads people to intervene at points in a system
where little leverage exists and where expenditure will have little
effect.

1 J. W. Forrester. World Dynamics. Wright-Allen Press, Cambridge,
Mass., 1971.
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At any rate, antithetical behaviors must be endured during the initial
phasing-in of the new model because of our level of resources. However,
this makes the installation and maintenance of the evaluation and revision
camponents of the system critical to the eventual effectivemess and
efficiency of the model. The evaluation and revision components meke the
effects of the system visable, and justifies modification.

Initially, we need to be sure that the modules contain a match among
objectives, means, and criteria. This match has verbal and written con-
firmation, but as yet results only approximate what would be necessary for
evaluation and revision. During this year a major task will be to encourage
closer approximations of that match. I said initially, because I recognize,
as you do, that there is much more to the evaluation of this very complex
instructional system that our faculty is developing, than the proposed
match, but that match does appear possible and it will ensure revisability,
and we can afford it at this time. We obviously do not have the resources
available that a full-scale evaluation would require. However it is not
to soon to begin designing a full-scale evaluation system. We should
consider, very soon, the formation of a group who can provide the necessary
expertise to design such a system (Meinke, Baumamn, etc , , ,).

The above ste* "aents highlight, I hope, the need to differentiate be-
tween appropriate and antithetical behaviors, and between short-term and
long-term effects of decisions. Such knowledge seems essential to the
whole view that we, as system coordinators, require in order to do our Jjob.

Probably the most important single factor effecting the success of our
part in developing and implementing the Elementary and Secondary Teaching
Model will be our means of communicating. A functioning communications
network is absolutely essential not only between the three of us, of
course, but with the faculty, Department heads (they control the resources),
and the upper levels of administration both in our college and in the
University. Necessary, also, will be means of communicating necessary informa-
tiog to and from our students, and certain outside agencies (Public schools,
ete).

A task that we should address ourselves to initially is setting up such
a network. This will be very difficult, because probably the only functional
network will require specifying time and. people meeting on a regular basis.
A more logical plan would be to meet as the need arises, but this seldom
works because of the devices each of us set up to protect his time, and
secondly because of divided and conflicting priorities. To illustrate, I am
presently serving two roles; Department Chairman, and Systems Coordinator,
as are yci. Both of these constitute full-time tasks, so we are forced to
make decisions and to establish priorities. This in itself is not necessarily
bad, but our tendances under the pressures of task-overload is to make
decisions for short-term gains, and to deal with immediate crises. The result
in the case of the Communimtion network, is that we reduce it to the role
of handling crises, and lose the element of planning ahead and taking time
to get reactions ccncerning future events that let us prepare for future
contingencies.

At least for these and other reasons I suggest that we establish fine
groups in our communications network:
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8. Department heads: these individuals have the most power over
resources and certainly in terms of their responsibilities have
the right-to~know about factors effecting their departments.

b. Division heads: the role that these individuals will play in
the model development is not yet clear. I wuspect they would
welcome an interpretation from us. They will certainly be
important in dealing with the administrative mechnaics of getting
the model accepted, and of supporting the many necessary
exceptions to college and university mles and policies that
must occur in our development and implementation year of 1972-3.

c. Outside decision-makers: we have already faced the fact that
much of what we do in our model depends on the reception by
public school. These decision-makers are in a position to facilitate
our model. But they, in order to make facilitative decisions, need
to be kept up to date on how the model effects them.

d. Dean Dickson: It is clear that only through the Dean's continued
support will the model become a reality. There are certain kinds
of facts and decisions that he must be made aware of in order to
provide us with the necessary support to get our Jobs done.

e. Systems Coordinators: Our trialogue must be continuous. We need
to be careful not to make unilateral decisions or commitments that
may conflict with other coordinators.

The question becomes one of how can we, as coordinators assure that these
commmication needs are met. I doubt if we can do it without formalizing
these elements. If we do set up formal structures, then I suggest .we need
to carefully prepare for each of these meetings so they don't devolve into
"more conversation". In a word they need to be task oriented.

Finally, I suggest that while between the three of us, we possess much
of the data for coordinating the development and implementation of the
system, I am also sure that we lack much of the essential data. To this
end I recommend that we very soon go through the tedious task of PERTING
out the events of the coming year so that we can determine presently
unknown data and set up priorities for obtaining and handling that data.

I am sure the above only scratches the surface of our problems as
Coordinators, but perhaps it can provide a beginning for the many discussions
to come. -




E & 8 Noded 10/7/T
Allpoation of Rescurges

1. Determine how rescurces (§, personnel, spaos, materials, equipment, etc)
are presently being allocated by Department

2. Estimate resourse necks for E & 8 Model operation

3. Deteum:mmt resource allocation to program elements that will soon be
phased out (Courses, perscanel, materials ete.)

b. reallocate those resources to appropriate elements of the E & 8 Model.

Determine additional resources needed (if any)

Work compromise (best alternative) allocation to cover all E & 8 Model
rescurce requirements

Formalisze uceem of re-allocation
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E & 8 Mode) 10/7/T

Tasks sequence for developing Module « faculty

1.

2.

3.

Se

6.

7.

Select Module subject from Department Chairwans list
Selsct or develop objectives for théir module

S

Select or develop oriterion items for each objective

Survey methods and Materials for meeting objectives

Select or develop methods materials for meeting objectives

Match objectives and criterion items with methods and materials

Put sodule into camon format

Give copy of Nev Nodule to Departasnt Chairmen
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E &8 Noded 19/7/71

Task sequence for developing Model Depertmeat Chairmen

1.

o4 2.

3.

.

2.

6.

7.

Give faculty a 1list of modules to be developed by department (Coantext)

determine vith faculty who will be responsible for developing which u.odules

Provide information on module format and definitions (ooordinators)

Establish deadlines for completion of specific modules

f-

provide released time for faculty developing modules (1 day workshops at
motel, ete.)

recieve and review New modules in terms of format requiremsnts

provide a copy of the Nev Module to coordinators
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E & 8 Mode)l 10/7/T1

Complete Scheduling strategy for E & B Nodel 1972-3 by decesber 15

1. Besed on date from faculty load and assignment estimate (Event 8), contrast
197243 scheduls vith 1971«2 citalogue .

a. match module clusters with present courses

1)

3)

4)

deternine modules that don't fit i{nto preseat course struotures

determine sequence conflicts where 1972+3 modules are in different
sequencs than present courses (prerequisites) l

determine miniual changes necessary for course meeting times to
pernit E & S Model to follow appropriate sequence

determine mimimal changes in faculty sssignments, by present course
structure, for incorporatioc of E & 8 Bequence

determine minimel space classroom changes to inoorporate i & 8 Model

Complets 1list of all changes by Decsmber 1%

deternine indepeodent sabeduling aotion necessary. Get catalog and
student eshwdule desdlines straight.




E & 8 Mode) 10/7/T1
Determine the effect of prefessional year on Arts and Science (General Ed, Program)

1. Determine Ed. Students at differeat levels taking A & B courses 1971-72 terms

2. Determine E4. studsats at different levels taking A & 8 courses 197273 terus

3. Resolve differences with appropriate A & 8 eontacts




B & 8 Node)l 10/7/M2

Determine Paculty losd for Fall 19T2- 1st Cycle

1.

2.

3.

k.

S

6,

7.

Get tentative 1ist of all modules. |

Make initiative sequence of all modules

Deternine motule clustars by nstwral bresds and losd mmr?um
Estimate which modules will be responsidilities of which Depertment

Estisats which modules will be joint responsidilities of one or more
Depurtments

Estisate shape of modnls clusters .
Eatimate mmber of faculty needed/ department to bandle module clusters

Tentatively assign faculty wodule ‘Qusterse (load)

60
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L & 8 Noded 10/7/TL

List Field experisnces (iype and eavircamens need.d)

Detarmine sequence of field auxperiences

Letarmine C.1lep. sgenoies responsible for cach type of field
expesrience |

Uetermine cuteide decision-makers for fisld experience (nemes of
individmals in Pwblic schools, industries, ete.)

Contect owtaide decisioa-malters and get agresment~in=principle

Neita latter <f agreameat between outeids decisicn-sakers end collcge

agoncies v.apensitle fir field exprrienees.
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PROGRAM REVIEW AND EVALUATION
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TASK ANALYSIS
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TASK PRESCRIPTTON
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APPENDIX D ‘/
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PREPARATION OF MODULES

Modules may be based on one or more specifications. Whether or
not an individual specification should be grouped with other speci-
fications should be based on the following characteristics of a
module:

CRITERIA FOR A MODULE:

TIME:

Student time: No lesg than 5 hours; no more than twenty hours
Professor time: Maximum ten hours.

TREATMENT :

If the treatment is not self-instructional, a self-instructional option
is available to the student. The option sequences specific readings or
media that are recommended to the student.

The suggested treatment is a continuous learning experience--the total
elapsed time from the beginning of the module to the end should not be

more than two weeks.

CRITERION MEASURE:

The module~-unlike the specifications--contains the actual instruments
that will be used for pre-testing and post testing. It contains not
just the methodology for developing a criterion but the actual criterion.
EXCEPTION: Some educational goals do not lend themselves to objective
measurement at this time. For those modules (EXPERIENCIAL MODULES) no
criterion measure will be written. The evaluation will consist of de-
termining whether or not the student participated in the experience.
Thus unlike the Behavioristic Nodules, ths student cannot test out of

an Experiencial Module.

FORMAT OF MODULES:

Context:

Topic:

Target Population:

Module Name (and specifications incorpozated)

BEHAVIORAL OBJECTIVES (1)

PREREQUISITE NODWULES (2)

PRE-TEST (3)

TREATMENT
Suggested & Est. Student Time,(4) Est. Prof. Time
Altemative(5) & BEst. Student Time

POST TEST (6) .

MATERIALS

CRITERION (7)
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NOTES :

(1) A module contains one or more behavioral objective.

(2) Few people know all the specifications in the Ohio Model. Describe
the sort of competency (cies) students would need to have to par-

- ticipate effectively in the treatment.

(3) Describe the type of pre-test evaluation. If it is an Experiencial
Module omit this category.

(4) Please estimate the amount of time a professor will be involved in
interacting and evaluating student performance. Assume student enroll~
ment is the same as in the course in which you will be field testing
the module. .

Please state and sequence the readings, media or experiences that a
student could do to achieve the objective independent of interacting
with the professor and other students.

Post test. See no.3. '
Criterion. The last part of the module oontains the actual évaluation
instrument that will be used to determine if the student achieves.the
module.

SAMPLE ATTACHED:
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Learning Module*

The .instructional unit by which criterion-referenced teacher preparation

programs are personalized is the learning module. Characteristics of a
module are listed below: ' )

----

the learnsr. . Py

1, "“Objectives -are.icient:tfi_n_ble and known both to the instructor and

2, A procedure 1s outlined for demonstrating competence prior to
engaging in module learning activities.

3. To accommodate individuai learning styles, more than one mode of
instruction is included.

Students have the option of recommending an alternate mode of instruc-
-tion-to those propoged. '

A module focuses on learmer needs--not instructor needs, operational
procedures or organizational patterns. '

A module is discrete, with a beginning and terminal point.

Discrepancy evaluation between objectives and outcomes of the
wodule leads to feedback and module revision.
o, T ’

Learner and :I.nstrdc'tor jointly select m:)dule options.
Given the above characteristics, modular format could be as follows:

" Rationale--a clear statement of why the module is important.
Objectives--stated in criterion-referenced terminology.
Pre-sssessment--including statements of prerequisites and pretests

related to the module. ’
Enabling Activities--identification of alternative learning taeks,
required matexials,; their location, etc. One option would be
" student-identifted, in order to provide an open system and_ — )
one amenable™to-personalization. et
Post-assessment--usually a self-administered device to aid the
learner to assess his own competence in this module,
Identifiers--module names, numbers, authors, dates of development, file
terms, etc., which are useful in describing modules. :

* from Houston & Hallis. "Personalized Math Teacher Preparation." Educational
Technolo » mch. 19720 pp.48-59. )
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School of Education
Student Teachirg Office

4 Washington Square Village, Suite 1M
New York, N.Y, 10012
Telephone: (212) 598-2865

-

November 22 » 1971

Memo: Mrs. Jape Otten, AASCY, Profg, Richarq Hersh, Cass Gentry ang
Hughes Moir of the University of Toledo, Sears Guideline pape}

Howard Coron

¢

Site Visit, November 15-16, University of Toledo

Schedule of Visit

Monday Elementary Education Department Retreat at 9:30-11:30
Motel - (Writing modules)
Meetings during this time with:
1. Dean Richard Ishler
2. Prof. Jack Ahern - Teacher Corps
3. Coordinators of Project (3)
-Prof. Richa;gy Hersh
Prof. (ass Gentry
(Prof. Hughes Moir weg working with
his stafr)
b, various Elementary Education Taculty

Lunch with Elemerta .y Education stapp 11:30=12:30
Meeting with Coordinators 12:30-1:30
University of Toledo meetings

Prof. Bi11 Beck, Career Decisions Program 1:30-2:30
Introductions to various staps people 2:30-3:30
Meeting with Coordinators = Motel 3:30-5:00

Dinner with Coordinators anq Elementary
Education stare

Tuescay University of Toledo
Meeting with Hersh 9:30-11:00
Career Decisiong Seminar stafe meeting 11:00-12:00

Ianch with Hersh ang Gentry
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Visit « Multi-Unit School in Inner City 1:15=3:00
with Dr. Moir (Martin Luther King School) _
Meeting with Dr. Moir at University 3:15«k:15
Meeting with Dr. Gentry ’ 4:15-5:00

-

The Coordinmators planned thesge meetings on the basis of questions and notes
I had sent them prior to my visit., Ag I visited with a number of individuals
and groups, the original schadule was changed, and 1is reflected in the above
8Chednleo

General Inrormtion, Observation and Reactions

It is important to note that the budget had been discusseq and then
changed. prior to ny visit, to more accurately reflect what the University
of Toledo group wished v do, The money to be used by g Director of

the project was now being used t- pay for retreats so that the faculty
could develop the wodules neaded for their teacher training program.

The Deans had freed the Coordinators of some of their load so that they
could direct the project. It was apparent that these three gentlemen
were giving much more than the designated faculty load for the project
and this will be described in this report,

It vas apparent that the Coordinators of the project had a scheme (PERTed)
for the achievement of the two general objectives stated in their proposal
(see Report by pr. Hersh): _
l. To establish g competency~based program of teacher
education,
2. To unite the University, the local education agency,
and the target school community in both the education
of children ang progrcctive teachers.
(The first objective grew out of the rathor thoughtful work Univercity
and school personnel had dvae several years earlier for the Offize of
Bducation - Educational Spe~'fications for a G rehensive Elementar
Teacher Education Program.; When the funds were no longer availabie
from the ice of Education the University group decided to redeploy
its staff and impleme nt their original design, Examples of the
implementation of the original design were the multi-unit schools in
the inner city (all eleven Title I schools in Toledo are involved in some
- way with the University of Toledo staff, some more intensively than others)
and the Career Decisions Program. I am aware of other examples of this
implementation but thege were the two that I felt were appropriate to the
Sears project.

Cgmtencx-msed Program Ob," ~~5ive

The University of Toledo staff, rather than shelving tbe Office of
Education project, reviewed its original objectives ard the designed
program, revised it and chose aspects. of 1t to work on during the years
prior to the Sears grant. At this time the Planning Committee decided
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that its teacher training program wag ready to be designed as a serfes of
teacher training modules Vhich would encompass the program of the two major
divisions within the School of Education: Curriculum and Instruction and
Educational Fourdations. (The Curriculum and Instruction Division includes
the Elementary, Secondary, Media and Early Childhood Departrents and the
BEducational Foundations includes the Educational Psychology, Social Founda=-
tions, and Measurement ang Research Foundations. .The Coordinators of the
Sears Project are from three out of the four Curriculum and Instruction
Departments. It was not clear to me how this group works with the
Educational Foundations group, but I was told that the modules produced
would be reviewed by the Educationai Foundations group so that their work
would lead into the competency-based program. It was also stated that the
Foundations group had retreated and it too was developing modules for the

total program. I expect that at my next visit there will be documentation
of this interaction.)

The following, done at ny request, is exerpted from a report by Dr. Hersh,
secondary coordinator of the project, describing the time-1ine for the work
to be done.
The primary task during the fall quarter is to gear up our faculty
for future planning and beginning implementation (of the developed
competency-based modules) for Fall of 1972. To this end we have
developed the folloving strategy:
1. Get each involved department to write modules (fall quarter)
2. Synthesize and add to mddules plus formulate teacher
education model and staff organization (winter quarter)
3. Involve community, students, public scLool personnel in
reacting to, deleting, adding modules University staff
has developed (winter and spring quarters)

During the fall quarter to date we have been involved in getting
faculty to write modules. We re-cognized that the major problem is
time and have used Sears Grant money to release each department for
two days each to 80 On a retreat and write as a department. This

has been done for each of the departments in the accompanying diagram,
The results have not only been worthwhile in terms of written material
but staff morale and commitment has increased. The three Coordinetors
(Hersh, Gentry and Moirs) have met with each department during their
department meetings and have taught faculty how to write modules.

The Coordinators have also met bi-weekly with department chairmen

and division chairmen to insure consistent communication and get vital
feedback for further planning. To. date we are Quite pleased with the
quality and quantity of the modules produced and feel that our spending
has been fruitful; faculty have been Pleased that we have released
them for such work.

The Coordinators envision that each department w4111 sequence their

own modules and then pass these sequenced modules out to each of the
other departments in each division. We will then have a retreat with
the two divisions present at which the task will be to synthesize the
available modules across divisions. We are hopeful thet we can develop
@ curriculum that reflects synthesis rather than Sseparate specialty
areas. Once the modules are so synthesized we will ask the planning
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board as specified in the grant to react and join us in filling in

the holes, deleting, etc. as well as to recommend those pudblic echool
personnel who would aiso be helpful in this task, )

In addition to the above
elementary and secondary public school people in the metropolitan

The Coordinmators » at my request, will keep a progress record of the changes

that occur within the School of Education faculty as their planning program
develops. )

DIAGRAM OF COMMUNICATION PROCESS - PLANNING GRANT

Planning Group
Representatives from

Public Schools University Univérsity Students Commnit,

3 —1

Coordinators for University

Gentry . Hersh Moir
(overall) (secondary) (Elementary)
Curr. & Instruction Educational Foundations
Division Division
Elem. | Sec. ! Media i Barly Ed. Psych | Soc. Found.| Meas. and
Dept. Dept.’ Dept. | chiila. Dept, Dept. Research
Dept. '_ Dept.

Accountability to Parents through University=-School Planning and De\}e_lgpnxent

1. Multi-Unit School = I spent two hours in this inner city, all black, Title I
school. As I talked with the staff, while valking into every classroom, it
became apparent that University of Toledo faculty members were deeply
involved in the school, A University corrdinator spent at least 1/2 time
in the school vorking in a variety of cupacities from supervisor of Career
Decision students (freshmen) to Student Teachers (sentors), to workshop
leader, meetings with parents and staff and, at times, teacher of children,
The school program reflected an exciting "doing" philosophy. Childran
were involved, in a most exciting way, with materials, self-selected acti-
vities, group projects and in general individually guided education., Stafr
vag team plarning, team teaching (except for one teacher . who decided that
she had to work alone, but this was obviously within the 8cope of accepting
1nd:lvidua_nzed differences even among teachers), and decision making even
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on an administrative level, 'Dr, Moir, although not the Coordinator in
the school (Jack Ahern is coordinator), was obviously well~known and

school, see 1971, Educational Comment, "The Ohio Model and the Multi-Unit
School, " RNussgel, ™, Hinkle and Dickson, College of Education, University
of TQledo. )

2. The Planni
among others to review and make suggestions for change in the teacher
training program deqeloped by the University of Toledo faculty.

Problem: How will this newly developed program get proper exposure so that
parents in the community will understand how this new program will effect
their children? How is this program different from the old program and what
Will be the benefits for children?

.Module Writing and Stare In=Service

It was apparent during the site Visit that the elementary faculty was writing
modules. I observed the total elementary education gtafr struggling with
defining objectivesz setting priorities, defining tasks to be completed by
students, a8ssesging behavior which indicates that the teachers in training
had achieved minimal competency, assessing eantrance behaviors, fielg practices
@s well as practice in simulated situations. *Thesge modules will becomse
available to the Sears group as soon as they are reviewed by all other
divisions, The faculty 1 observed were hot and heavy into defining what 1t
vas that they wanted to accomplish, Philosophical disagreemtnts were Qite
noticeable, but by the end of the second afternoon the 8roup had worked
through a number of modules in & number of curriculum areas. I was particu~
larly interesteqd in the mediating role played by Dr. Moir as he helped the
participants work through their disagreements apng learn to write behavioral
objectives as well @s the modules, 7Tt vas apparent that thig coordinator

Since the "General Considerations for Site Visitors" had not reached me prior
to my first visit I had prepared g series of questions that I needed answers
to, concerning the Proposal and its implementation. Since I was free to wander
and also had opportunity to question the Coordinators ag well as school
personnel, faculty and edministration at the University, I feel it is appro.
priate to give you information gleaned from the answers to my questions.
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Information and Procedures for Involving Staff in the Project

1. Enough of the staff wanted to follow through with the original OE
proposal,

2. The coordinators wrote the Sears proposal and had the support of the
Administration.

3. Faculty load was lessened for the coordinators (institutional comni tment),

k. Faculty was given time-ofe from teaching responsibilities to write
modules (institutional commi tment ),

5. Coordinators spent a great deal of their time talking with various groups -
cajoling, responding, meking sense out of what faculty had done in the
past and utilizing this commitment tovard the new project.

6. The University of Toledo has shown great leadership in the Ohio Consortium

based program. The psychology of reinforecing this positive state-wide
leadership role was used, .

T. uhe coordinators work hard, organize, are great listeners and interacters
and thus bescome models for faculty behavior. These coordinators meet
veekly for a three<hour organization meeting.

8. Administrators participate in the development of these modules thus
showing their commitment. (This includes Deans. )

These points I gleaned from various discussions I had witn the participants
but I suspect the coordinators would be better able to document faculty
involvement in the project.

Paculty-Inservice Tra iniqg

1. Teaching faculty to write objectives and modules.
This has, in a sense, required faculty to commit themselves to paper that
wvhich they have been doing and conceptualizing for some time, This 1is an

suffering some discomfort in the process. If one believes that éhange is
painful, then certainly pain must be evident here, for change was obvious.

2. The coordinators have obvinusly made themselves experts in the area of
developing competency-based programs. Often I heard them say something
to the effect of, "We must do that which we are asking the stare to do.™
Not only were they producing modules, but they were reviewing others' work
and making helpful, clarifying suggestions to their co-workers. I use
the word "co-worker" here because I picked up some information concerning
faculty's attitudes toward administrators (speecific ang general) and it
appeared that this faculty, as most others, is somewhat hostile toward
administrators. But, in only one case did I hear & faculty member be
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critical of the project and its administrators, and when I fished a 1ittle
vith others, it became obvious that the problem existed within the indivie
dual and not as a result of what the coordinators were doing. In fact,

the coordinators had worked through various strategies to help the indivi-
dual achieve some success in working through this problems within the project.

’

Career Decisions Program

One of the innovative aspects of the University of Toledo program, working in
conjunction with this planning grant and possibly utilizing the funds of the
grant, is the Career Decisions Program, Freshmen are currently going through
field placements and University seminars in a program, modularly developed
by the staff to help them "opt 1n" or "opt out" of a Teacher Education program.
I.had the opportunity to sit in on a starf meeting of this group; the group

' was composed of professors and graduate students from a number of disciplines.
This cross-fertilization of faculty indicated a new development in Teacher
Bducation programs. Field personnel vere working with conceptualizers from
Biucational Psych, Educational Sociology, and Research and Measurement. The
faculty has produced a handout related to this new program and this is avallable
from Prof. Bill Beck at the University. what was particularly interesting
was that the documents produced last summer are being revised as a result of
field testing. In all groups that I observed there was a tr tativenegss about
modules developed for the appropriateness of the work produ..d by faculty had
to be field tested and evaluated by students, other faculty and public school
rersonnel before it would become standard program. But even at that point
there was an assumption made by the group that programs are revised to it
the needs of children in schools, students being tiained and faculty who
develop new skills.

Some Additional Comments

1. The project is developed on a self~help concept. Faculty need te control
their own destinies ag competent instructors. Coordinators have set their
goal as facilitators as to what faculty wants to accomplish as well as
being participants in the projects and fulfilling their own destinies.

2, Faculty, in a sense, are being forced to work together and in the: process
confront each other. Modules that are developed can be viewed by others.
Students will be observed and evaluated on the basis of accomplishing tasks
in these modules. Faculty is therefore accountable to other faculty r
there 1s a scope and sequence to thege modules over the whole teacher
training process, .

3. Faculty is moving avay from being course teachers at the University to
being integrators of content with the realities of the public school
world. Faculty will have to.learn to survive and then direct with public
school personnel that which heppens to children and students in the real
world of schools.

4. Retreats are brain-gtorming sessions, conceptualizing and synthesizing
experiences, and finally organizational sessions in which documents are
produced in which the staff can become committed to.




1. A Process document should be kept vhich details how the staff has changed
in working through the accomplishments of ity objectives,

2. Summary reports are needed by the Sears Panel as well as by the University
of Toledo staff so that all know what has been accomplished and the
directions that need to be taken in the next phase,

3. An Organizational chart with communication scheme ig needed to help
others understand how the Project is developing(Tie-in with Recommendation 1,)

4. The coordinators need to work through various means of involving the
Planning Committee in order to get greater involvement of school people,
comaunity people and students in the Planning stage, A program should

5¢ Within the next fey months the modules developed by the staff ought to be
reviewed by consultants in order to get some outside advice in terms of
the directions the group is taking,

6. There needs to be a document in which this particular project fits
into the overall Plan designed, i.e, projects undertaken, ongoing projects,
tasks yet to be accomplished after the completion of thig planning grant
and what funds will be needed in the next steps and for what purposge?
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THE UNIVERSITY OF TOLEDO / TOLEDO, OHIO 43606 / [419] 531-5711
October 11, 1971

College of Education

Dr. llerbert Baker ;) g /]

2412 Carriage Drive /- 4

Toledo, Ohio 43615 , I / {/\
e

Dear Dr. Baker:

As you are probably aware teacher traini ams are far from perfect.
Indeed, few teachers seem to praise their preparation once on the firing line.
We acknowledge this traditional defect in oux own program and are therefore in
the process of making what we hope will be significant and beneficial alterations.

We further realize that Colleges of Lducation have been notoriously negli-
gent in involving public school personnel in the development and operation of such
professional training, We hope to rectify this fault by inviting you to engage
vith us in such development in the coming weeks. We are specifically requesting
that you make known to us your suggestions and needs which we at tl.2 university
should consider before a finalized program is developed. Such questions as:

" what courses should we offer which we do not now offer? How should the student

experience be arranged to meet your particular needs in ‘your schools? Is it
feasible to train and utilize public school personnel as clinical professors?
etc.

We wish to build programs in both elementary and secondary teacher education
vhich are flexible enough to meet the specific needs of your particular school
situation. If for example, you would like to contract with us to be sent a speci-
fied number of student teachers each quarter or to be able to utilize our students
in a particular fashion (such as sending our student teachers out in teams) we
would like to be able to accommodate such differences between school systems and
school buildings within a given system.

We are referring in this letter tg e preparation of secondary teachers.
We are also writing to your coumter in other schools as an initial step

in beginning dialogue. We will be in phone contact with you in the near future
regarding possible times we could mset and discuss your suggestions. Your help
vill be most appreciated. .

Sincerely,

David M, Balzer
Director Student Field Experiences

Richard H., Hersh, Chairman
Secondary Education

DMB/RHH: tk ' ) .
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SIARS PLanNInG Ganh'l

A Status Revort
November 29, 1971

Paso six of our plumning grant .ronoscl listz six
wojor tasks we intend to accomplish within the plenning
rant neriod. This re.ort will describe efforts to d:i.te
with rcurd to trulfillment of those tasks as roiatcd to our
olan.ing organization, oommuniciations network. schedule of
events .und anticipated needs.

Faculty responsible for truining undergsriduates to
vecome teachers are currently housed in two dividions:
1. Curriculum and Instructiony 2, Eduoational Foundutions.
Ti.o Curciculum and Instruction aivision is divided into five
denartments: 1., elementary; 2, secondarys 3. instructional
techno:ozy: 4. speocial educations 5. vocational education.
(at tris peirt in time the lutter two departments art not
actively engased in owr program planning us i£ relates to
the ooirs grant). The dividion of sducational Foundutions
is divided into three departments: 1. Social Foundations:
2. sducntional Fsychologys 3. Lvaluation and lisasurement.
.jach division has a chairman as does eaoh depurtment.

Parec coordinators nave been designated as those persons
r sporsivle for ovroviding leadersliip in planning. The
dircotor of the planning project is Dr. Castell Gentry, also

department ohairmap of Instruotional Technology. Dr. Hugrhes

koir is a ooordinator and department ohairman of Elementory

‘
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sduceotion. br. Richard llersh, the third coordinator is
devartment chairmw o.' Secondary Sducation. The coordiuators
have developod estensive plamning stratemies (soc eonclosed

PiRT charts, etc.) as well as a workabie communication

system. (Sec firure onc.)

COORVINATORS
N
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Strategies and Rationale for Planning Effort

The development of staff morale and committment to a new ‘program
was designated as initial thrusts in planning. Faculty in ﬁhé past have
been reluctant to accept "edicts" from administrators. While ﬁost of
the faculty saw reason to move in the direction of a competenéy based
b 7 program most were asking for greater control over ultimate substance of
such a program. The initial effort was to convince faculty that they
: were indeed in control of both direction and substance. Each department
was afforded the opportunity to "retreat" off campus for two days this

fall to write modules (a module is a cluster of behavioral objectives,

- “poséible teaching strategies to reach those objectives and criteria to
assess whether or not the objectives have been achieved) in their own
areas of expertise. Each department has been on a retreat and each
department has:developed modules. The modules are not complete (especially
criterion items) but enough has been done such that faculty now realize. -
that this program is a ''grass roots" endeavor, we are all in this
’Eogether and that a new program demands that each faculty member must
make public_his objectives and assessment procedures, such that a
dialogue may take place within the faculty as a whole, rather than as
competing groups. Enough has been done on module development such
th;t we can proceed to the next step of sequencing the modules first

within each department, and then across departments.

Catalogue and time contingencies have forced us to move -quickly

into sequencing and developing a programatic structure and staff
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organization which might implement such a program in the fall of 1972.
Collection of the modules will enable us to start this process at the
beginning of winter quarter and continue throughout the planning period.
Piloting of modules for testing purposes will be done voluntarily. A
number of faculty are planning to try-out their modules.during winter
and spring terms. The accompanying PERT and flow charts outline
the plannin3 tasks necessary for fall 1972 implementation.

In addition to developing staff morale and committment (we ;eem

this part of the plan successful to date. The site visitor can provide

correlative data.), the coordinators have pursued the following:

1. Members of the community, university sthent body; and publii
school personnel have been contacted to serve on the planning board

as described in the Sears proposal. This board will convene in January
to react to what has already taken place, and provide input with regard
to the need for module revision and addition.

2. Contact has been made with elementary and secondary school
personnel within the metropolitan Toledo area inviting them to

plan with us a new program, especially with regard to field
experiences. Favorable feedback has already beén received.

We are now planning to hold several planning conferences with the
public school people (using Sears grant fund;) to take place during

the winter and spring quarters.

3. The coordinators have developed an evaluation proposal

for both internal and e-rternal monitoring of any new program.
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We are presently revising this proposal and attempting to
determ}ne appropriate funding sources. We consider such a
plan as critical to the ultimate "revisability" of any program
developed and a necessary "accountability" component. There
are several levels of accountability. We at the university
must be able to gather evidence that our graduates are

indeed performing in a way which is congruent with our program
objectives. We must also be assess whether or not those
designated teacher behaviors are require make a difference to
public school pupils. Data from both sdﬁrces would be required
to continuously improve any program.

4. Plans have been made to visit several operating comgetency
bases programs such as Brigham Y:ung and the University of

H uston. ‘ '

5. A "professional" year has been designed and accepted by .
faculty as the new format for professional education. The
present program allpws students to take 32 quarter hours
(secondary) of professional education throughout the four

years of college (45 for elementary) . . . . The new program
would require all freshman to take three consecutive quarters
of career decisions semina~ in the freshman year (or combination
of freshman and sophomore year) and then take no professional

education courses until sometime in the junior year. Once the

sctudent begins his professional education he must take four
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conseétive quarters of work in the college of education culminating,

in the fourth quarter, with student teaching.
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. THE UNIVERSITY OF TOLEDO / TOLEDO, OHI0 43606 / [419) 5316711

College of Education ‘ : '{f)
December 8, 1971 . 4“{\

TO: DIVISION DIRECTORS, SYSTEMS COORDINATORS, STUDENT FIELD EXPERIENCE
DIRECTOR , i

FROM: Caaé Gentry, Systems Coordinator

RE: Summary of Tuesday meeting

- 1s Decisions concerning Public school participation in ﬁe]:d Experience

8. Dave Balzer and Dick-Hersh plan to complete and/or expand the -
- following agenda for a meeting with Public school administrators
and teachers in the secondary -schools, for purposes of getting
" commitment to changing the school environment.to fit the training
; of our °students, and to gain access for our Secondary Teacher
: . Trainees in to the public schools to satisfy field experience
! " needs. Dave suggested this should be done by no later than December
20' L

' 1) to invite the:m' to join us in planning field experiences for
*  teacher intern,

2) to. congider model alt.ernai;ive plans for Public School/
College coordination of field experiences,

P 3) t6 study the constraints on The College and on Public
: School that must be accounted for in adopting a plan.

i , 4) to compare the college's view of what skills and competencies
; ! teacher interns should have, with the public school view,

- 5)- to determine the advantages and disadvantages of the field
: experience association to both college and public school,

6) to list the responsibilities of both college and public
, school for the field experiences. .

g '7) to assess the degree of commitment toward one of the
‘ proposed (or some modified version) alternatives.

-
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b. Having completed the agenda and combined it with a letter of
invitation Dr. Balzer and Dr. Hersh will select individuals from
the rollowing school districts as participants. The letter will
go to an administrator in each district, asking that he bring.
one teechers with him. The meeting date recommended by the group.
was Januaryl 14, 1972. " :

Witmer
Washington
Sylvania
Ottava Hills
Oregon

Clay

Maxmee

St. Johns
Toledo
Evergreen

[ g .
O\ O~ AU £ D
N Nt e S s et P e st “w?

¢. Dr. Nussel 'saidéthetehe would check to determine whether CERES .
can absorb some of the expense of the meetings. .

The group discussed Dr. Ishler's memo of November 4. The consensus

regarding the involvement of ArS, llueic, and lesicel Education was:

" a. Each should be invited (Art and Music together) to discuss
how they fit into the new professional teaching’program.

b. Given the differentiated staffing concept that our model is
dedicated to, they will be asked, what portions of their -
current ofterings are relevant to the training of elementary
teachers.

¢. Dr. Gentry will set up meetings between these three groups
and our group in the early part of January.

d. It vas resolved that our group should also continue discussion
about, -and try to resolve the issue, of which areas of.
_consentration, and what degree of consentration our students
should be responsible for.

Dr. Hersh
Dr. Ishler
Dr. Gibney
Dr. Balzer
Dr. 'Moir

Dr. Nussell
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PROPOSED GENERAL OUTLINE FOR
COLLEGE RETREAT
FEB. 3.5, 1972

Thrrsday, eb. 3, 1972

9:00 - 10:00 Arrival, Check in, Self-orientation
10:00 - 12:00 Overview and Purposes of Reatreat
1, What we hope to accomplish -.

2. Alternative structures,

teanms,
content

12:00 - 1:30  Lunch -
1:30 - 2:00 Unpack, relax

‘93

OBJECTIVES

A. Structured Quarter
format for professional
year. ) )

B. Identify instructiomal
teams -- i.e. faculty
arrangement

C..Determine content of
program -- sequence
of modules

2:00 - 4:30 Small groups to discuss professional year alternatives
. - (pre-selected- groups of Elementary and Secondary faculty
with foundations and media folks mixed in)

4:30 - 7:00 Break and dinner

7:00 - 8:30 Large group synthesis: Conclusions from afternoon
. discussions -- small group reports -~ an attempt to

reach tentative closure

8:30 - 10:00

Friday, Feb. 4, 1972

" 7:30 - 9:30 Breakfast
9:30 - 12:00 Department meetings to duscuss: (1) How each department views
- : organization :
(2) How staff can/should be
organized
12:00 - 1:30  Lunch
1:30 - 4:30 Interdepartmental smal) gro{aps meet to determine most

effective way to organize staff for fixmuxsziar instruction
(These groups might be self-selected on the basis oof vhich )
area - elemetnary or secondary - individuals whsh to work ir; o: *

on the basis of who one would like to work with; or what part




h:30 - 7:00
7:00 - 8:30

) 9k

or year or quarter they wodld like to work with.)

Dinner

Large group synthesis: "How should the staff be organizcd?”

Saturday, Feb, 5, 1972

67130 - 9:00

9:00 - 11:30

Breakfast

Instructional teams meet in small groups ¢ attempt to
sequence, organize modules into an instructional progran,
(The formulation of these groups may be randomly determined,

Or on the basis of groups that met Friday afternoon)
Luch . .

Large group synthesis:
1. What needs to be done? )
2, Tasks for the quarters prior to Fall, '72
3. Conclusions relative to
a. format- for professional year-
b. faculty organization
c. content and sequencax of instructional program

Departure
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2.

A Synthes’s of the Retreat at Walden Woods
Pcople and Program .Constraints

y- .
etencles as a
Professional !kache

Payoft Cirele
Resoures Cirele

Person Constraints
Progrum Constraints

Meinke
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To: Cass, Dick, and selected iuterestéq parties identified at the discretion
of the former two :

From: Moir
Date: Feb. 2U(cate of planning session fcr retreat)

The attached organization plan for the retreat was reached after
some hours of thought and ideating by Moir-Hersh. We did so with three
basic objectives/questions in mind, and to s me extent in a preferred

order: i
1. What should be the organizational structure

of the professional year?
2. How should faculty be organized- to carry out

the professional year? - . ) -
3. Determine the content/sequence of the program? -

Bach of these yuestions neéds to be d@nswered soon. The retreat

affords the opportunity to readch closure, tnough.-it is unlikely that
closre will take place. At best, perhaps we, as co-ordinators, will have
sufficient information and thinking of the larger staff to facilitate
evertual closure, Phe . ) )

Zach day is organiz ed around one of these questionsg. By the end
of each day we, as a total stafff, should readh some tentative view of
the eventual end. . .- : .

There are, however, two additional crncerns that need to be explored:

1. What is, in fact, going to happen in Fall, “72?
- Fuii IEEIemenfEEign

b. No implementation, though existing courses will
or may be taught using the modules in some form
c. Pilot/experimental program involving those who
are really committed and interested
d. None of the above :
Though the implicit assumption is; on our part, the first of
these (i.e., "a"), we need to check with the Dean and with the staff if,
in fact, this is the case. We should also be in a position after the
retreat to determine »dh which of the alternative answers should be the c ase.

2. Assuming that;therpeangwill not be able to be a% the retemb
for the full three days, what, specifically, will be his role, when should
be there, and how does he fit into the organization suggested?

(
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Walden Woods Conference

TEACHER EDUCATION CENTER CONCEPT

For each elementary (Secondary?) team there will be a Teacher Education

Center, A Center is defined as: a cluster of Multiunit schools, where field

experiences for that College Team's students would take place, A Center

would be made up of four to five schools representative of both urban and
suburban conditions.

It is recommended that there be a policy-making conmitteer for the Center,
‘camposed of:
; l. A representative from the University Team
2. A representative from s‘tudents assigned with a Team
‘3. "A representative from thé public schools

The public school multiunit team members would be trainéd to perform.

certain functions as Teacher Educators under the supervision of University

Team members,

REACT REACT REACT KEACT REACT REACT REACT REACT REACT REACT REACT REACT REACT
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Walden Woods Conference

SATURDAY - MORNING

1. Determine the Conceptual Framework(s?) for ordering modules; with agreed
- , E
upon clusters of modules:

2. Establish thé criteria for selectihg, and the process for deciding Team
~ composition: g

~

a. team competencies
b. socimmetric data

c. interdisciplinary composition

3+ Determine tasks to be continued or initiated, on return to Campus :

a. Form working Teams that will be responsible for a cluster of

modules, and a group of students
b. ete. ‘
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Walden Woods Conference

Elementary Group II

CONCEPIVAL FRAMEWORK FOR THE INCLUSION OF CONTENT

e ——

Needa Assessment Learn: Learn:

What to teach Learn how to determine .

what students have

Audience Identification
) N i learnedo

How to teach

What is worth
teaching

a

Rule 1: Both curriculum and behavioral evaluation is inherent in all
aspects of the model, .

Rule 2: Process skills (i,e. inquiry) will ve reinforced and extended
throughout the model,

Rule 3: Knowledge, skills, éoncepts, etc., are to be practiced and‘
related to realistic settings where possibie (simulations,
field experiences, ete.).
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WALDEN WOODS CONFERENCE

g

Elementary Group I

TEAM - 200 students

!
-

team members (1-2 would be members of 2 teams)

Personnel from our T. Ed. Center

Graduate students
E? Secretary \
§
CRITERIA FOR T.U. TEAMS:
: ' 1. Teams stay with students thru out professional experience.
2. Inter/Intra-team member exchange.
3. Team members interact with department.,
4. Interdisciplinary representation on each T.U. team,
5. Self-gelection possibiliti:es withbin the interdisciplinary framework
(formal measures *
considered)
»
- v o R -y
Curr. Modules Curr. Modules | Curr. Modules '
e e e e et e e e
g LAB LAB LAB
; Ed. Psy., Societal, Ed. Psy., Societal, Ed. Psy., Societal,
o Media Medla ..l 1. _Medta |
ERIC -
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-] NEW YORK UNIVERSITY

School of Education

WASHINGTON SQUARE, NEW YORK, N.Y. 10003
L
AREA 2172 '598.1212

Student Teaching Office
4 Washington Square Village apt,IM

"~ March 1, 1972
Mrs. Jane Otten B
American Association of State Colleges and Universities
Office of Urban Programs
One Dupont Circle

Washington, D.C, 20036

Dear Jane:
Forgive the lateness of the report but I have heen conféreming for the
past two weeks, ; : .

T sections, Part 1 is my
retreat and Part 2 inel i
by the participants,

'!h.esé two days at the retreat were extremelv e:nit
were truly involved 1

ing. The faculty
in participatory democracy and “the results were
Foundation really has spent its money wisely,

The Site Visit team needs to gdather soon to discuss:

a/ evaluation of the projects by the
as by the site visit te

am (This
report form,)

b/ ways of hélning these planning pmj-ec;'ts implement their new
programs

.Project personnel as well
includes discussion of the

¢/ seed money to begin 5 more planning mrojects

d/ ways to share infarmation between the first five projects
I hope all is going well with you,
Cordially vours,

Koo d_Cne

Howard Coron
Director

HC.'he

104
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105
From: Howard Coron

AT

Re: February 3-5 site visit, uUniversity of Toledo

' I. Background

PR e T i T e S
N .

During the months between the first and second site visit certain tangible accomplish-
s ments were made by the project members.

¢ A, continuation of production of modules by individuals and groups.
B.‘

q
eV S

guideline meetings with public school personnel as to the ways the developing

R Y e S

B program could reflect the thinking of these professionals,

C. visit to Brigham.Yyoung University by administrators of the project for the

'
BTN by s TR

purpose of comparing its program with their ideas and to glean ideas useful
to the group.

At A v

{ . . D. continual clarification by the €oordinators

APy

as to the direction the group

Grng g

wished to take and ways in which they could not only facilitate this movement

- but play an active role as faculty members, in directing it.

I Y o A LS

The intangible ace‘omplishments became evident to me as I viewed the interaction during

this visit and will be discussed in terms of group interaction; attitudinal change,

A i i A R

; support from adnini;trators, and a number of other factors,
Prior to this meeting I was informed by Dr. Hersh that there were a few minor

. complications that interfered with the steady development of the project but that

thege problems had been overcome (See attached memo from Dr. Hersh,)

§ II. Retreat of the Undergraduate Faculty

A. Place: Waldenwoods, Michigan

B. Physical facility: lLarge building with small and large meeting rooms and .

sleeping dormitory used by male staff. Female staff slept in small heated.

bungalow situated nearby, Dining facilities were in the main building,
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C. Attendance:

Almost the total undergraduate faculty (approximately 50)

participated in the retreat and 3nc1u4ed Dean Dixon. Groups rebresented
were: early childhood, elementary, secondary, educational paychology,

social foundations, educational research and educational technology.

The financial office of the School of Education was also present during
part of the retreat,

/ 1/3 of the faculty are new to the University within the last two years and at least

4 the faculty had been at the institution 4 years or less,

The faculty attending had
& youthful appearance and were predominantly male,

In addition, gfaduate studenté
aétively working with the uﬁdergraduate staff were also participanfs. (The paréicipanté
appeared to be change oriented; in other words, no obvious patterns of rigid behavior
uereieVQdent although certain individuals did evidence, during the retreat, some
inflexibility toward "thinking b;g". This statement will be-discussed at later
points during this report,j7 |

H
1
i

D. Orientation: Participants had received outline of what might be accomplished

duriné the retxeat (See appendix 2).

E. Role of Site visitor: During the period between vigits I had telephone

- conversations with a coordinator of the project and was able to infer the
xole toibe played,

i
Participant-observer. The grbup,preferred active involvemgnt of the
site visitor, not just a reviewer of decisions made and directions
taken after the fact, but as an "inputer" into those decisions so that
the continual group process would not be disrupted, Feedback during
the process was more important than after the visit, Time would be
taken for formal as well as informal reaction periods Quring the visit
and input made as an active member of the planning groups, with this
in mind my role was more active during this site visit than in the
prior visit,
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Body of the Report: sSite visit Report

The comments to follow will not have any format but instead will be a

compilation of observations, comments, suggestions and hopefully will

be useful to the participants,

1.

Registration period and other observation periods: As I wandered around I over-

heard a few comments concerning the power that:the staff had in effecting change.

Several fhculty freely discussed with each other their feeling of impotence in

changing program based on what they wanted to do, I observed the coordinators

roving into these situations and giving examplés of how the staff was able to

effect change: the career decisions progiam, the support from administration

concerning this Sears oroject, et cetera, During the two déys I was able to

observe the following:

coordinators and sthers utilizing individual faculty suggestions. This was

done in several ways:

reinforcing the suggestions by repeating. them publicly and suggesting to
faculty that they consider these ideas before moving on to other suggestions.

Plight behavior was discouraged by asking for closure,
when individual‘faculty brought ideas to the coordinators at informal times
the coordinators supported individual faculty members by either bringing

the ideas to the formal sessionsro: by asking the individual to xepeat his

or her suggestion to the group,

by continually reinforcing to the whole group that the program was to
represent the best thinking of the group and that decisions made could be

implemented because administration and the budget officer were there to

help set up parameters.
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2. Preparation for the Conference

coordinators permitting leadership to develop in small and large group
meetings by: talking as a participant and not as an administrator.When
faculty looked to the coordinators for authority decisions the coordinators
subtly turned the decisions back to the group. (It is apparent that the
coordinators have spent a great deal of time discussing their role for

there was great consistency between the three individuals).

quite 6ften the coordinators behaved in such a manner that indicated that
they were sensitive to the fact that certain individuals had some fear about
expressing themselves. As the two da&s progiessed, a greater number of
in@ividuals talked and from other comments I ovgrﬁeard thiis was the first
time that these individuals were heard from, thus, that which the coordinators

were doing was freeing individuals to take some risk.

-

hqulpment and secretarial ﬁelp: an overhead projector, duplicating machine,
tape recorder, typewritgr, and other secretarial supplies were brought by
the group, ; secretary was ava@lable at all times to type and duplicate
materials needeé by the group. There was almost instant feedback to the

group when closure was reached (see attached materials).

The budget officer was invited to the retreat to give information concerning
the needed student-faculty ratio and to exélain how the school of Education

was funded by the state. By setting these parameters early in the planning

stage the group was able to come up with acceptable alternatives to their

Planning .

A small display area of multi-media materials and texts was set up for perusal

by the staff,

108
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3. Administration Support - Problems raised related to points made

Dean Dixon made several comments to the group. The major emphasis being
that the faculty "think big" and that he and his staff would support the
faculty in any way they could. His personableness added to the sense of
A good-feeling that developed during the two days, ‘Imaginary constraints
7 were done away with by éetting real constraints and his support of the

coordinators of the project was quite visible,

Some of the real constraints mentioned were:

= enrollment was down in the School of Education and espec:ally in the
Freshman group

- 1if the faculty develops a team~interdisciplinary program, a ratio of

M1 e A Y e

40 students to one faculty member was needed,

- despite low enrollment faculty would not be dropped
The key point here was that-the staff and resouxces would need to be
; tedbployed. The group should figure -out ways and means -of more
" effectively utilizing its strengths, At the same-time the group will
: need more funds to implement its competency-based program for many self-

3 instructional media pPrograms will have to be developed for individualization
of instruction, '

- work out relationships with the rest of the University to get additional
credit points for the teacher training program '

: It would be highly appropriate for the group to quickly meet with other school
faculty and to touch base.with them in terms of this hew program, I strongly

; recommend that an information paper be developed for distribution to the faculties
describing what has been accomplished, objectives of the program, ways in which

: inter faculty support can be developed,

= the faculty needs to develpp. a program which-considers the working student

? ‘ unable to go full-tjmé. This was especially important in terms of the need

to locate and support minority group members as well as poor majority group
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members as they go through a teacher training program.

the faculty must consider how to upgrade their own skills as well as how to
help field personnel become more effective in their role in the field, (He
was being specific about the role field personnel were to play in training -
pre-service personnel but the implicit meaning was that they yould become
more eéffective with their own students as they worked withﬁ,the University
stufiel'tts) . ' |

the faculty would need to rethink their owh teaching schedule to be consistent
with the program they were deéeiééing. | The impiicati;on ot this ;lést statement
is one which will need to be explored in great depth by the .faculty.r Course

load may be usurped by program (module) involvement. Longer hours and greater

'Qtudent-fapulty 1nvolvement, more field participation may be part of this

possible major change. D:lft'erent:latad staft:lng posaib:ll:lt:les based upon

'skills and interests may evolve.

.

" full-time student teaching may need .to be re-thought on the basis of the

“,doupetency-based program, What behaviors will be needed, during what period

of ‘time, to indicate that the pre-service person can behave in a way defined

‘by the £acu1ty. Student teaching needs to be redefined in terms of accomplish-

ment o! specific tasks and not the amount of tj.me spent in a schodl., As the

program develops students will be doing a great deal more thzough the use of

- various mediated programs.
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: Module Development

5 In the writing of the(modules many individuals have stated behaviors to be.

e

achieved which Contain many implicit and explicit values and philosophical

TN

assumptions, What is needed at this time is an overall philosophical statement

(which may be available in all of the writing that has been done over the past

years at the University) so that particular modules can be assessed in terms

i
of an overview, .

The faculty will need to review all modules produced by the faculty as well as

. B o A
o YR P AP AY LET TN I o 0% T ST T

those produced *in other institutions so that missing pieces are produced and oOthers

may not have to be duplicated., The five institutions receiving the! Sears

grant should join forces soon in sharing their individual production,

A o e KA TR @ M

Tasks Acheived and@ Major Bxeak Throughs During the Two Day Site visit

The coordinators of the project presented several organizational schemes ‘to

W T P s O RN T

the faculty for the development of the new program, These were tentative

ways of looking at the program, It was felt by the coordinators that having

b L YR N

some guidelines for the group was helpful for focusing on the decieions to

! be made,
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It was apparent that the cooxdinators were not totally committed

to these suggestions as stated by them, but they had done work to facilitate

the group process,

’

a major premise was introduced and accepted during the retreat and this was that
individual faculty members were breaking away from seeing themselves as
specialists only in their particular areas but as team members who would

utilize their expertise and develop additional competency in each others'

€d.
disciplines. 1n addition,hreseaxch, Educational psychology, Bducational media

LX)
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and social foundations people began stating ways in which they would become

aTt R g MR

more involved in field experiences and in working with either elementary or

secondary trainees.

R e

Another aspect of this development, though not statea 1

the interaction was that elementary and

+Hhose skl
q which

} F explicitedly but somewhat implied by

: secondary grainerg would learn from each other as modules were develoPe

needed to be achieved and ‘accomplished by all trainees.

. Werk -
In discussing the program, new faculty‘ profiles were implied, Faculty members

; would have to become highly flexihle! filling in and substituting for other

members as individualization of training students developed, keeping records

on students in such a manner that any other member of the team would be able 55

to follow a student through the completion. of specific modules. This last

point was discussed several times and it grew out of a concern for students

who drop out of the program and then seek re-admittance, as well as for transfer

Students, Faculty time could no longer be thowght of in terms of "how many
thovg .

courses taught and the hours.but rather committment to a group of pre-service

persons and their field personnel, (Accountability in its best defh\ition).

’ in searching for alternative staffing patterns the group went through making

many decisions including random self-selection for multi-disciplinary teams,

the development of multi-unit colleges or teams within the School of Education,

an elementary team, & secondary team, elementary and secéndary teams with other

discipline mémbers. At the end of the second site visit day, the group had
formed multi-disciplinary teams based on self-selection with emphasis on

either elementary or secondary training,

- the groups set as their task the following:

e AR OIS st g, 20w
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1., determine needs of a

: )pre-service trainees b
and schools and

) faculty in both the university
3) students. in the schools

2. do task analysis related to the determined needs

3. develop task prescriptions

4. implement the programs ‘
5. evaluate the program consistently and check through the accuracy of points 1-4

6. review modules: Sequence, rewrite,

substitute, add when needed
- Despite the lessening of importance

of the departmental disciplinary structure
team members would continge their alliaécé with their depar}ments.
: considéred 1mp§;tant for the'folléwing

1,

This was
reasons:

‘continual check by the department that new advances in knowledge and
and technique be incorporated into the

: teaching teams through continued
analysis of the developedzmodu;es.

2. research to be developed by the various departments needs to be
* directed toward viewin

g the whole bProgram as well as special aspects
of each program, ) .

3. the faculty of each discipline felt that they needed the
evaluation from their fellow professionals so that

in their- particular areas continued to develop

input and
their own skills

as .modules wére.deveIOped and réfined and others brought in from the larger

education community, they would become "lesson plans" for other members.,

Each member of the team could sﬁbstitute for another as they so desired and

in case they wish to further differentiate their roles,

A}
.

the sequencing of modules was discussed at great length and it was finally

decided that some modules are not dependent upon learnings

- from other
modules, Thexefore,

the program to he developed would incorporate two major

thrusts - a sequenced period and a non-gequenced period, of PrQ»Seruvce +FAwunjo
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The retreat continued one day lonser than the site visit and Richard Hersh

- w,A,W«w,ﬂnmF,LUvZf»""»

has written a report describing the decisions made and the projected

directions of the rroject, (See February 16, 1972 letter to Howard Coron)

v e T e T
P

Sama2 gggestims for the Pnoject Group

In discussion of the sequencing of the modules several rroblems wiil have

-

to be discussed and procedures developed:

1. ¥nat happens to pre-service irdividuals who drop out of the program

ard return after a long absencn" V51 “here Le retestmg of the

.

skivls leam& at a premms tine?

2, If cthere is a long neriod between iearning specific skills and

application of theae skills to the field expemlence, who will

. ascertain whether tie student is able to utilize ef"e"t;vn y £ills
learmed?

3. Do all students go through the sequence of modules in exactly
the same timé schedule? the same sequence? -Can there be some self-

selection within both the sequema(and the non-sequencel modules?

oney will be needed to develop individual ard individualized instructional
modules with associated media systems, Faculty will need to be ‘freed at various
points within their team schedule to develop these modules ar to reviets
modulesbdeveloped by others, The administration of the School of Education
must consider ways of redeploying their staff to facilitate thi‘s development
as well as to seek additional funds. Funding groups will be most impressed
if the adnm:.smators can present plans which discuss how current funds

&l

-available have been used mcre effectively than at previous times

1. Who will develop ways and means of more effectively utilizing

eurrent funds? Should the faculty, now having learmed abwt.ther economics

> 1@ o o - e e

ot
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“of i i
| funding School of Education programs, have . yack force to wak in conjunction

with the budget officers so that they.can figure out alternative means to utilizing
money within the budget?

2, The Sears money obviously has helped the group accomplish a number of
objectives in this Planning, Phase I of the project. The group should consider
approaching Sears and other foundations for implementation of this newly
developed program through additional funding.

- Since the project in effect has shown ways in which seed money can make
for institutional charge the coordinators of the project should select and document
those aspects of this change process that may have implications for other Schools
of Education, |

= modules developed should be checked against a general statement of goals
and objectives developed prior and during the retreat, Modules should also be shared

. with public school persornel for their ex}alaution, input and basically for their

suppart. Some testing of the modules might be done prior to the sumer.

- The coordinatars of the project must now consider ways of helping the
additional

group develop leaders to work through the 'various tasks ‘that need to

be accomplished. It is too easy for the timree coordinators to do all of the work
themselves. It was obvious during the retreat that the coordinators were moving
in that direction, whether consciovsly ar unconsciously, but now tasks must
i:e defined, a PERT chart developed, and responsibilities allocated.,

- Many faculty members had some difficulty choosing elementary ar secondary
teams to become associated 'with, and same teams appear not to have all five
disciplines represented so there should be some derisions made whether everyone

should become part of one team or can they be members of several teams,
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THE UNIVERSITY OF TOLEDO / TOLEDO, OHIO 43606 / [419] 531-5711

College of Education
Department of Educational Media and Technology

February 16, 1972

Dear Howard,

Herein and herewith is the summary of our last retreat resulting in
"the spirit of Walden Woods."

In terms of the process involved it was our objective to get each faculty
member aware of the contingincies and parameters confronting the development
of a new program. With the financial report, student enrollment analysis, and
the discussion with Dean Dickson we accomplished the objective. Our focus, as
you well know, is to develop a program composed of interdisciplinary teams to
work with a specific group of undergraduates for their entire teacher education
program, The faculty was very temnse (100% were in attendance) the first two
days because each faculty nembér had to deal with peers concerning teaching and
curricula matters. By the final day not only was the entire faculty approving
of the team concept but we had developed tentative teams and were working in
those groups for the latter part of the retreat.

The following were the conclusions of the faculty; 1. A completely ner
undergraduate program will begin in the fall of 1972. All faculty will be
working in interdisciplinary teame (elementary, secondary, or both) 2. The
new program will consist of faculty written modules which will call for pre and
post test data gathering and allow for individualized instruction throughout
the program. 3. An arrangement will be worked out with area schools in which
teaching cénters will be developed. Such centers will be assigned to specific

university teams and the university team will. teach in those schools methods
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modules as well as prepare specific in-service courses for the staff of each
building--we are thus wedding pre- and in-service as part of teacher training.
We are now in the process of redoing our schedules for next year and
taking care of the nitty things that must be done to run any program--notifying
students, planning registration procedures, etc.
We have also identified material and resources needed for implementation

which we know we will not be able to procure on an austerity budget.

Video-tape equipment

study carrels equipped with proper hardware for self-instruction, data
processing hardware and gsoftware development to monitor each individual's
progress, an independent assessment team to gather data in the new program.
Released time fqr faculty to plan, write curriculum, and evaluate our progress.

We believe that we need approximately $100,000. to go full fore for two

years. The program would then be self sustaining and could easily be continued

with institutional in~house funds. We plan to apply to several agencies for

such monies including SEARS. ¢

Enclosed please find materials coming out of the retreat. Thanks for

coming up and helping out. Hope to see you at our next effort.

Dick
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” Teams Meeting | 113

To: Elementary Teams
From: Hughes Moir
) Date: April 24, 1972

Subject: Meeting cf team representatives to determine core program

Members Present: Drs. Ahern, Charlesworth, Cooke, Fotopoles,

Leonard, Mallan, °
i Michael, Moir, and Mutterer.

—.-—..————-..-——.-——-—————.——-—_—-———-——————-——...-_..——_.

AN T S
N

The ad hoc committee met April 19 at the Hospitality Inn in Rossford

from 9:00 a.m. to 5:30 p.m. The two basic tasks that the group focused on
vere:

ae

e ey arid

: 1. Selection of £oxg modules for the four eight-hour "courses (312: 320,
324, 328, and 340).

Ryt s e

2. Sequencing of these modules on a quarterly basis.
that each team would determine a se
within the eight~hour "course."

It was assumed
quence of each quarter's modules

The attached sheets indicate which modules were selected for each quarter.
In addition, each quarter was designated- to have an emphasis or thrust, that
would provide a focal point for that quarter. Finally, we attempted to
"guesstimate" the amount of time students would be in the schools each quarter.
The number of weeks suggested is based upon somewhat incomplete data.

T R LI

o

It is difficult to attempt to describe in detail
that went into this decision.

many different points of view,
: the group. Therefore,
representatives the tot
conceptual design.

the process and thinking
The conceptual framework was a function of

concerns, and synthesizing by each member of
let me urge each of the teams to discuss with their
al program and how each quarter relates to the overall

: I would personally like to thank the eight individuals for their contri-
butions and time. The discussion was always "on task" and fruitful. I think

we're on our way. We can now set our sights on the May é—7 retreat with a
much clearer seuse of direction. -6

If you have questions or comments or anything, please, please bring 1t up
at your team meetings or to one of the representatives. They will be welcomed.
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312:320 Elementary Teaching and Learning:

I.

1I.

II1.

120
Quarter 1

I (Analyzing Problems and Analyzing
Educational Setting).

Thrust

To explore, through inquiry processes, social and educaﬁional value
problems and their manifestation in schools and the community. To inquire

into the school setting and the role of the teacher in the school system.

Field Experiences: 2 ~ 3 weeks
Core Modules (Titles)®

. Value Clarification, Philosophy, and Techniques
» Science and Implications -for Social Inquiry

» Conceptualizing Concepts

. What Kind Of World Do We Want?

Teacher's Role in Educational Institution

Basic Concepts of Educational Sociology

DLW -

*The modules are listed by title
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Quarter 2

o 312:324  Elementary Teaching and Learning: 11 (Systems Model of Curriculum,
t Teaching Model, Problem Analyzing Model)

|

F

I. Thrust

} . To explore curriculum design and the basic skills of teachiné/instructing
: with particular focus on identifying and analyzing behavior.

II. Field Experiences: 2 - 3 weeks
e. . IITI. Core Modules (Titles)

1. Instructional System Development
2. Teaching Skills Module (to be written)
- 3. Observation and - Recording Behavior
4. Behavioral Objectives (DEMT #3)
5. Task Analysis
6. Behavior
7. Counting Behavior
8. Building New Behavior/successive approximations
9. 1Inference Identification
10. Individual Differences
11. Theories of Child Development
12. Problem Identification
13. Prnblem Solut'on
14. Diagnosis in terms of Behavioral Objective
15. Field Test of the Problem Solving Model

H
b




Quarters 3 - 4 122

312:328 Elementary Teaching and Learning: r11I
312:340 Elenentary Teaching and Learning: 1v

1.

II.

III.

Thtust'

These two quarters will be considered - together ~ to focus on the appli-
cation of teaching strategies/skillg using the curricular. areas as vehicles
for the application. _Because of publid school constraints, 312:328 should
be scheduled during the morning and will focus on language arts and mathe-
Ratics, though these constraints are not viewed 88 binding nor universal.
Likewise, 312:340 will focus on social studies and science and should be
scheduled during the afternoon.

The specific teaching skills were identified as those relating to:

1, Plannigg (Stating Objectives, Diagnosis, Planning Instructional
Strategies, Selecting Materials, and Evaluation Procedures)

2,  Implementation (Specific objectives to be established by the team
and individual student)

3. _Ex:lua;%gn_(ln terms of objectives of student and in terms of pupil
outcome

Fleld Experiences: total of 10 - 12 weeks (combined)

Core Modules (titles)
1. Childrens Literature (a total of 5)

2. Language Arts Modules (a total of 7

3. Mathematics (to be written)

4. Science (to be written)

5. Social Studies (to be written, in part)

6. Selection criteria of medig

7. Instructional Simulation and Academic Games

8. Utiligation Procedures for Instructional Media

9. Operation of A-v Equipment (DEMT #10)
10. Preparation of Instructional A-v Materials (DEMT #11)
l1. Basic Behavior Operations (Cohen-Creen Modo 1-18)

12. Techniques of Self-Analysis
13. Teaching Problem Solving
14. Module for Creative Thinking

15. Development of Meagsurement Skills i
16. Introduction to Language of Measurement and Research
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It should be noted that the emphasis of these quarters is on planning,
implementation, and evaluation skills rather than on "methods' courses,
though the ghift in emphasis is more by degree than an essential change. There
is a need to create new modules (or modify existing modules) to focus on these
three basic skills and their subskills in the four curricular areas. In
addition, in these quarters (and in the other two as well) the teams need to
specify the objectives and criteria for field experiences where appropriate.




APPENDIX I
OUTLINE OF ELEMENTARY AND
SECONDARY TEACHER EDUCATION PROGRAMS




o

et

s
a

125

ADDENDA AND CORRECTIONS TO 1972-73 COLLEGE OF EDUCATION CATALOGUE

Corrections for pages 16 and 17:

THE ELEMENTARY EDUCATION PROGRAM

The following are minimum requirements, including general education, in all

fields.
Hours Totals

1. ENGLISH
English 101, and 102 or 103 or 104, College Composition. . . 10
English 270, Interpretation of Literature. . . . . . . . . . §
Speech 101 or 301, Oral Commmication. « . « « « o o o « o K ]
19
2. MATHEMATICS
Mathematics 121, 122, 123, Mathematics for Elementary
EQucation Students . . . . ¢ ¢ ¢ ¢ 4 4 o o 0 o o o o o o o 3
9
3. SCIENCE
Biology 112, Survey of Biology « « « ¢ « o« ¢ « ¢ o o o « o o 3
Natural Science 102, 103, Matter and Energy. « . « « « « . . 7
Geology 211, Earth Science and Man « « . . « &« « ¢ o o « o & X ]
. 14
4. SOCIAL SCIENCE
Geography 101, Cultural Geography: Systematic . . . . . . . 4
History 102, western Civilization and *History 122, American
Civilization or ‘
History 101 and 102, Western Civilization or
*History 121 and 122, American Civilization . . . . . . . . . 10
Political Science 120, American National Govermment. . . . . 5
Economics 201, Economic Principles I . . . « v ¢ ¢ ¢ ¢ o « « &
Sociology 101, Introduction to Sociology or Anthropology
202, Introduction to ANthropology. « « « + o « « « o o o » )
27
S. ART
Art Education 111, Art Education in Elementary Schools I . . 3
Art Education 112, Art Education in Elementary Schools II or
Artlal,lnttoductiontohtt................_3'
6

6. MUSIC
Music Education 140, Public School Music Pundamentals. . . . 2

. Music Education 240, Introduction to Music for the
Elementary Teacher . . . . & & ¢ ¢ « ¢ ¢ o o o o o o o ¢ o
Music Education 340, Elementary School Vocal Methods . . . .

fo o
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Addenda and Corrections, Page 2

Hours Totals
7. HEALTH AND PHYSICAL EDUCATION

Physicalzducationloa................... 3
Physical Education 240, Physical Education in the Elementary
s&ools. L] * L] L] L] [ ] [ ] L] '. L] L] L] L] [ ] L] [ ] [ ] ) L] L] [ ] L] L] L] L] 3

Health Education 340, Health Education in the Elemsntary
Schools. . . . ...

- 9
8. PSYCHOLOGY
Psychology 101, Principles of Psychology . . . .. .. ... S
4
9. CAREER DECISIONS
Elementary Education 101, 102, Career Decision Program . . . 8
‘ 8
10. ELEMENTARY PROFESSIONAL EDUCATION
Elementary Education 320, Elementary Teaching and
LeamingI........................ 8
Elementary Education 324, Elementary Teaching and
LearningIIn........................ 8
Elementary Education 328, Elementary Teaching and
LearningIII...................... 8
Elementary Education 340, Elementary Teaching and .
LeatningIV 8
Elementary Education 392, Student Teaching . . . ... .. 16
- 48
11. AREA OF SPECIALIZATION AND ELECTIVES
Area of Specialization from one of four fields (Language
Arts, Social Studies, Science, or Mathematics) . . . . . 20
Electives......................... 22
42
192

*Students who take Histcry 121 and/or 122 must also select one non-western history
elective.

Corrections for Page 18:

AREAS OF CONCENTRATION

Every student in elementary education shall select approximately 20 hours of
course work beyond the general education requirements to be pursued as an area
of specialization. The area of specialization must be organized around one of
the following four fields of elementary school instruction--Language Arts

(including Reading), Social Studies, Science, or Mathematics. The number of
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Addenda and Corrections, Page 3

hours to be taken in the field is left to the discretion of the student and his
adviser with 20 hours recommended as a suitable minimum. Suggested courses
for the above areas of specialization are ‘indicated in areas of concentration !
VI, VII, X, and XI listed below. The other areas of concentration found in the
area and course selections below should be considered as support areas for !
elementary school teacher preparation. Elective hours may be used for courses
in these arear or for any courses the student wishes to take.

(The areas of concentration referred to in the above statement are found on
pages 18, 19, 20, 21, and 22 of the 1972-73 College of Education Bulletin.)

Corrections for Pages 22 and 23:

RECOMMENDED SEQUENCE OF PROFESSIONAL OOURSES
IN ELEMENTARY EDUCATION

Hours
FRESHMAN AND/OR SOPHOMORE YEAR

Elementary Education 101 and 102, Career Decision Program. . . . . . .. 8

JONIOR YEAR
Elementary Education 320, Elementary Teaching and Learning I . . . . . .
lementary Education 324, Elementary Teaching and Learning II. . . . . .
‘Slementary Education 328, Elementary Teaching and Learning ITI . . . . .

.- -]

SENIOR YEAR :
‘Slementary Rducation 340, Elementary Teaching and Learning IV. . . . . . 8
‘glementary Education 392, Student TeaChirg » o ¢« v ¢« o ¢ o o o« o o« o &« « 16

56
*These courses are a sequence and must be taken consecutively. The sequence )l{__/
be begun in either the first or secon

d quarter of the student’s junior year:




A4 P
T R LR A

128
‘ Addenda and Corrections, Page 4
; RECOMMENDED SEQUENCE FOR STUDENT IN REGULAR
; ELEMENTARY EDUCATION PROGRAM
! FRESHMAN YEAR Qtr.Hrs.  JUNIOR YEAR Qtr.Hrs.
Art Education 111. . . ., .. . 3 Elementary Education 320,
! ‘ Elementary Education 324, 328 . . T T 24
: 101,102.......... 8 Physical Education 240 . . . . 3
- z English 101, 102 . ... ... 10 Health Education 340 . . . . . 3
) ;:::- QEOgraphy 1010 e s s 8 s s e o 4 ECOI’I. 2010 ® o s e s s s s s . 4
s Mathematics 121-122-123. ... 9 English 270. . . . . . . ... 5
H Physical Education 108 . . . . 3 Electives-~Area of Concuntra-
Z Sociology 101. . . . ... .. 4 tion . . . ... .. .... 9
1 é SPEEdl ’101 * &5 8 o o s s s s 4
3 Biologyllz.........._:}_ 48
3; .
48
» SOPHOMORE YEAR Qtr.Hrs. SENIOR YEAR Qtr.Hrs.
% Art Education 112 or 181 . . . 3 Elementaz;v Education 340 . ., . 8
§ Geology 211. . . . .. .... 4 Elementary Education 392 . . . 16*
: History 101, 102, 121, or 122. 10 Electives-~Area of Concentra-
: Music Education 140, 240 and tion . . ........ .. 24
%f‘:; 340. . . .‘. - » - . . * . - 6
4 Natural Science 102, 103 . . . 7 48
H Political ‘Science 120. . . .. 5
¥ Pgychology 101 . . . . .. .. 4 *Students enrolled for 16 hours of
H -Electives--Area of Concentra- student teaching will not be permitted
: tion . . . ......... 9 to register for any other course.
: 48
g
.
o
RI
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Addenda and Correctioms, Page S

Corrections for Pages 24 and 25:

£y
THE SECONDARY EDUCATION PROGRAM

I. GENERAL EDUCATION REQUIREMENTS. , . . © ¢ s o 4
1. Englis}l: co@o’idon * * o o o ¢
English 101 and 102 or <03 oxr 104

2. English: Literature
English 270

¢ & o o o o ¢ o @

3. Psychelogy. . . .
Psychology 101

4. Social Science. T T T T

Political Science 120 and Electives from the Social

Sciences, including Anthropology, Economics, Geography,
Sociology, and History

SQ s Ciel’lce * % e s s o e ¢ ¢ 6 @ ¢ & ¢ » e e e o 4 o o ¢ o ¢ o

Elect any basic science course such as Astronomy 110 or

115, Biology 112, Chenistry 101, Geology 101, Physics
131-132

6. H‘ﬂ'lemati CS ¢ ®* 0 9 s e e ¢ & e ¢ ® ¢ ¢ ¢ o s e e o o o

Elect any basic math course such as Math 115, 126, 127,
128 (See course descriptions for prerequisites.)

7 PhYSical \uc.tiono . e s [ ] . . . . . . s o . . . [ ] . . .
Physical Education 108. Students with medical excuses nay
register for Phygical Education 105, Military service

does not substitute for the physical education
requirement.

8. Fine Arts s et e e e e e
Elect courses from the following recommended lists:
Art 181, 281, 282, 283, 284, 285

Classical Civilization 204, 205, 206, 250, 372, 3715, 277
Philosophy 110, 201, 203, 301, 303, 308
Physical Education 182, 488

fneech Communication 220, 320, 422, 450, 455
Theatre 100 (or 300) , 201, 202, 203, 333, 334

~

129

Hours
47-51

10

13

3-4

-4

6-8
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Hours
II' Pmmss!mn‘ EMATION! . L] L] L] . .. L] L] L] L] L] . L] . L] L] L] L] . » 40
1. Career Decisions
Elementary Education 101, 102, Career Decision Program. . . . 8
(Prerequisite for all other courses in Professional
; Education.)
2. Secondary Professional Education
X ; Secondary Education 310, Secondary Teaching and
ig N Lemingr.ooo-oo--ooo-oo.o.ooo. . 8

Secondary Education 340, Secondary Teaching and
Learning II or Methods of Teaching in the Special Subject
Fields (Art Education, Business Education, Speech Educatiun,
: Foreign Language, Music Educ :ion, Physical Education,
P : Recreation, Health Education, Special Education, Vocational

Education) plus appropriate education electives to total
8 hours.‘ L] L] L] L] L] - L] . L] L) L] L] » 8

Secondary Education 392, Student Teach o e e e 16

*Any student who is uncertain of his interest in his major teaching field should

complete Secondary Education 340 rather than elect methods of teaching in a special
subject field.

* s o s s o

ingoo-,.o

III. SUBJECT MATTER TEACHING FIELDS

Quarter credit hours vary and are determined by
the choices made in teaching fields.

Secondary Education Teaching Fields Majors - Minors

Classification Plan*

Hours
A. One Major (with two additional minor fields) 45-58
B. Dual Majors (with no miuor field requirements) 45-58

for each field
C. Comprehensive Major (with one minor outside major field)

67-82
D. Intensive Major (includes comprehensive major plus
additional work within major field with no minor field
required) 96~111

E. Minor Fields

30-46




.Addanda and Corrections, Page 7

required for each major and minor field.
teaching field due to State of Ohio certi
requirements of the College of Education.

Quarter hour requirements vary for each
fication regulations and degree

*Most major teaching fields in the College of Education are Comprehensive Majors.

IV. FREE ELECTIVES. . .

* s e s et s 04 o(to complete 192 quarter hours)

RECOMMENDED SEQUENCE OF PROFESSIONAL COURSES
IN SECONDARY EDUCATION

FRESHMAN YEAR
Elementary Education 101 and 102,

Hours
Career Decisions Program. . . ., ., ... 8

JUNIOR YEAR

*secondary Education 310, Secondary Teaching and Learning I. . . ., .

« « . B
*Secondary Education 340, Secondary Teaching and Learning II or
Methods of Teaching in the Special Subject Fields plus electives, . . . 8
SENIOR YEAR
‘Secondary Education 392, Student Teaching . . . . . .. ... .. .. .. 16

*These courses are a sequence and must be taken consecutively.
be begun in any of the student's junior year quarters or at th
senior year.

The sequence may
e beginning of his

1
{
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Corrections for Page 26:

132

RECOMMENDED SEQUENCE FOR STUDENTS
IN SECONDARY EDUCATION

FRESHMAN

Qtr.Hrs.
Elementary Education 101,
2. L] L[] L] * L) L] * L] L] » L) L] 8
Engligh 101, 102, or 103
or 10‘ L ] * L) L) L] L) r) * * L] L) 10
Physical Education 108 . . , . 3
Psychology 101 . . . . . . . . 4

Science or Math Requirement, . 3-4

Social Science Requirement ., . ¢4

Courses in Major and/or Minor
Teaching Fields. . c e e . .

Coursge to satisfy fine and/or

applied arts . ., , . . “ . e 3-4
Blecti\ves........... 3

10-15

48-55
SOPHOMORE YEAR Qtr.Hrs.
8nglish270.......... 5
Political Science 120. . . . . 5
Science or Math Requirement. ., ¢
Social Science Requirement . . 4

Courses in Major and/or Minor
Teaching Fields. . . . . . . 25

JUNIOR YEAR Qtr.Hrs.
Secondary Education 310 .. . . 8
Secondary Education 340 or
Methods in Special Fields . 8
Course to satisfy fine and/or
applied arts. . , , . . .

Courses in Major and/or Minor
Teaching Fields

L) L) L) L) - L) 2*9.2
48-52
SENIOR YEAR Qtr.Hrs,
Secondary Education 392 .. .. 16t
Courses in Major and/or Minor
Teaching Pields . . v« o o 32-33
48-49

: *Students enrolled for 16 hours of

student teaching will not be permitted
to register for any other course.
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School of Education
Student Teaching Office

4 Washington Square Village, Suite 1M
New York, N.Y. 10012
Telephone; (212) 598-2865

June 13, 1972

Drs, Cass Gentry, Hughes Moyer and Richard Hersh
School of Education

University of Toledo

Toledo, Ohio 43606

Dear Gentlemen:

As you know my final site visit to the University was to accamplish two
purposes: 1/ to discuss with you the final report and, 2/ to interview

as many faculty as possible to ascertain whether the objectives stated in
your proposal were accamplished,

¥hen I left the three of you I had the feeling that the minor problems

you, as the coordinators of the program were currently encountering with
facilitating instructional teams in the completing of their modules for

the September program, will be insignificant compared to what vou can expect

in the Fall as you operationalize your Performance Based Teacher Education (PBTE)
program, BUT, if your amrrent style of operation is any indication of effective
administration, you will cope well,

In my rather hit-and-miss selection of staff for interviews and in watching

an instructional team in action it was apparent that the staff had internalized,
both cognitively and affectively, the philosophy and goals of the progrem,

felt a strong bond with the objectives (having created them themselves), and

had a strong desire to succeed, Despite a quality of desperation at the fact that
they had publicly comitted themselves to PBIE and to its eventual success every
one I interviewed was willing to stand in front of other professionals and
discuss the merits, the limitations of the program. No one laid hlame on others
for what had been accomplished, They all "owed-up" to their participation and
decision-making concerning the direction of the undergarduate PBTE program,

Manysmtmtsmmdeabout}nwﬂxedmgeintheteacherhainingpmgm
came about, their original fears and their current qualms and dissatisfactions.
But in discussing these minor dissatisfactions thev also talked about a change
in mrofessional working style. Griping had been channeled into doing something
about their situation and this year of operation had given them an opportunity
to test out new ways of behaving at the institution., It was apparent that
reinforcemert theory,as practised by youywas effective in permitting individuals
to take a chance, Self-selection in working with groups also appeared to be an
effective factor. All of the faculty appeared to be task or action oriented and
I got the feeling that a cadre of "change agents" had been developed, The problem
to be faced in the Fall is to keep these agents active, to reinforce the feeling
that the staff directs its own destiny, and try to help people from getting
discouraged if the progrem does not follow the exact guidelines planned this
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School of Education
Student Teaching Office

4 WASHINGTON SQUARE VILLAGE, SUITE 1M, NEW YORK, N.Y. 10012
AREA 212 598-2865

June 13, 1972
-2

In connection with this last point my discussions with Deans Dickson and
Saxe clearly indicated that they would do all in their power to insure the
success of the program. Both Deans mentioned that it was the Sears monev
that had created the cpportunity for the staff at the various retreats

to 1/ define their problems, 2/ set priorities on the most important
problems to seek solutions, 3/ set solutions, 4/ develop internal as

well as external forces and mechanisms to work out these problems and
solutions and §/ to help others in the field reach the same level of
dissatisfaction and want to actively seek to become involved in the changing
of the teacher training progrem,

The faculty members all talked about their dissatisfaction with the old
practices and now appeared quite clear and aware of the problems they

would face, Having gone through the process. of developing instructional
modules and having these modules reviewed by the total staff also made
ﬂunsmaﬂutamoﬁﬁ:eir’ﬁﬂividualst!mgﬂxsamrmmtﬂmydo

fits into a grand scheme, But here again, although there was same trepi-
dation about what they had produced there was the knmwledge that nothing
was final;they could delete, revise and produce new modules as they assessed
the effectiveness of the training program,

From what I heard from various faculty the new program is clearly better than
what it replaced and is sufficiently popular with the faculty and others

that its absence would be regarded as an indication of poor teacher -
education that is going on and that finally that in the long run will enhance
the professional image of all participants. This last factor is not to be
discounted, There was a very strong feeling expressed that the facultv of the
University of Toledo had developed a model for teacher training that would
enhance its image in the profession, as well as being extremely effective

in the f ieldo

As I reviewed my various conmmications with you, read all the materials
produced, talked with staff it seems that for the final repart in conjunction
with the AASCUS guidelines react to the following questions: (This, in addition
to, the points I made at our last meeting,)

1, What analysis did you go through in diagnosing the weaknesses of ]
your previous program? What factors (historical, political, econamic)
helped the group to reach its state of dissatisfaction with the

old program?
2, What values concerning teacher education pervade your new program?

3.Who became committed to doing the work? How did this committment came
about? How did you organize this comittment into developing the new
program? (What's your style of operation?)
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4, What were your purposes for making the change? . hidden agy g here” z

S.What are the innovative elements of the new pmgmn" Who will engineer
the installation of the program?

6. What were your strategies for getting the staff to come together
to build the progrem? Who were the individuals you needed to touch-base
with? Was your a "hard sell” or a "soft sell" approach? What were the
sequence of steps for innovating?

7. What will be the rewards to the staff, the university students, the
field persormel and ultimately the children in the schools?

8. What problems do you anticipate in the Fall and what solutions can you
suggest?

It has been a great pleasure for me to work with you during this year and I
hope you will keep me informed of the "trials and tribulations" of PBIE at

Toledo.
See you in the Fall,

Cordially yours,
Yorweul Covn

Howard Caron

HC/he




APPENDIX L
ABSTRACT OF ASSESSMENT PROPOSAL




ERIC

Aruitoxt provided by Eic:

.

University of Toledo

ABSTR:ACT

Title of Project: Implementation of za asscssment tiaa for uaderjiroctate
teacher education program .

Principle Investigator. . George E. Dicksen, Tiean
Collube of pducuu-un
'University of Tolcdo
Telephone AC (419) 31-5711

8

[ (%]
4~
(¢}

Contracting Agency: The University of Toledo

Duration: September 1, 1972 -~ July i, 1974

The College of Education, at The University of.7clecdo, hnas &v.nl o
last five years preparing itself for the irmiemeontaition ol 2 systc.ua.ica.. ™
developad program for preparing Elementary and Sccondarsy “ceachers.

We have employed the systems approach in decermiuing objzozive

criterion measures, and meams of mecting the programs objsctives. . 2&n.
deveicsed ail the major components of the successiul educaciona: .. &
exce:zing one. We have not yet resolved tae problem of insuriang :.... our

syste::, oa the basis of measurement data, wili he revised.

Ve are convinced that for at least a highly significant par:t =~ our
competency basad program, some of the alements needed Zor evaluacia; <nd
revisioa are already included in the system and will »rovide necesszr: (L

not sufficient) data for revision. To illustrace, ali molules produczd ' ..
the w7 program must match objectives anéd criterion measures, with ti.o me ..o
for accomplishing the objectives.

Tae value of this objectives~means—criterion match is that we ¢ .. p=
modulas or parts of modules that are ineffectiva. 1Ia the past thil ....3
been Dossidle only in small programed instruction segments and with compuL-.r
assisted instruction programs. We are doiag this kind of a match o .. scuii«
that includes the complete professicazl pro.ram for craining Elemenis'y <
Secondary Teachers. Data from the objectives-means~criterion matcl .1l

complement additional data from general abilities tests, attitudima. vea: .. i3

reviever comments, and other measures.

It is clear to us that without the continuous collection and tro.ime &
of assessment data that the necessary information for revision will .ot Go
available. This means that the modules that we have developed will not be
revised. Without revision, we would only be trading one orthodc.. .o-
another.

Our problem chen, is to implement an s: Jasment componen:s oz ¢l -
competency based system. To this enu, we orcnose to set up an indepoaden
evaluation team. There is enough evi.ence t.t individuals responsible ..

1ko
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development have difficulty being objective when evaluating their program,
to make us opt for an independent team.

The skills of this team will vary as the program progrcsses, bur initizl-
ly they should possess the following skills:

a.

b.

c.

d.

e.

test construction and analysis
systems analysis

learning contingencies analysis
program development analysis

instructional materials and means analysis

The assessment team that we propose would not only be responsibre for
providing the instructional teams with continuous assessment data, buc
they would also be concerned with developing and revising the ovperational
aspects (i.e. logistics, instrumentation) of the assessment manzgement

system.

o
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School, pp. 33-68.

University of Toledo

PROPOSAL TO IMPLEMENT AN ASSESSMENT PLAN
FOR AN UNDERGRADUATE TEACHER EDUCATION PROGRAM

Introduction

Five years ago the College of Education, at The University of Toledo,
in cooperation with a consortium of twelve state universi:iies of Ohio,
began to design a comprehensive elementary teacher education model
program for six target populations, primarily focusing on elementary
teachers and administrators. Since then the model has expanded to in-
clude the secondary teaching program, so that all of our education
students will be taught through the Model Program. The Ohio Model, as
it became known, clearly stated that all groups of educational personnel
who were actively involved in the education, induction, and support of
new teachers were to develop training or retraining progrems which dealt
realistically with the contexts of educational charnge. These contexts of
change we identified as instructisnnal organization, educational technology, -
contemporary learning-teaching process, societal factors, and research.

Our strategy was amn attempt to insure that new and re~trained teachers
would receive intelligent and sympathetic support in elementary schools,
minimizing future risks of teacher failure and general educational
unresponsiveness to change. The failure of previous attempts to change
teacher education has occurred partially because of preoccupation with

.preservice educational populations rather than proper attention to all

populations involved with schools,

+ The Ohio Model project resulted in other basic assumptions about
Teacher Education which have been reported in Educational Comment/1969:
Contexts for Teacher Education, pages 24-28. Fundamentally, The Ohio
Model advocated a renunciation of the self-contained classroom concept in
elementary education and the utilization of the multiunit school and team
teaching approach (which has become a national U.S.0.E. thrust) developed
by the Wisconsin Research & Development Center for Cronitive Learning.
The Ohio Model puts a heavy emphasis on activities involving a continuous
cooperative and coordinated effort with public schools. Such emphases
demand a different approach for teaching teachers, than that traditionally
accepted.

Paralleling model development, the College of Education, through its
Center for Educational Research and Service (CERS) began inservice
programs with public school systems in the Toledo metropolitan area to
introduce and support educational innovations. One aspect of this activity
was the development of multiunit schools. Ten of these schools in four
school districts were operative as of September 1971. A major effort
with this concept occurred in the heart of Toledo's inner-city and has
been ongoing since 1967. An informative report of this effort will be
found in Educational Comment/1971, The Ohio Model and the Multi-Unit




Proposal

The need for reform in elementary and secondary education in the
United States has been thoroughly documented in numerous addresses and
publications, the latest of which has been Charles Silberman's book on
Crisis in the Classroom: The Remaking of American Education. Severe
problems exist in the areas of reading, the "irrelevance" of much that
is offered by educational institutions to their clients, and the seeming !
inadequacy of present students to conceive ard develop proper attitudes :
about "work" including occupational preparation and planning. The
s2volt of school patrons and taxpayers is almost a daily newspaper item.
State legislatures and the national congress are increasingly concerned
about putting new funds into the same o0ld educational operational patterns.
: Educational discussions concern such concepts as educational accountability,
. performance-based education, criterion referenced programs, descriptive
phrases which connote a demand for educational goal clarity and acceptable
indicators as evidence of the realization of such goals. It is clear that

T A R LRI

£ schools have failed to provide systematic evidence on the relationship

E of program costs to program benefits and Silberman's concept of the

i "mindlessness of American education" captures very well the characteristics
) of a total system that is in a serious state of disrepair.

H. Del Shalock, in a working paper prepared for Task Force '72, has
captured the essential shifts in education which must occur if we are,
indeed, to address ourselves to meaningful reform in education. He
speaks first of the shift from an experience-based to a performance-based
mode of operation. Experience-based education simply provides experiences
for students with little regard for what results from such experiences.

We need performance-based educational programs where the outcomes expected
to be derived from them are specified. Performance-based programs do not
deny the significance of experience but they openly recor:;“ze and treat
experience as a means rather than an end.

AP A5 41 W e Y
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Second, Shalock advocates a shift from a primary focus upon knowledge
and skill mastery to a primary focus on output. This essentially calls
for reconsidering our heavy reliance upon knowle ' ‘2 as the primary basis
for educating teachers and beginning to focus up~ 1 what teachers can do
with what they know. "Doing" fundamentally means being able to perform
specified teaching behaviors. This is increasingly being considered as
a more reasonable basis for teacher certification.

PR R 4 A g o T

*

ihird, there should be a shift from an essentially data-free to an
essentially data-dependent mode of operation in education. The call here
is for more information about teachers and teaching and the use of it so
that the instruction-learning experience can become more effective.

Ll

Fourth, there should be a shift from an essentially training function
to a research development and training function. The proposition with
this shift is that performance-based, output rcrerenced and data-dependent
training programs provide the best possibl: context within which to mount
research and development efforts that will provide an wers to ways of
establishing more efficient educational systems.
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Fifth, there should be a shift from an essentially impersonal
instructor oriented learning environment to one that is personalized and
student oriented. The plea is for a greater opportunity for individual-
ization and personalization. !

Sixth, there should be a shift from an essentially college or 1
university centered program to a field centered program. This calls for
the establishing of close and continuing contact on the part of universities
and school systems in the operation of preservice and inservice educational
activities.

A seventh and final shift calls for movement from a relatively narrow
and essentially closed decision making base to one that is broaé and
essentially open. Decision-making is increasingly becoming less the
prerogative of the single institution, but must rather be shared by all
involved in the educational process.

We think we have some answers to what we want children to learn,
how we want them to feel or believe, and what we expect in children's
abilities. We have lcoked at the kind of school (multiunit school) which
we think it will take to achieve our desired ends for learners. We
know how to convert schools from a self-contained to a multiunit or
differentiated staff type of organization, but changing the organization
is insufficient. We must concentrate more explicitly on how to teach
teachers to teach in a differentiated staff situation; how to individualize,
personalize and modularize instruction; and how to manage and evaluate
such effort. Hopefully, with the latter concern, we can develop the
concept of "synthesis accountability" in terms of bringing together the
measurement of the validity of public school programs and the validity
of teacher education programs which would involve data concerning pupil
outcomes and the concomittant data involving teacher education student
outcomes.

The College of Education at The University of Toledo has had a
considerable record of involvement with school systems and inservice
education. Relationships are enjoyed with the Wisconsin R & D Center and
I/D/E/A of the Kettering Foundation. Further, the college has been
instrumental in helping the Ohio Department of Education organize for
statewide multiunit school operation.

The Priblem

To reiterate, the College of Education, at The University of Toledo,
has spent the last five years preparing itself for the implementation
of a systematically developed program for preparing elementary and
secondary teachers. We have employed the "systems approach" in determining
objectives, criterion measures, and means of meeting the program's
objectives. We have developed all of the major components of a successful
educational system, except one. We have not yet resolved the prcblem
of ensuring that our system, on the basis of measurement data, will be
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Proposal Y

III.

Individuals involved in the development of a competency-based system,
regardless of its size, are aware of the complex factors operating in
such a system. The initial development of the modules that make up the
instruction for our elementary and secondary teachers-to-be, have resulted
in only approximations of ideal modules. As we begin our first year of
implementation, we’have imcomplete data concerning the effectiveness,
efficiency, or the validity of the learning modules that make up our
new competency-based teacher education program. If we do not develop
and implement means for measuring the effects of our program, and of re-
vising it, we can only expect that the program will devolve into isolated,
poorly related parts, so typical of teacher-training programs. 1In fact,
the major rationale for attempting a whole new educational system, depends
on the possibility of continuous revision of that sgystem,

At least three processes must be present for revision to consistently
occur; (1) detection, (2) identification, and (3) response availability.
For revision to take place, the disparity between an effectively operating
system and a defectively operating system must be of such form and
quantity to be detectable by the responsible group. Obviously, if the
disparity cannot be detected, measurement cannot be taken for its
correction. Apart from the necessity for the disparity to be detected,
it must also be identified. Corrective action cannot be specific unless
a given defect is successfully discriminated frecm other possible defects.
Upon detection and identification of the effective-ineffective disparity,
the responsible group must be allowed by managerial and resource conditions
to meke the correction. The remainder of this prospectus serves to
describe a system for meeting the conditions required for the three processes
to take place,

Methodology

We are convinced that, for at least a highly significant part of our
competency~based program, the major elements needed for evaluation and
revision, are already included in the system and will almost by definition
provide the necessary data for revision. To illustrate, all modules
produced for the :ew program must match objectives, and criterion measures,
with the means for accomplishing ihe objectives. The objectives and
the criteria for determining whether they have been met will remain
relatively constant, while the selection of means for accomplishing the
objectives will remain the purview of the individual professor teaching a
module. He would of course match his means with a specif’ objective
and criteria,

[

The value of this Objectives-Means-Criterion Match is that we can
pin-point modules or parts of modules that are ineffective. In the past
this has been possible only in small programmed instruction segments, and
with a few computer assisted instruction prograns (i.e., Suppes CAI Math
program). We are doing this kind of match on a scale that includes the
complete professional program for training elementary and secondary teachers,
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Proposal 5

The methodology for collecting data for revision cf our competency-
based program appears very simple -~ on the surface. To determine effec-
tiveness of modules, or parts of modules, we could:

1) use the criterion instruments for each module to determine the
items which are missed by a significant number of students.

2) these items could then be matched with the means used to
accomplish the objectives that t*~ items were measuring.

3) the means could then be examined for purposes of deciding wﬁy
they are not effective, and could be modified for the next
cycle of the module.

In addition to determining effectiveness of modules, data on the
effeciency of modules or the parts of modules, could be collected by
setting up some device to indicate the amount of time required for individual
students to go through a module or a module segment, and to indicate the
number of times students have had to repeat a module before mastering its
behaviors. Other student feedback like, "indicating ambiguous phrases or
terms'" could be collected through the same instrument.

With the exception of entering behavior data, it would seem that a
professor would have all of the data needed to make intelligent modifications
in defective modules, and indeed, he would. Except that there appears to be
a human factor which prevents final revision.

For some time, instructional designers, developers, implementers, and
researchers have noted a curious phenomenon, individuals involved in
developing and implementing programs have great difficulty objectively
evaluating the effects of their work, regardless of how sophisticated or
complete their evaluation instruments. They have even greater reluctance
to analyze the evaluation data and apply it for revision purposes.

Dr. Henry Brickell, who in the early sixties, provided evidence
supporting the inability of designers and developers to objectively
evaluate their own products, recently reaffirmed his stand on this regard,
adding that currently most federal funding agencies (ESEA - Titles 1 and
2, BEPD etc.) require that evaluation of programs be carried out indepen—
dently. While a minor reason for doing so is to keep developers and designers
honest, the major resons are that developers and designers usually have
neither the time nor the skills to carry on a successful evaluation, and
moreover they unconsciously load the evaluation with factors biased toward
their programs. This is especially true for formative assessment. Why
this is true is open to speculation. We cannot hope to solve that particular
human~factors problem now, important .though it is, but we can set up a
sub-system that will compensate for this phenomenon.

What we propose is to set up an independent evaluation team made up of
individuals who are not directly involved with our Model Program. That is
they would not be producing modules or teaching modules. Precise job
descriptions are given in part V (Systems Requirements) of this proposal.




Proposal 6

Figure 1 is a flowchart showing the Assessment and revision team's
activities. We would expect that an important function of the
Assessment Team, given their areas of expertise, would be to modify
and refine this model under the harsh light of actual use. Further,
many of the instruments implied in this flowchart either do not exist
or have not been searched out. The team would be responsible for
searching out extant instruments and modifying them for our use, as
well as developing new assessment instruments. In an attempt to
clarify the model, each of the processes depicted in the flowchart
are briefly described below.

1. Collect prerequisite behavioral data. This function provides
information for deciding whether a student has the appropriate
behaviors for entering the module, and at what point he should
enter. The posttests of prerequisite modules provide part of
this data.

2. Collect Terminal and Enabling Behavior Data. Done primarily
through objective test instruments. The enabling behavior
data is collected to provide recycling information for those
students unsuccessful in meeting terminal behaviors.

3. Implement Program Component. Students interact with the
program for the purpose of learning the program behaviors.

4. Collect Posttest Data. This will be done with machine scoring
answer sheets where objective test items are used, and with
evaluation scale sheets where essay or constructed response are
used.

5. Input data into computer. The assessment data will be placed
in a computer for purposes of rearranging the data to focus on
different measurement variables (i.e., time, sex, achievement,
etc.).

6. Effectiveness Readout. The computer program will collate and
compare items testing students success on each objective.

7. Efficiency Readout. The computer program will compare times for
completing modules and parts of modules.

8. Affect Readout. The computer program will collate and compare
affective responses on semantic differentials (part of posttest
data).

9. Data on Supra and Subsystems. Sequence data, primarily.

10. Assessment Analysis of Readouts. Inspection of the data related

to modules below minimum effectiveness and efficiency levels, to
determine focus of defect. '
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Figure 1: A formative and Sumative Assessment and Revision
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11. 1Intrasystem Analysis Report. Statement of how the module relates
to other parts of the instructional system.

12. Objectives Analysis Report. Indicates need for refinement or
resequencing of objectives for defective modules.

13. Means Analysis Report. Indicates which means or media need to
be revised.

14. Criterion Analysis Report. Indicates detective items in terms
of discrimination, ambiguity, etc.

15. Motivation Analysis Report. Indicates parts of module that
students regard as tedious or uninteresting.

16. Recommendation for Revision sent to Division Director, Depart-
ment Chairman, and Faculty Responsible for Module. Based on
the Analysis Reports the team sends their recommendation for
revision.

The Team's respdnsibility ends for this cycle. The rest of the flow chart
represent faculty and administration decisions concerning revision.

17. Faculty Developes Revision Plan. Based on the report from the
assessment team, a faculty member or members will propose a plan
for revision that he will submit to his Department and Division.

18. Resource Review and Conceptual Review. The Division and Depart-
ment are responsible for determining if resources are available
to carry out the Proposed revision, and to determine if the
revision is conceptually congruent with the rest of the program.

19. Revision of Module. This is a much abstracted process. If it
were broken down it would include such factors as; released time
for faculty, support staff, obtaining or fabricating instructional
materials, etc.

20. Pilot-test Revised Module. This is done as much to work out
process problems, as to determine effectiveness and efficiency.

We see our Assessment Team beginning with data collected by instru-
ments characterized by Paulson in figure 2. We assume that as we go into
our full implementation year, the Assessment Team will add some instruments
and delete other. However, we precieve that the final decision to add or
delete measurement instruments must lie with the faculty. The Assessment
Team is limited to making recommendations.

1Casper F. Paulson. Cord National Research Training Manual. Teaching
Research, Corrallis, Oregon, 1969, pp. IV - 1 through IV - 14,




150

Proposal 9

The faculty will maintain control of both input and outpu: of the
assessment process. To this end, we plan to elect a committee from
among our faculty members to whom the Assessment Team would go for
permission to change, delete or add assessment procedures. The types )
of decisions this committee may make, and the kinds of information
they must provide faculty, will be stated and agreed to by the faculty 1
in a set of guidelines for the committee. Because of the dynamic nature
of our instructional system, and its proposed assessment componeut, we
expect a great deal of change, necessarily. Therefore we hasten to
add that this committee is not designed to prevent change, but to
maintain control of the process by involved faculty, and to ensure that
communication channels remain open between the assessors and the assessed.

A second group would form an advisory committee that would represent
the administrative interests of the College and the University. This
monitoring group would consist of the Dean of the College of Education,
and others that he would appoint on the basis of some administrative
responsibility for the Elementary and Secondary Teaching Program.

Data Collection

Measurement Points ~ Instruments

A. Point of Origin 1. Pre-tests
2., General Abilities
3. Prerequisite Behavior

B. Instructional Stimuli 1. Student Comments
2, Various Reviewer Comments

C. Process Indicators 1. Monitor Comments
2. Frame Responses Analysis

D. Learning Indicators Terminal Frame Anélysis
E. Diagnostic Indicators ’ Synthesis of Other Data
F. Criterion Indicators Post~test

Figure 2: Measurement points and Instruments in an instructional
assessment program,

To examine the Assessment Teams relationship to the faculty from a
different perspective, consider the following criteria:

(1) All measurement data, including computer program manipulation
of that data would be sent to the Team.

(2) The team would examine the measurement data, and would determine
the effectiveness of the module(s) and write up their revision
recommendations.
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(3) The team would put the information into a report to faculty
members or faculty teams responsible for the module. This report
would indicate the particular defective module, and all pertinent
data concerning it. As important, would be their report to
faculty on successful modules and module clusters.

(4) The team would be restricted to criteria established by the
faculty. As mentioned earlier, these would include; the objec-
tives-means-criterion match, student comments, and computer
manipulated data. This is important because such an independent
evaluation team could be quite threatening to a college faculty.
There is the fear that no independent team can be knowledgeable
enough to assess fairly such a complex process. There is also
the concern that external, or even hidden criteria may be used.
Much of the threat should be reduced if faculty control the
criteria for the assessment.

(5) The team would also be responmsible for sending a copy of their
report to the group responsible for monitoring the instructional
system (Division Director or Department Chairmen), and to the
faculty Committee to whom the Assessment Team reports.

(6) The faculty member, or members, responsible for modules requiring
modi fication would be required to formally inform the monitoring
group, how the modules would be modified before the module was
recycled. A copy of the revised module would then be sent to
both the monitoring group and the faculty committee prior to

; the module recycling.

The highly specified modules, resulting from their systematic
development, provides a rationale for released time for professors to
revise defective modules. In the past, the ambiguous nature of individual
lesson plans and procedures made it extremely difficult for one professor
to take over another's instructional responsibilities, but given the
specific objectives-means-criteria match, required for each of the modules,

A it should be- relatively easy for a professor, with similar competencies

: to take over, temporarily. In fact, our preliminary sequencing of the
modules makes it obvious that professors will rotate responsibility for
a given group of students, because of the new order of modules. The
placement of modules for logical and prerequisite reasons rather than
for administrative ones means that one professor may step aside temporarily
for another who has a special expertise relevant at that time. For
example, students finishing modules on writing and categorizing behavioral
objectives with one professor might logically go to another for the study
of learning conditions (ala Gagne) most appropriate for meeting the
objectives. In turn that professor might make way for a third who is
competent in selection and utilization of instructional media relevant
to the objectives and learning conditions dealt with by the other modules.
This condition, coupled with the college's plan for reallocating
resources to include relessed time for revision purposes (faculty load
reduction), provides another necessary factor towards ensuring that

ALY L vy mr
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continuous revision can take nlace. “Uanlly, tie kind of cuu;v‘n:iGn
and interaction pointed out above would be further cocourased by che

formation of interdisciplinaiy tcams who are respoasible for ;, ven go.us
of students and clusters of mo ules. Five mun instructional ¢
representing the context arecas, mentioned earlier, have alread
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System Requirements

A. This assessment team would be differentiated to the extent that :hey
would possess among them, skills in:

1. systems anzlysis
2. oprogram develoomen:t andlysis
3. 1learning contingency analysis
%4. oprint and ron-print media analy .is
5. test construction and analysis
B. Job descriptions for Assessment team members would be:
1. Systems Analyst: This person would also serve as the chairman of

3.

the team. He would be traincd in the major evaluation models.
He would be responsible for looking at how modules fit 1nto the
overall program.

Program Development Specialist: Would be able to develop anc

modify existing computer programs for the inclusion and manisuiation
of assessment data. It is anticipated that his major tasks would
be completed during the first year, and that thereafter such
services could be handled on a consultant basis.

Learning specialist: his skills would be those of an educationzl
pychologist. He would be particularly skilled in applying models
for evaluating and determining approximate conditions of lea:ning
(Gagne Model, etc.). He would be able to categorize objectives
by type of learning and by taxonomic level.

4. Instructional Materials Specialist: This person will be skiiled
in; non-print materials analysis, and knowledgable in sources of
altermative print and non-print means.

5. Criterion Instrument analyst: This person would have skills in

test construction, and in determining appropriateness of
particular testing techniques for measuring instruction.

C. A project assistant would be required to support the assessment team
in the collection of data, ana other logistical services.

D. The team would require a secretary to handle typing and management of
the assessment data.

E. Expendable office materials and evaluation forms for this group.
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F. The setting up of data collection instruments that are complementary
to computer input requirements.

G. The development or modification of a computer program for handling
the data.

H, Computer time for running the evaluation and revision data.

V. External support

The College of Education, like many instituions at this time is
operating under severe budgetary restrictions. Although we have been
able to reallocate many of the resources in our present budget for
module and system development purposes, the resources are too scanty to
support all essential aspects of the model to the necessary minimum
requirements. But external support for the assessment component would
enable us to implement the program as a whole and ensure its continued
revision.

The assessment component financial need would cover three Phases:

Phase I: Complete Budgetary support of the assessment component
for the first two years, 1972-1974.

Phase II: Partial funding of the assessment Component for the
following eighteen months.

! Phase III: The college would agsume all funding responsibility
i for the assessment component.

VI. Summary

. While the focus of this proposal is at the module level of revision,
; such procedures also provides a model for component, and for program
: revision.

Figure 3 attempts to show the relationship between module, component,
and program revision. Initally, our team would be analyZing data concern-
ing steps 1 - 5, only over modules. But their responsibility would
expand to include steps 6 - 15, which assesses components, and the program
as a whole. Indeed, the purpose of this proposal is to form a basis
for analysis and modification at all levels within a professional program
for elementary and secondary teachers.

We recognize that the final determination of whether our elementary
and secondary teacher program is successful or not, depends, upon the
effects that our program graduates have upon their students. To trace
an effect of our program from the college clagsroom to the elementary

’ or secondary classrnom, and to student behavior in society has, in the
; past, been nearly impossible. But our college, because of its close
- relationship with the public schools through the multiunit school concept
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(page 1), provides us with the structure that will allow us to “ouin to
study such a longitudinal effect. any of our graduates find nosition

in the immediate area, which when coupled with our College's casy accoss

to the schools, and the assessment data collected on those students in

both class and field experiences, encourage us to begin a longitudircl
assessment program. We recognize the complexity of such a task, osut we
intend to attack this task, too, from the view of successive zr»droxinations.
Uhile such longitudinal cssessrent goes bevond the boundaries o’ this
proposal, the present design of cur asscessment component, and its fulure

development is shaped by the expectation of such a future loxzitudinal
assessment plan. ‘

tle propose to implement this evaluation and revision plan in the
Fall of 1972. Ve see this component with its independent assessment
tean as becoming and remaining absolutely necessary, if our modularized,
competency-based program is to be viable.
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VII. .BUDCET OR PROJECT COST ESTIMATES FOR FIPST YEAR, 1972-73

Project Director: (Castelle G. Gontry Institution or Azency: R A
of Toledo )

Proposed Duration: 12 months Starting Date: 9/1/72 Ending Date: 9/1/73

A. DIRECT COSTS

Personnel Salaries 40,700
Employee benefits 5,832
Travel 1,000
Supplies and Materials 3,000
Communications 200
Services
Duplicating and Reproduction 2,500
computer 5,000
Final Report Production 900
Equipment 2,000
Computer Program Costs 3,000
Development of Data Collection Instruments 5,000
Subtotal Direct Costs 69,132
B. INDIRECT COSTS 45.65% (40,700) 18,580
C. TOTAL COSTS 87,712




JUSTIFICATION FOR LiDGET FIGURES

l é ’ Personnel

} L a.

-

Director

50% Salary (18,000/9 mos.)
for 12 mons. 2,000 x 12 + .50 =

Staff Mcrmber 1
25% Salary (13,000/9 mons.) x 12 months=

Staff Member 2
25% Salary (12,600/9 mons.) x 12 months=

Staff Member 3
25% Salary (12,500/9 mons.) x 12 months

Staff Member 4
25% Salary (12,000/9 mons.) -x 12 months

Project Assistant . .

100% (4,350/- mons.) x 12 months=

Consultant, computer programming
7 days @ 100/day

Consultant, Evaluation
7 days @ 100/day

Typist
1002 (4,800/ 9 mons.) X 12 months=

Total Salaries

Employee Benefits

Director

Retirement 12.97% (12,000)=
Hospitalization 27.56 (12) x .50
Group Insurance 12.05 (12) x .50
Workmen's Compensation .16% (12,000)
Unemployment Compensation 6 _

157

12,000
4,330
4,200
4,170
4,000
5,800

700

1,924.36

1,548.00
165.36
122.30

19.20
68.09

Ry
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Budget 1972-73 3

b. Staff Member 1 718.21
Retirement 12.9% (4,330) 558.70
Hospitalization 27.56 (12) x .25 82.58
Group Insurance 12.05 (12) x .25 36.15
Workmen's Compensation .16% (4,330) 6.93
Uremp loyment Compensation 33.75

c. Staff Member 2 701.10
Retirement 12.9% (4,200) 541. 80
Hosnitalization 27.56 (12) x .25 - 82.68
Greup Insurance 12.05 (12) x .25 36515
Worrmwen's Compensation .16% (4,200) 6.7z
Unemp loyment Compensation 33.75

d. Staff Member 3 697.21
Retirement 12.9% (4,170) 537.93
Hospitalization 27.56 (12) x .25 82.68
jroup Insurance 12,05 (12) x .25 36.15
Workmen's Compensation .16% (4,170) ' 6.67
Unemployment Compensation ' . 33.75

e. Staff Member 4 675.04
Retirement 12.9% (4,000) 516.00
Hospitelization 27.56 (12) x .25 82.68
Group Insurance 12.05 (12) x .25 36.15
Workmen's Compensation .16% (4,000) 6.46
Unexp loyment Compensation 33.75

f. Consultant, Computer programming 00.00

2 external -~ no benefits
Consultant, Evaluation 00.00

2 external - no benefits

Typist 1,i16.02
Retirement 10% (4,800) 480.00
Kospitalization 31.06 (12) ’ 372.72
Group Insurance 9.41 (12) 112.92
Workmen's Compensation .16% (4,800) . 7.68
Unemployment Compensation 135.00

Total Benefits 5,832.44




Budget 2972-73 4

Travel

10,000 miles @ 10/mile

Supplies and Materials

Office supplies, paper, stationary,
stencils, envelops, general office

; ’ supplies
g .
b " Communications
‘ Postage 50.00
Telephone 150.00
3
Services

Duplicating and Reproduction 2,588.00
Computer Time 5,000.00

Final Report

Equipment

1,000.69

3,0C5.00

200.00

7,580.00

$C0.00

2,000. 00
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VIII. BUDGET OR PROJECT COST ESTIMATES FOR SECOND YEAR, 1973-74

Project Director: Castelle G. Geatry Ianstitution or Agency: University
of Toledo

Proposed Duration: 12 months Starting date: 9/1/73 Fnding date: 9/1/74

A. Direct Costs

Persomnel Salaries 37,826
Employee benefits 5,487
Travel 1,000
' Supplies 3,000
Communications - 200
Services
Duplicating and Reproduction 2,500
Computer 5,000
Final Report Production 900
Equipment 1,000
Computer Program Costs 1,000
Development of Data Collection
Instruments _2,000
Subtotal Direct Costs ! 59,9}3
B. Indirect Costs 45.65% (37,826) 17,268

C. Total Costs 77,181
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JUSTIFICATION FOR BUDGET FIGURES

Personnel
a. Director

50% salary (18,600/9 nons.)
for 12 mons. 3000 x 12 - «30= 12,396

b. Staff Member 1

25% salary (13,500/9 mons.) x 12 months= 4,500
c. Staff Member 2

253 salary (13,000/9 mons.) x 12 months 4,330
d. Staff Member 3

25% Salary (12,600/9 mons.) x 1? months 4,200
€. Project Assistant

100% (4,500/9 mons.) x 12 months 6,000
f. Consultant, computer programming

7 days @ 100/day 700

8. Consultant, Evaluatiop

7 days @ 100/day ' 700
h. Typist
100% (5,000/12 mons.) x 12 months 5,000

Total Salaries 37,826

Employee Benefits

8. Director 1,979.13
Retirement 12.9% (12,396) = 1,599.00
Hospitalization 27.56 (12) x .50 170.00 .

Group Insurance 12.05 (12) x .50 122.390
Workmen's Compensation .16% (12, 396) 19.83

Unemployment Compensation 68.00




Budget

r ) b.

€.

f.

1973-74 3
Staff Member 1

Retirement 12.9% (4,500)
Hospitalization 27.56 (12) x .25
Group Insurance 12.05 (12) x .25
Workmen's Compensation .16% (4,500)
Unemployment Compensation

Staff Member 2

Retirement 12.9% (4;330)
Hospitalization 27.56 (12) x .25
Group Insurance 12.05 (12) x .25
Werkmen's Compensation .16% (4,330)
Unenployment Compensation

Staff Member 3

Retirement 12.9% (4,200)
Hospitalization 27.56 (12) x .25
Group Insurance 12.05 (12) x .25
Workmen's Compensation .16% (4,200)
Uaemployment Compensation
Consultant, Computer programming

2 external - no benefits
Consultant, Evaluation

2 external - no benefits

Typist

Retirement 10X (5,000)
Hospitalization 31.06 (12)

Group Insurance 9.41 (12)

Workmen's Compensation .16% (5,000)
Unemployment Compensation

Total Benefits

580.50
87.00
36.15

7.20
33.75

558.57
87.00
35.15

6.93
33.75

541.80
87.00
36.15

6.72

. 33.75

500.CC
378.060
115.00

8.00

__135.00
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744,50

722,40 |

705.42

C0.00

0G.00

1,136.00




Budget 1973-74

Travel
10,000 miles @ 10/mile

Supplies and Materials

Oifice supplies, paper, stationary,
stencils, envelops, general office

supplies
Comrunications

Postage
Telephone

Services

Duplicating-and Reproduction
Cozputer Time

Final Report

Equipnent

50.00
150.00

2,588.00
5,000.00

=

1,000.00

3,000.00

200.50

7,580.00

900.00

21,000.00
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SAMPLE INSTRUCTIONAL MODULES
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JEFARTMFNT/CONTEXI: Seconaary cducation

Subject: Social otudies iraucation
Title: The teaching of concepts (UN ana Gix)

Frerequesite: Learning theory modules on concept formation

- D n - R B G S TP en TP G T ED GO W D D WD e D G G P R S D ® W A e G S AR D P S EP G SR D ED SR G EP SRR G G0 T ws 4P ae

Raticnale: In the complcx world of changing reality it is impossitle to

"know all the facts" before one acts. rducation, is an on-go.ng prccess wanich
supprosedly preparvs us for continuous learning or the TRARSKSR of what
we almady know to new situations with which we are unfamiliar. Concept teacning
is important if we wish to prepare our students for future learning.

Vihile many practicing teachers believe that knowing facis
is a sufficient condition for using facts, the research and reality oi our
own lives deny ; this assumption. Rather, it is imp;rative that one wio teachers
understands that there 18 a necessary relationship between facts and concepts-
that we aust teach both. One cannot do the latter unless he understands that
relgtionship. This module requires that you demonstrate understanding of the
relationship between facts and concepts and that you can apply=-USE this understanding

in planning for teach.ng.
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Behavioral Objectives: 1. Given a list of staiements the stddent will correctly
identify waich statemeats are U-N concepts, G-k concepts, Cue concepts, or

Value concepts. 80% accuracy is requarea.

2. Given three case studies in written form, the student will write a-

Cue concept and a G-R concept which are coamon to all three of the case studies.
100% accuracy

3. Utilizing the G~R concept developed above rewrite the concept in a form
“that would allow the concept to apply ‘to situations other than those in the
particular indian village in the case studies. Two U-N concepts must be

included to support the G-R concept. 100% accuracy

Materials: NO G.O.D.s in the CLASSROOM: Inquiry Into Inquary
Inquiry and Secondary Social 3studies
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Directions: Following are a list of statexzents. In the blank space before

each statement write U=-N if a U-N concept, G«R if a G-R concept, V if it

is a value concept and C if it is a Cue Concept.

1. Capital Punishment deters hoaocide.

2e Man can use his technology to modify his environment.

3. Long haired people are not patriotic.

b, Columbus discovered America in Ih92

S5e The first President of the United States was George Wasnington.

6. Bachelors should not pay school taxes. -

7. Women are mentally inferior to men.

8. Colored people are lazy and no good.

9. Black people dance better than white people.

10. In the United States there are 120 doctors per 100,000 inhaﬁltants.

11. Nationalisn

12. Boston is on the Charles River.

13. New York City is the worst city in thne world.

14, Pollution

15. Role

16. In most societies the role of the mother is subservient to the
husband «

17. Compronise

18. The'Great C&mpromise" was the most important compromise in
the history of the United States

19. Change is a neutral process;it may progress or decline.

20. Social Change |




2l.
2.

23.
24,

25.
26.
27.

28.
29.
30,

|

i

Desert economies are always agricultural. 168

Saudi Arabia, according to the 1972 Unitea Nations yearbook,
ranks first in the production of oil in the middle east.

Culture
Increased travel and communication networks have produced
international cultural changes.
America has the best culture an the world.

Authority

The President is the chief executive of the country in the United
States. '

The 1960 election was won by Jonn Kennedy by less than lx.
Republican rresidents have been bad Presiuents.

Where man lives geographically determines how he makes his living.
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Below are three case studies. Read each of the case studies first. Having

read the case studies perform the following tasks:

1, Virite a Cue concept and a G-R concept which are common to all three

of the case studies.

cue Concept

G-R concept

2+ Write a new G-R concept which apply to the "three -given case
studies and to other situations of cultural change which you have not seen

here. Write two U-N concepts supporting the G-=R concept.

pa—

G=R concept

Supporting U=N concepts a)

b)

Submit to instructor for evaluation
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Case Study #1
An ext-nsion worker was teaching ways to "mid-wife" in a small
village., She informed the mid-wives in one class that they
should not cut the umbilical cord with an unsterilized sickle.
The worker explained that unless the sickle were sterilized,
there could be a disease called tetanus. The villagers attributed
tetanus to an invisible flying insect call jam. If jam
touched a baby, the baby would die. The worker did discard
the villagers' notions about the tetanus and Jam. She told the
villagers that Jam might touch the sickle or other cutting
instruments used. Since Jam was invisible and no person could
see the flying insect when it touched things, everything used
for cutting should be put in boiling water before use. This
way, Jam's danger would be eliminated. The worker believed
that the mid-wives would not sterilize the instruments unless
they saw the act related to Jam. If they sterilized the
instruments, eventually tetanus would not be a danger. And,
the need for the particular Jam belief would disappear.

Case Study #2
Small-pox vaccination was to be introduced to the villagers.
The villagers believed that small-pox was caused by a disease
goddess. Small-pox epide ics had grown and caused much fear.
The disease goddess was not easily placated. Despite offering
made by the villagers, the disease persisted. A few villagers
decided to risk the vaccination approach. The villagers watched
with concern the children who had received the vaccination. They
knew that pox marks and fever were signs that the goddess was
residing in the body. Ceremonies would be performed in her honor.
The vaccinated children became feverish. The goddess was in the
body! Ceremonies were performed, the fever died down, and thus
the goddess had left ~- never to bother the child again. The
villagers were impressed. Had the worker simply told villagers
that small-pox was caused *y a virus, the villagers would have
thought that such blasphemy would only bring the wrath of the
goddess.

Case Study #3*%
Villagers used to use the fields as latrines. Two extension
workers wanted to build indoor (covered) borehole latrines as a
move to improve sanitation. The women in the village agreed that
there were gqod reasons for building such latrines. But, there
was one wajor reason why the use of the fields should NOT be
changed. It seemed that the daily trips to the fields allowed
a time for the women to meet and to chat with friends whom thay
otherwise had little occasion to meet. Young women of high caste
who were strictly confined to their homes during the daylight
hours disapproved of the indoor latrines project. To build indoor
latrines would be to challenge the custom of parde (seclusion of
women) because there would then be need to provide other means
for women to socialize with one another. The custom could not
be interfered with. Thus, indoor latrines failed to get off the

*Source: Mildred Luchinsky, "Problems of Culture Change in the Indian Village,"
Human Organization, Spring, 1963.°
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: University of Toledo

DEMT - Module 3

Shaade

: 1. Department/Context: Educational Media and Technology/Educational Technology
2. Subject/Topic: Programmed Instruction/Measurablz Benavioral Objectives
3. Title: TUBehavioral Objectives

Frerequisites: None

e AP w g
~
-
.

Objectives:

A, General: To be able to define, defend, recognize, and write behavioral
objectives

B. Terminzl Behavioral Objectives:

1, Given a random list of goals and behavioral objectives, to
cerrectly differentiate between an educational goal and a .
behavioral objective in terms of the relative precision whth
wnich cach is stated, with less than 10% error.

2. Clven a list of statements, to correctly label each statement
as either an educational goal or a behavioral objective,

without error.

3. Given several statements, to select the statement that best
describes the purpose of writing behavioral objectives, without

error.

R

Given several statements, to selec‘ the statements that best
describes the terms used in stating affective objectives, without

error.

; 5. Given a list of activities indicative of a desired internal state,
: to discriminate between those that would be appropriate in any
instructional situation and those that might be inappropriate

in some situations, with less than 10% error. '

: v. Glven a list of statements, to identify each as a psychamotor
objertive, a cognitive objective, or an affective objective,

{ vithout error.

Given a randomized 1list of terms, to identify the terms that
refer to vbjectives 1. the cognitive domain, wit 1less thau 10% .

error,
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10.

11,

13.

1k,

17.

19.

20.
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To state the threc main characteristics of a behavioral objective
from memory, and give a brief explanation of each one, without.
error, '

Given a 1list of objectives, to be able to identify the behavioral
terma, the conditions, and the standards, with less than 10%
error,

Given a list of objectives, to discriminate between those that
are adequate and those that are inadequate. In terms of
performance, conditions, and standagds, with 90% accuracy.

Given a 1list of objectives, rewrite those that are not stated
in behavioral terms, incluuing statements on performance,
conditions, and standards, so that they meet Mager's criteria,
without error..

Given a list of ten instructional objectives, to underline the
obscrvable and measurable terms and will classify each objective
as motor performance (MP), verbal (V) or discrimination (D),
without error.

Given a list of performance requirements, to classify each as
either MP, V, D, or a combination of these, without error.

Go describe the steps in the process for breaking down those
objectives that appear to be too large and complex or to consist
of many kinds of .activities. (should include decision role on
when to break objectives down farther, and the process items).

Given a rundomized 1list of interim and Subobjectives, to correctly
check-off each interim objective, without error.

Given an instructional objective, to select the subobjectives
that are critical for completion of the terminal performance
requirements, without error.

Given S explanations describing why instructional technologists
think that there is value in giving objectives to the student, and
to correctly select the one (s) ngreed on by instructional
Technologists without error. ]

Given % brief statements describing why instructional technologists
feel that objectives are necessary and valuable for the teacher,
to select the one (s) agreed upon by instructional technologists.

Given a randomly ardered set of objectives, to correctly sequence
the objectives into a behavioral hierarchy with less than 10% error.
1 -

Given a complex goal or general objectives to generate a behavioral
hierarchy, including terminal and enabling objectives, without .
error.
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alanent =

Qbt:ain pretest Cor this Module .and complete,

liave pretest scored by lab assistant who will direct you to the unit
or units you will be required to complete.

Obiain audio tupe and slide sets for the particular unit you are
roing to study.

Rend the objectives for the unit you are about to study.

vics the appropriate slide/tape presentation and complete the
rerponse sheet for that unit.

R turn slide/tape materials to the lab assistants.

dhv.r you have completed all required units for Module 6, obtain the
~vnluation for this module and complete.

buependent up~n the results of your evaluation you will be directed to
your next assignment.
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M - 3 Evaluation

Behavioral Objectives

Objective #1

1. An "objective," as it has been defined for the purposes of writing
behavioral objectives, denotes:
a. A goal that a teacher intends students to accomplish
b. A desired goal for students to accomplish
c. A goal for teachers to accomplish in their teaching methods
d. A goal teachers would like to accomplish with their students

2. Generally, the most valid indications of student behavior that are
related to a behavioral objective are those which:
a. Reflect the objective indirectly
b. Poster democratic ideals
c. Allow the student to express himself
d. Are linked directly with the objective

3. The following verbs might be used in writing behavioral objectives
concerning the testing of geography. Which verb would require the least
clarification in a behavioral objective?

a. Understand
b. Draw

¢. Locate

d. Identify

4. The following verbs might be used in writing a behavioral objective
for teaching high school English. Which verb would require the least
clarification of a behavioral objective?

a. Write

b. Appreciate
c. Illustrate
d. Summarize

Objective #2
Given below are two characteristics of a statement of instructional objectives.

A, Identifies the behavior to be demonstrated by the student.

B. Indicates a standard or criterion of acceptable performance.

Are each of these characteristics peresent in each of the objectives below?
For each objective below, check whether each of these characteristics is
present.

1 2

5. The student must be able to understand the theory
of evolution. Evidence of understanding will be
obtained from a written essay on evolution. .




7.

8.

9.

10.

11.

12.

13.

14.

15.

16.

17.

The student is to be able to complete a 100-item
multiple~choice examination on the subject of marine
biology. The lower limit of acceptable performance
will be 85 items answered correctly within an
examination period of 90 minutes.

The student must be able to correctly name each
item depicted by each of a series of 20 blueprints.

To demonstrate his ability to read an assembly
blueprint, the student must be able to make the item
depicted by the blueprint given him at the time of
examination. Student will be allowed the use of all
tools in the shop.

During the final examination, and without reference,
the student must be able to write a description of
the steps involved in making a blueprint.

The student is to be able to draw his service revolver
and fire five rounds (shots) from the hip within a
period of three seconds. At 25 yeards all round must
hit the standard sihouette target; at 50 yards he must
hit with at least two of his five rounds.

The student must know well the five cardinal rules
of homicide investigation.

The student must be able to fill out s standard
accident report.

The student must be able to write a coherent essay
on the subject "How To Write Objectives for a
Course in Law Appreciation.”" Student may use all
references noted during the course, as well as class
notes. Student must write his essay on paper
provided by the examiner.

Beside each of the following psychological principles,
the student must be able to write the name of the
authors of experiments on which the principle is
based (list of principles appended).

Given a 1ist of objectives, the learner should be
able to evaluate each.

To list the important characteristics of branching
and linear self-instructional programs.

The student is to be able to name and give an example
of each of six programming techniques useful for
eliciting a correct respomnse. To be considered correct,
items listed by the student must appear on the handout
entitled "Programming Techniques" issued by the
instructor during the course.

175
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18. To develop logical approaches in the solution of
personnel problems.

Objective #3

19. From the following statements, select the best rationale for writing
behavioral objectives !
a. Makes clear what the teacher is to do
b. Makes clear what various parts of the instruction should cost
c. Clearly specifies student behavioral change
d. Aids in selecting appropriate learning experiences

Objective #4

See if you can correctly match the following items:

20. Receive E. Compliance or obedience

21. Respond R. internalization of values

22. Value N. action consistent with values
23. Organization L. to be aware

24. Characterization A. belief and worth

in the following exercise try to recall the five appropriate terms for the'
affective variables, Write on the provided space to the left of each item
the correct term for the affective behavior.
25. The teacher enrolled in a Philosophy of Education course will develop
a characterization of a social system in education which will be reflected
in his continual work toward the improvement of instruction in his :
school district as measured by instructor observation.

26. Teachers using Introductory Algebra course materials will develop a
positive interest toward the teaching of mathematics as measured by
their responses to an attitude inventory.

27. The student enrolled in music education will receive an awareness of
different types of music as determined by his ability to rank these types
of music in order of their presentation in class.

28. The teacher enrolled in an in-service education program on the teaching
of mathematics will develop an organization of a value system as
measured by the Edward's Personal Preference Schedule.

29. The teacher enrolled in a teaching methods course will develop a value

for a certain teaching technique as measured by his ability, without
being asked to discuss the factors which makes it a good method for him.

Objective #5

No Criterion items.




Objeétive #6

Identify the appropriate taxonomy category for each of the objectives below
write the category names in the blanks provided.

30. The student will be able to write an essay
emphasing the three types of paragraph organization given in class.

31. Given the names of several composers and the
names of several symphonies covered in class the student will be able
to match them correctly on a test.

32. The student will be able to identify the
major parts of speech in several unfamiliar sentences.

33. The student will identify the major positive
and negative features of unfamiliar political systems according to
the critieria presented in class.

34. . Given unfamiliar statistical data in paragraph
form the student will be able to present the information in graphic
form.

35. The student will be able to design a building

‘according to unfamiliar specifications and restrictions.

On the following test the student must correctly identify the following by
domain and level. To successfully complete the examination the student
must have no errors in classification of domain and must answer at least
nine of the level items correctly. .

Check (a) if domain adequate and/or (b) if level adequate

36. a. Immigrants tend to settle in slum areas closest to
business areas. .Where are their decendents most
b. likely to be found.
37. a. On a trip to a museum a student exclaims "How lovely!"
b . W
38. a. State if you agree, disagree, or are uncertain.

Pupils of different races should not dance with
b. each other.

39. a. How could the greatest damages be avoided in bringing
) about uniformity of divorce laws.

b.
40. a. Ability to recognize what particulars are relevant
to the validity of a judgement.
b.

177
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41, a. The student will read at sight a given musical score.
b.
42, a. Listen to music with some discrimination as to mood
and meaning.
b.
43. a. Begins to form judgments as to major directions in
which American society should move.
b.
44, a. The student will state the 1life cycle of the house-
fly.
b.
45, a. The student will be able to make extemporaneous
on a number of subjects.
b.
46, a. The student will be able to acknowledge that there
is more than one point of view.
b.

In the statements below, on the spaces provided, mark tha appropriate domain:
Cognitive Domain, Affective Domain, or Psychomotor Domain.
(1) Cognitive Domain, (2) Affective Domain, (3) Psychomotor Domain.

47. A pupil is provided with a word problem in math and is able to
correctly apply the formula and solve the problem.

48. A pupil develops the physical energy necessary to do cursive
writing neatly and correctly.

49. A pupil may demonstrate an interest in music by his response in
taking an active role in music activities.

50. A pupil demonstrates his knowledge of historical dates related to
certain events.

51. A pupil may show improvement in shooting free throws on a basket-
ball court by frequency of practice during a set period of
time.

52. A pupil responds with a positive attitude toward reading as

demonstrs .ed by his eagerness to respond to reading activities.

In the following exercise, match the five appropriate terms for the
affective variables. A- Valuing, B- Responding, C- Characterization,
D- Receiving, E~ Organization.
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59. The teacher enrolled in a Philosophy of Education course will
develop a characterization of a social system in education which
will be reflected in his continual work toward the improvement

of instruction in his school district, as measured by instructor
observation.

60. Teachers using Introductory Algebra course materials will develop
a positive interest toward the teaching of mathematics as
measured by their responses to an attitude inventory.

61. The student enrolled in music education will receive an awareness
of different types of music as determined by his ability to rank
these types of music in order of their presentation in class.

62. The teacher enrolled in an in-service education program on the
teaching of mathematics will develop an organization of a

value system as measured by the Edward's Personal preference
Schedule.

63. The teacher enrolled in a teaching methods course will develop
a value for a certain teaching technique as measured by his
ability, without being asked, to discuss the factors which makes
it good method for him.

Classify each statement below by matching the correct letter in front of

the statement according to the following scheme: Cognitive (1), Affective 2,

Psychomotor (3).

64. 1is able to accurately evaluate the best of two solutions to a
geometry problem using standards given by the teacher.

65. responds with tolerance for others by displaying good manners
toward those of minority groups.

66. knows the names and contributions of the five key curriculum
workers as described in class.

67. properly knits a baby blanket, with a frequency of ten stitches
per minute. -

68. is willing to respond to the questions on the Minnescta Teacher
Attitude Inventory.

69. applies instructional principles properly in planning daily
lessons.

70. plays table tennis for a one-hour duration, beating three in-
. experienced girls 100% of the time.

71. comprehends the Gettysburg Address.
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72. knows 80% of the words on a spelling quiz.

————

73. displays a value for higher mathematics by attending lectures on
the subject. :

Correctly match the following:

74.

Knowledge a. create or form new ideas
75. comprehension b. judge or select
76. application c. ‘break into parts
77. analysis d. recall or recognize
78. synthesis e. other
79. evaluation
Correctly match the following:
80. Receive a. compliance or obedience
81. Respond b. internalization of values
82. Value c. actish consistent with
values
83. Organization
d. to be aware
84. Characterization
e. belief and worth

Objective #7

In the following exercise match the appropriate cognitive variables or

terms. A- analysis,

E~ other

85.

B- application,

C- evaluation,

D- systhesis,

The student participating in an American Problems class will
develop the ability to analyze the political structure of the
United States as measured by a teacher-designed test.

The student enrolled in the non-graded elementary school program

will develop his ability to apply science concepts as determined
by a teacher-designed test.
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87. The student enrolled in an American Government course will be
able to evaluate the accuracy of statements in relation to
situations in governmental settings as measured by teacher-made
examination.

88. The student participating in a reading program will develop his
ability to comprehend prwnted material as measured by teacher
observation.

89. The student enrolled in a seventh grade mathematics course will
demonstrate his ability to synthesize as measured by the teacher's
observation of his ability-to design an original numeration system.

90. The student enrolled in a general mathematics course will improve
his knowledge of computational skills as measured by the arithmetic
computation section of the Stanford Achievement Test.

Objective #8 '

91. One way in which a written behavioral objective for teaching may differ
from a non-behavioral objective is that the behavioral objective always
- — specifies:

A. Teaching methods

B. Teacher behavior

C. Length of a teaching unit
D. Criteria for measurement

92, In a behavioral objective, *he audience is:

A. All the students in a particular grade or level

B. Some of the students in a particular grade or level

C. A group of students who are expected to reach the criterion in
the behavioral objective

D. A group of students who behaved as the obje-’-1ive indicates

93. The "conditions" of a behavioral objective specify:

A. The setting in which the students' behavior is to occur
B. The actions which the teacher will observe

C. The actions of the lender

D. Criteria for measuring the student behavior

94. The "behavioral' aspect of a behavioral objective specifies:

A. Teacher behavior

B. Pupil Behavior

C. Behavioral conditions
D. Measurement of behavior




95.

96.
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The three main characteristics of an instructional objective are:

B.
C.
D.

The

A.
B.
c.
D.

Behavioral terms, standards, clarity
Standards, conditions, behavioral terms
Criteria, standards, behavioral terms
Clarity, conditions, behavioral terms
None of the above

best definition of description of standards is:

an indication or acceptable performance in terms of speed or accuracy
the verb that indicates the measurable behavior

a description of the conditions under which the student is to perform
none of these

best definition of conditions is: .

an indication of acceptable performance in terms of speed or accuracy
the verb that indicates the measurable behavior '

a description of the circumstances under which the student is to perform
none of these

Objective #9

Each of the following statements is a part of a behavioral objective. For
each statement select the answer which best describes what the statement
refers to in the objective.

98'

A.
B.
C.
D.

. within a period of 20 minutes . . .

Audience
Behavior
Condition
Degree

. the first year college geography class . . .

Audience
Behavior
Condition
Degree

. given a set of carpenters tools . . .

Audience
Behavior
Condition
Degree




o183

101. . . . without the use of references . . .

A. Audience

B. Behavior
C. Condition
D. Degree

102. . . . all auto repair men in electrical circuiting will . . .

A. Audience

B. Behavior
C. Condition
D. Degree

103. . . . locate and label . . .

A. Audience
B. Behavior
C. Condition
D. Degree

104. . . . with a slide projector and slides . . .
A. Audience
B. Behavior
C. Condition
D. Degree
105. . . . identify the areas containing salt, phosphorous and . . .

A. Audience

B. Behavior
C. Condition
D. Degree

In the following objectives, different parts of the objectives are numbered.
Match the number with the following code to indicate whether the numbered
parts are behavioral terms, conditiois or standards:

1. behavioral terms
2. conditions
3. standards

The student will use a slide rule (106) to compute (107) square roots

with accuracy to one decimal place. (108)

~

The student, given € ~. of selected minerals, (109) will identify (110)

the minerals witi = _accuracy (111)
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Ob4ective #10

From each of the following groups of objectives select the one objective which
is most nearly stated in behavioral terms.

112. A. To teach the students how to build a 3 x 5 inch jewel box . . .

B. The student will learn the principles of constructing small boxes . . .

C. Each 10th grade shop student will build a 3 x 5 inch jewel box . . .
D. To show 10th grade students the proper way to construct a 3 x 5
inch box . . .

113. A. To remember the names of the ten provinces of Canada in such a way
as to Ll L] Ll
B. To learn and remember the names of tne ten provinces of Canada . . .
C. To appreciate the importance of the ten provinces of Canada . . .
D. To name and iabel the ten provinces of Canada on a blank map
showing only . . .

114. A. To learn the names of the different latitudes of . . .

B. To write on an outline map the names of the different latitudes of . . .

C. To know the names of the different latitudes of . . .
D. To remember how to identify the different latitudes of . . .

115. A. To teach the fundamentals of diagraming electrical circuits . . .
B. To learn the fundamentals of diagraming electrical circuits . . .
C. To diagram an electric cir: uit with all the fundamentals . . .
D. To know how to diagram an electrical circuit.

116. A. To define the terms decagon, geometry, and equilateral . . .

B. To learn the terms decagon, geometry and equilateral . . .
C. To know the concepts decagon, geometry and equilateral . . .
D. To understand the terms decagon, geometry and equilateral . . .

117. A. To explore the identification of various types of vegetation . . .
B. To name and describe in writing ten types of vegetation . . .
C. To learn the names of ten different types of vegetation . . .
D. To know the names of ten different types of vegetation . . .

118. A. To point out five essential points on amap . . .
B. To learn about five essential points on amap . . .
C. To know and understand five essential points on a map . . .

D. To appreciate the val.e of knowing five essential points on amap . . .

From each of the following groups of behavioral objectives select the one that

" most accurately describes the desired behaviors.

119. A. Locate ten major oceans, bays and straits on an outline map.
B. 1Identify ten major oceans, bays and straits on an outline map.
C. Write the names of ten major oceans, bays and straits on an
outline map.
D. Be able to recognize ten major oceans, bays and straits on an
outline map.
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120. A.
B.
C:
D.

121. A.
B.
c.
. D.
A.

185

To send a four-word message by Morse Code with a blink light.
To send a Morse Code message. .

To send a message with a blink light.

To send a message using a code.

Must te able to read Spanish writing.

Must translate Spanish into English verbally.

Must read a Spanish paragraph and translate orally into English
Must be able to tell the difference between languages.

122 AMust write a Campbell style library paper of at least ten pages.

B.
c.
D.

123. A,
B.
c.
D.

124. A,
B.

C.

* D,
125. A.
B.

c.

D.

Must show an ability to write a library paper.
Must write a Campbell style library paper and finish it.
Must_be able to write a paper of ten pages or more.

Must give 4 examplés of methods used to teach biology. ’
Must write examples of 4 basic instructional techniques in biology.
Must demonstrate an ability to teach biology 4 different ways.
Must show 4 examples of how to teach biology.

Find the ten largest cities in Canada.
Locate the position of each of the ten largest cities in Canada.

.Write a list containing the ten largest cities in Canada in-order

of size. .
Recognize the rank of each ‘of. the ten largest cities in Canada.

Write on an isothermal map with a red pencil accurately,

Find the three spots on an isothermal ‘map with heaviest rainfall.
Mark with a red pencil the 3 areas on an isothermal map with
heaviest rainfall,

Locate and recogniZe areas of heavy rainfall on an isothermal map.

From each of the following groups of statements select the ome wh ch most
cleaglyrspecifies an acceptable level of performance.

126. A.
B.
C.
D.

127. A.
B.
C.
D.
128. A,
B.
c.

D.

To write a topic sentence suitable for three given related sentences.
To write a good topic sentence without exror.

To write accurately a topic sentence in 3 minutes.

To write a sentence for any topic.

To obtain a score of 50% on a final test for the course.

Get a score of 50 or more on a 100 item final.

Score batter than at least half the class on the final test in
this course.

Must be able to answer correctly at least 50% of the items on a
100 question true-~false test.

Write the names of the Canadian provinces on an outline map.
Write the ten provinces on an outline map provided in clasa.
Weite the names of at least 7 of the 10 Canadian prov.aces in a
5 minute period.

In five minutes write the names of ten provinces on a Canadian’
Map.




-

;

N

3
i
i
i
£
{
i
i
Q

LN
E2
=
E
=
2
=
=

=
z
=
=
=

-

iy W BT

mw s

s S Rn a8 o

B g LB o BT B L ST Y

129.

130.

131.

132.

A.
B.
C.

D.
A.
B.

C.
D.

A.-

C.
D.

A.
B.
c.

D.

186

To underline verbs in sentences accurately.

To locate and underline verbs in sentences correctly.

To 'underline all verbs in 10 sentences in 15 minutes with 2 or
fewer errors.

To write all verbs from 10 sentences on a separate sheet of pJaper.

By labeling a given outline map of waterways correctly within

% hour.

By being able to look at an outline map and locate waterways correctly.
By placing waterways on an outline map ccurately.

By labeling without error all the waterwaya on an outline map in
30 minutes. .

Must compute accurately to 1l decimal place at 1east 20 of 30
given division problems.

Must work out long division problems in such a way as to demonstrate
ability.

Finish accur .tely an assignment calling for solution of long division.
Must be able to work 20 long division problems in 30 minutes.

Must be able to keep time to a given record of music.

Must ‘clap hands in 4/4 rhythm through ten bars of "Ten little Indians."
Must correctly clap in 4/4 rhythm, 4 counts-in each measure, to

‘a recording of "Ten Little Indians."

Must be able to demonstrate the ability to keep time to a given record.

From each of the following groups of statements select those which describe
a condition under which an objective is to be measured.

133.

- 134,

135.

136.

. 137.

A.

B.
C.
D.

A.
B.
C.
D.

A.
B.
c.
D.

A.
B.
C.
D.

A.
B.
C.
D.

Must be able to identify .cones, cylinders, and prisms
Given a set of geometric shapes

9th grade geography students

Select the proper location of major rivers.

Without the aid of references.

33 ‘correct out of a possible 50

9th grade geography students.

Select the proper location of major rivers.

Compute the area of a circle.
Without the aid of a slide rule.
Following the proper formulas.
9th grade algebra students.

¢ .
Given a problem of the following class.
Select the correct answer in 60% of the class
Be able to answer correctly
the entire 12th grade calculus group

In a period of less than 1 hour
without the aid of a reference map
find the location of a major continent
correctly in 40X of all cases
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138. A,
B.
c.
D.

139. A.
. B.
C.

D,

By arranging parallel .
The student will identify the label
Three of the basic map projectione

187

Will spell all three correctly in a period of 5 minutes

The student will solve an algebraic equat
Given a linear equation with one unknown
Within a period of 40 minutes

And follow the correct procedures

ion

Which of the following objectives are stated adequately?

1.
2.
3.
4,
140, a.
b.
c.

d.
e.

The student will write several paragraphs
democratic government in the U.S.

Given alternatives; the student will sele
of instructional technology with '100% acc
The student will solve, without error, 20
the aid of the textbook. )
The student will write an essay describin
stock market crash of 1929.

1 and 3 only

1, 2, and 3 only
2, 3, and 4 only
2 and 3 only
2-only

Objective #11

No

cri:t: erion items

Objective #12

about the system of

ct the appropriate definition
uracy. .
algebra pioblems, without

g events léadigg to the

The following behavioral objectives are followed by a list of the four basic
requircments necessary for a well stated objective.
which you feel is least adequately met, or has been omitted altogether.

" 141. The sixth grade social studies student, given

write thg names of continents on it.

A.
B.
C.
D.

Audience
Behavior
Condition
Degree

Select that requirement

a slate outline map, will

142. Given roughly circular shapes with various arrows indicating direction
the student shall gselect without error in a 5 minute period all those
whose arrows indicate a clockwise rotation.

A.
B.
c.
D.

Audience
Behavior
Condition
Degree
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143.

l“.

145.

188

The ninth.grade social studies student w:l.il locate and name at least
4 of the 5 climatic areas of Canada.

A. Audience
B. Behavior
C. Condition
D. 'Degree

By the end of two months they should be able to type 20 words per
minute for a period of five minutes with less than three errors.

A. Audience
B. Behavior
C. Condition
D. Degree

On an outline map provided ninth grade geography students will identify
and label the major rivers of the U.S. and Canada.

A. Audience -
B. Behavior

C. Condition
D. Degree !

In the most of the following statements of behavioral objectives one or more
parts have been worded badly or left out completely. For each one select
the part or ‘parts you think are inadequate and mark the appropriate. response(s)-.

146.

147.

148.

The student should know the names of three matHemaricians and contribution
of each to geametry. .

A. Audience

B. Behavior -
C. Conditions -

D. Degree

E. All of these
F. None of these

—

Each student will write a topiz sentence suitable for three given related
sentences. .

A. Audience

B. Behavior

C. Conditions

D. Degree

E. All of these
F. None of these

The student will identify at least three key steps in the proof of
"The square root of two 135 an irrational number."

A. Audience

B. Behavior
C. Conditions
D. Degree

E. All of these
F. None of these
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150.

151.

152..

153.
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149." Given a subject which is consistently classified under -the same number,

to tell from the card catalog where to look for books in that subject.
(Give call number as far as it consistently occurs.) '

A. Audience

B. Behavior

C. Conditions

D. Degree

E. All of these
F. None of these

Students show perception of tonal relationships within a scale (major
or minor) by singing with syllables or numbers, a familiar song at a
tempo established by the teacher. .

A.  Audience

B. Beéhavior

C. Conditions a
D. Degree ’
E. All of these ’

.F. None of these

Given twenty notes written on a staff on the board with the bass clef, the
class must write down the names of these notes in one minute, as indicated
by teacher's 'start and finish signals, based on teacher's. stop watch.

A. .Audience

B. Behavior

C. Conditions

D. Degree

E. All of these

F. None of ‘these - . -

Given the titles of five books, to locate the names of the authors in the

card catalog and write down the authors and titles in- acceptable biblio~-
graphical form. :

A. Audience - ’
B. Behavior !
C. Conditions

D. Degree

E. All of these

F. None of these

Each student will give the root meaning of the terms "geometry,"
"quadrilateral," "decagon," "circumference," and "inscribed."

A. Audience .
B. Behavior

C. Conditions

D. Degree

E. All of these

F. None of these
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154.

155.

156.

157.

158.

159.

1600
161.

162.
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The student will identify all basic shapes (cylinder, cone,. prism, cube,
and sphere) used in familiar buildings and structures.

A. Audience

. B. Behavior

C. Conditions

De. Degree

E, All of these
F. None of these’

Spell correctly- the following words after a 20 minute oral study period;

cat, dog, bull, white, store. This will be a written exam which will
last 5 minutes. g

A. Audience

B. Behavior

C. Conditions

D. Degree

E. All of these
F. None of these

o~

At the end of the two week library session, the pupils will locate, by
the use of the card catalog, five books named by the imstructor. A
maxinum time of five minutes will be allowed-.

oy
A. Audience D. Degree *
B. Behavior . E. All of these
C. Conditions ) - F. None of these

An objective requiring the student to decide among several manipulative

behaviors and then to actually perform one of them involved which
rerformance(s)? ) ‘ T ’ - -

A. verbal D. 1 and 2
B. discrimination E. 2 and 3
C. motor

Verbs such as describe, explain, list, name, -are indicators of objectives
which are primarily:

A. verbal -~ - D. 1 and 2
B. discrimination E. 2 and 3

C. motor

Classify the following performance requirements as:

A. verbal D. 1 and 3
B. wmotor E. 2 and 3
C. discrimination

explaining how to shift gears on a car
constructing a ri‘ght: triangle

sorting objectives as acceptable or unacceptable
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163. listing recent bills passed by Congress

/’164. adjusting cdlorﬁ;écépﬁion on a television

Objective #13 ]

An objective requiring the student to decide among several manipulative '
~ behaviors and then to actually perform one of them involved which performance(s)?

165. A. verbal
B. discrimination

C. motor
D. 1 and 2
E. 2 and 3

Objective #14

Select out, from the following statements, the correct decision-rule for
specifying a goal in behavioral terms:

166. A. analyze goal into successive smaller component parts until a terminal

objective can be written in behavioral terms. - ’

B. determine which domain that the goal fits, and choose the appropriate .
verb from the domain's categories. ,

C. deductively determine tha major enabling objectives, and from them, -
induce the terminal objective.

D. determine the appropriate audience for the objective and match with
appropriate learning conditions.

Objective #15

167. An interim objective is:

A. A‘part of a larger terminal objective which appears- as part of the
terminal performance.

B. a temporary pattern aiding the student in learning terminal
performance.. ° )

C. both of the above

D. neither of the above

Objective #16

168. An interim objective is:

A. A part of a larger terminal objective which appears as part of the
terminal performance.

B. a tempory pattern aiding the student in learning terminal performance
C. both of the above: |

D. neither of the above
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From the following statements giveing reasons for accepting behaviorally written
objectives, select the one that would be most appropriate according to an
instructional technologist:

169. A. guides the student in reaching the objective

B. guides ‘the teacher in setting up appropriate learning conditions
C. bothaandb

D. neither anor b

" Objective #18

; From the following statements giving reasons for accepting behaviorally

written objectives, select the one. that would be most appropriate according
to an instructioual technologist'

170. A. ,guides the student in reaching the objective

B. guides the teacher in setting up appropriate learning conditions
C. bothaandb

D. neither a nor b

Object'ive #19

In the following, randomly ordered objectives Ehere is one terminal objective,
there are four enabling objectives at level one, and there are 12 enabling
objectives at level two. Use the following code for identifying the objectives:

- " A. - terminal objective

: B. Enabling objective (level l)
C. Enabling objective (level 2)

: i . D.- Other .

171. Given a functioning, conventional time-piece, to orally state the time:
. 1) with minutes first. (15 minutes until 12), 2) with the hour first

(12:15) within a 2 minute error limit, and within 5 seconds of the
st’imulgs.

Enabling ob iectives

172. Given a time piece, t:o o;ally name 10 randomly selected numbers without
R divisions without error, in 5 minutes.

173, Given a time piece, to identify éach of the minute divisions without |
error, in random order in 5 minutes. '

174. Given a time piece, to identify each of the hour divisions, without
error, in random order in 5 minutes. .

175. Given a time piece, to correctly pronounce the minute and hour divisions,
: in random order, without error, within 10 minutes.
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Given a time piece, to orally name the numbers associated with the
hour hand, at 5 selected times.

Given a time piece, to identify the hour hand in four different
positions, without error, in 2 minutes.

Given a time piece, to identify the number of the hour ahead of the
hour hand, at 4 different times. .

Given a time plece, to identify the number of the hour hehind the hour
hand, at 4 different settings without error.

Given a time plece, to orally name the numbers associated with the
minute hand, at 5 selected times, ’

Given a time piece, to identify the number of the minute ahead of the
minute hand, at 4 different times, without error. ‘

Given a time piece, to :l.dentify'the number of the minute behind the
minute hand, at 4 different time settings, without error. :

Given a time piece, to oraily state the time in terms' of the hour to
' come, or the present hour, at 4 different settings without error, in

two minut;es .

Given a time piece to state the time using the present hour first (11:45)
at 4 different settings without error, in 2 minutes.

Given a time piece to state the tmme using the hour to come (15 until 12)
at 4 different settings without error, in 2 minutes.

Given a time piece, to orally count backward or forward, without error.
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6 Hours

FUNCTION: VII & VIII:

Evaluation and Research

Module I

—— . 'Title: 'Basic Descriptive Statistics : ’

Prerequisites: Function I through VI
Behavioral Objectives:

1. Given a list of common descriptive stat®stical terms

and a list of accompanying definitions, the student
will match the terms and their definitions with at
least 90% accuracy.

Given a set of test scores, the student will construct
a frequency distribution histogram for- those scores.

3. _Given a fféquency distribution, the Qtudent will
correctly calculate the range, variance, standard
deviation, mean, median, and mode.

‘Given a frequency distribution the student will calculate
_ ‘the’score corresponding to a given percential rank. .
The student will correctly interpret a student's score
in his own words-when given that score as a: (a) parcentile;

. (b) stendard score; (c) grade equivalent; (d) criterion
-reference; and stanine scores.

f—aa

Examples of criterion items are given at the conclusion
of -the module.

Pre-test:

TREATMENT: " 1. Readings:

Susan J. McFarland and Carl F. Hereford, Statistics and Measurement

in the Classroom, Dubuque' W. C. Brown, second edition, 1971.
(Relevant Bectiont'

Thomas R. Knapp, Statistics for Educational Measurement,
Scranton: Intext, 1971. iRelevant Sections’.

2. Large groub lecture on relevant concepts.

3. Classroom and take home exercise analogous and equivalent

to obJectives.

Post-test: Equivalent form of pre-test.
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1.7 Match the term on the left with the letter of its definition on the

right.
variasble

mean
median
mode
range
‘variance

correlation

—— histogram

percentile rank
standard score

— grade _equivalent score
“criterion referenced score

Alternate item:

- frequency distribution

standard deviation

a.

C.
d.
e,
£.
g
h.
i.

- J.

k-
1.

o.
P.
q.

average .squared distance from mean

degree of association between two variables
arithmetic average of a set of scores
bargraph of frequency distribution

measure of dispersion, square root of variance
attribute possessed dlfferentially

proportion of class a particular score exceeds
middle score in a set of scores

distance from mean in standard deviation units.
average score at a particular month of the
school year

most frequently occuring score

comparison with a standard of performance

“ordered

set of test scores for a class

difference between highest and lowest score
measure of central dispersion -

average distance of score from the mean
score that stands for a grade level

Short ansver definitions of each of the above items.

2. Construct a frequency distribution and histogram for the. following scores

from a classroom test.

78

T 62

91
85

17
60

97 -
99

8k 93
‘88 82
82 I
80 76

3. Calculate the memn, median, mode, variance, range, and standard deviation
for the frequency distribution in @he previous problem.

4. In the above frequency distribution, calculate the score which falls at the

50th percentile.

5. John, a fourth grader, took an achievement test battery in September. Explain
his test results so that his parents can understand them vhen John tells you

that he scored

a) at the T8th percentile in Reading Speed

b) at a & score of +.5 in Reading Comprehension:

¢; at a grade equivalent of 3:9 in Arithmetic Skills
d) mastery -level for Punctuation-of Sentences.

e). Lth stanine in Arithmetic Reasoning.
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6 hours
Yodule II w
Title: Interpreting and Uslng Standardized Test Results.
Prerequisites: MoélizI‘ ’

Behavioral Cbjectives:

1. 'The student will demonstrate his knohledge and cbmprehensioh of
basic testing termirology by correctly responding to at least 809
of the items presented in a five-choice multiple choice format.

2. Given data relating to pupil test scores, the studént will correctly

interpret in his own words the meaning and relative precision of the’
data. ’ . - E .

"3. Given a set of test results and other data relating to a pupil with
a learning problem; the student will devise:two strategies related to
that data designed to improve thé pupil's performunce.

Pre-Test:
Exemples of criterion.items are given at the conclusion of the module.

Treatment :

1. Readings: Susan J. McFarland and Carl F. Hereford, Statistics and
Measurement in the Classroom. Wm. C. Brown, 1971 (relevant sections).
. Leona A. Tyler, Tests and Measurements. Prentice Hall (relevant )
~ sections), Henry S. Dyer, Is Testing a Menace to Education? (Handout)

2. Large group lecture on relevant concepts.

3. Classroom and ta¥éhoqe exercises analogous and equivalent to objectives..

" . Post=test:

Equivalent form of pre-test.
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Objective Three:

arple Critorion Items

Cbjective Gne:

i

Group intelligence tests, compared to individual intelligence tests, tend
to:

a, be cheaper to administer

©. oprovide a wider range of scores

c. measure a greater variety of skills
d. Jdo two of the above.

e. doa, b, and c.

Other questions will deal with:

a. -reliability- ' k. subtest

b. criterion related validity 1. achievement test

c. content validity m. intelligence test

d. vable of specifications n. aptitude test

e. norm reference 0. standard error of measurement
f. criterion reference P. group test

g. norm group . Q. individual test

h. power test 1. verbal test

i. speed test s. performance test

Jo
Objective Two:

Sharontis a tenth grader from an wpper-middle class home and goes to a

public school in an affluent suburb. Her file shows the following test
‘results:

mastery test -

&, a score of 120 on a standard group intelligence test.

b. a total score of 125 on a WISC, with a verbal score of 130 and a per-
formance score of 120.

C. & score equivalent to 10.0 grade level on a math achievement test whose
norm group is a cross-sectional sample of tenth graders.

In your own words, interpret the meaning and relative precision of this
test data.

John is a first grader who is reluctant to try any tasks which require
hand manipulation skills. Those tasks he has done have resulted in sloppy
drawings, lettering, etc., which have frequently been made fun of by other
students. His file shows an individual intelligence score of 105, with a
verbal score of 115 and a performance score of 90. A physical exemination
. revealed no presence of neurological or other physical handicaps. John's
score on a word recognition test put him at a 2.0 grade level when compared

to the test's representative norm group. He has expressed an interest in
books about airplanes and ships.

Given this data, suggest two strategies designed to improve John's hand
manipulation skills, ~
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¥dule _III

Title:

Classroom Test Construction

Prequisites: Modu&} II

Behavioral Objeat?-ng:

1.

2.

3.

Given a ...st t advantages and disadvantages of item formats, the
student will with at least 90% accuracy determine whether those
advantages and disadvantages are most characteristic of essay or
objective test items.

Given examples of three cognitive behavioral objectives in his owm
level and/or subject matter area, the student will writeaappropriate
evaluation item for each. o

Given an instruction unit (or module or chapter, etc.) in his own
surject area, the student will construct an hour-long sequenced
examination which evaluates the objectives he writes for that unit.
These objectives should require skills from: the knowledge through
the analysis level of the cognitive taxonomy.

.

Pre-Test: .

Examples of criterion items for objectives one and two are supplied at
the conclusion of the module.

Treatment:

1.

2.
3.

Readings:

Susan J. McFarland and Carl F. Hereford, Statistics and Measurement
_i_g the Classroom. Dubuque: Wm. C. ‘Brown, 1971.

David A. Payne, The Specification and Measurement of learning
Outcomes. Waltham, Mass.: Xerox, 1968.

BenJjamin Bloom, et. a.l. s Ha.ndbook on Formative and Summative Evaluation
of Student Learning. New York: McGraw HIll, 1971 (Reference Use)

Robert T. Ashburn, Experiment in The Essay-type Examination (Handout)
Large group lectures on relevant concepts.

Classroom and takehome exercises analogous and equivalent to objectives.

Post-Test:

EQuivalent form of pre-test.

% See note for elementary students on next page.




- Sarpie Criterion Items

ObJective One:

Place an E in the blank if the advantage or disadv&ntage is most associated
with essay items; an O if it is most associated with objeqtive‘items.

pop b B

: Advantares Disadvantages
; essay to write takes time to write

often scored unreliably
subject to bluffing

takes time to score

subject to guessing

limited sampling of content
affected by spelling and

samples content well

esay to analyze statistically
appears to measure higher
reasoning )

aliows for student creativity
easy to score

L

LT TH

test organization abilities penmanship
, can méasure opinions clues in grammar affect
; scores

Objective Two: .
For secondary social studies:

a. The student will demonstrate his knowledge and comprehension of the .
Constitution by correctly responding to at least 35 out of 50 five-
choice multiple cioice items. /qu
- - - < t .

. Given a list of ten historical events(é u;;;iy)related and pertaining
to the American Revlolution, the student “place these in the correct
chronological order with 80% accuracy. ,

o

c. Given five short statements written by the framers of the Constitution,--
the student will pick four and: (1) identify a potential author; and
(2) furnish a rationdle for that choice. (The student will be
evaluated only by the rationale furnished in part two)

Write one appropriate question for each of these objectives.
Objective Three: Notes:

The instructional units, modules, etc. which the students work from should
be varied in order to insure origininality of performance.

) For elementary students, this objective should be change to require three
twenty minute evaluations (of any mode) in three different subject areas.
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Post-Test:

¥odule IV

7itle: Assessing Classroom Test Results
Prerequisites: Module III i

Behavioral QObjectives:

1. Given test data on ten items, the student will calculate and interpret
difficulty and discrimination indices with 80% accuracy, and supply
revision recommendations when appropriate.

2. Given the specific characteristics of classroom test results, the
student will: (1) supply and interpretation and defense as to
extent and kind of student learning demonstrated; and (2) diagnose
the results as to their implications for subsequent teacher ‘behavior.

Pre-Test: . .
Examples of the criterion items .are given at the conclusion of the module.

Treatment:

l. Readings:

Susan J. McFarland and Carl.F. Hereford, Statistics and Measurement
in the Classroom. Dubuque: WwWm. C. ‘Brown, 1971. ’

(relevant sections)

vavid A, Payne, The Specification and Measurement of Learning Qutcomes,
Waltham, Mass,: Xerox, 1968. '

(relevant sections)
2. Llarge group lecture on relevant/concepts.

3. Classroom and take home exercises analogous and equivalent to objectives.

Equivalent form of pre-test.

e
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Sample Criterion Items
Ovjective One:

For a particular four option multiple choice question, the top half of the
class sclected a) b times, b) 8 times, c) twice, and d) once. The bottom

half or the class selected option &) twice, b) 3 times, c) U4 times, and
d) 6 times.

-

1) ZIf o wasfhe correct option, what was the difficulty index of this item?
2) What was the discrimination ‘index of this item?

3) W¥hat revision, if any, would you suggest for this item?
Objecitve Two:

ATter a unit on multiplication, Mr. McDonald gives a ten problem test to his
students. There are no easy problems, as ghe doesn't want to "give any points
away." All problems require the students to demonstrate application level skills.
The test results show a wide disparity. Six students get seven or more problems
correct, but the remaining 24 students score three or less correct. No-partial

credit is given, as Mr. McDonald bélieves that "you only get paid for right
answers in life." .

a. What inferences can be made about student learning in this problem?

b. What implications does this hold for future teacher-behavior?
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Educational Psychology/Learning-Teaching
Basic Behavioral Operations
Ccnsequences to Increase Behavior/Identifying and Categorizing

Reinforcers

Specifying Behavior, Counting Behavior

Objectives :

1. Given a list of definitions, the student will select the one

2.

which corresponds to the term, "reinforcement."

Given a series of behavioral situations in whlch certain behaviors
are underlined, the student will place an "R" next to each situation
in which the underlined behavior is functioning as a reinforcer.

The student will list five categories of consequences, espoused
by Madsen and Madsen (Teaching Discipline). Then for each
category, he will specify three unique consequences.

For each of a series of classroom situations, the student will
state one behavior being maintained and one consequence which is
maintaining that behavior. '

The student will name the five ways in which any category of
consequences can be used, according to Madsen and Madsen.

Given the names of consequence categories and ways in which
each is used, the student will be able to generate one unique
consequence for each "category-use" in no less than four out of
five cases.

Given a simulated or actual classroom situation, the student will
be able to specify an undesirable behavior and an Jncompatible
behavior. Tbzn hé will specify a onseguence which will increase
that incompatible behavior.

In n 5 person (1 teacher, 2 students, 2 observer-critics) role-

playing situation, the student will demonstrate as teacher the use

of verbal, consumable and token reinforcers, contingent upon the

behavior to be incréased. He will do this by selecting his

reznforcing consequences within the framework of Madsen and Madsen's,
"sonsequence categories” and "ways of use."

a) Upon viewing a videotape of an actual classroom situation, the
student will be able to state one behavior to be increased and
one to be decreased (specifying behavior); state the frequency of
ocourrence of those behaviors (counting behavior); specify the
consequences to be used, and exactly how he iould use them; state
why he selected each particular consequence; describe the expected
outcomes; describe the exact procedures he would employ if the ex-
pected outcomes did not occur,
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b) The above will then be completed by the student in an actual
classroom situation.

i, Pretest

1. Select the definition which most corresponds to the term, "reinforcement”,

by placing an "X" in the blank opposite the appropriate letter.

.a) A non-observable term which 'we use to describe something.

b Something we use to increase and maintain the occurrence of fre-
quent behavior and -decrease the occurrence of infrequent behavior

) Something we use to increase the occurrence of infrequent

behavior and decrease the occurrence of frequent behavior.
and maintain frequent behavior.

2. Place an "R" to the left of the situation in which the underlined

behavior is functioning as a reinforcer.

a) Whenever Morris gets out of his seat, teacher yells,

"Sit down!" Morris is out of his seat more than ever lately.

b) Every time Sally would merely open her reader, the teacher
would give her a marshmallow. Sally spends much time
reading stories now.

c) Harriet washes the dishes once a week without being asked .
by her mother. Every Friday, mother gives Harriet her $2.00
allowance. Harriet still washes the dishes only once a
week without being asked.

d) Tommy refuses to share his toys with Billy. Mother has
repeadedly warned Tommy that if "he doesn't share his toys,
she will take them away." Tommy still doesn't share his
toys. - ;

c) Marvin constantly yells out the answers to teacher's questions
without raising his hand. Lately, the teacher has not looked
in Marvin's direction. His yelling-out behavior only occurs
about once a week now. 7

) Tammy puts her fingers on the light socket in her room about

ten times per day. Last night, when Tammy's finger touched
the socket, mother slapped her hand and yelled, "No!"
Tammy hasn't placed her hand on the socket since then.

g) George hasn't shoveled snow yet this -winter. Last night,
while it was snowing, dad said he'd give him two tickets to
the opera if he shoveled the snow. George still hasn't
shoveled snow yet this winter,

3. List the five categories of consequences espoused by Madsen and Madsen
(Teachiqg_piscipline). Then for each category, supply three unique
consequences.
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For cach of the following situations, enter in the appropriate spaces
provided, one behavior being maintained and one consequence which is
maintaining that behavior,

a) Occasionally, Harvey would run from his seat to the teacher's
desk. At this time, the teacher would place her hand on 'his
shoulder, smile and say, "What's up Harv'"? So far this week,
Harvey has been running up to the teacher's desk about once
every five minutes. :

Behavior: Conseguence:

b) Judy used to sharpen her pencil once an hour, at which time her
teacher would yell, "Judy, sit down and be quiet!" Now Judy
sharpens her pencil orice every ten minutes.

Behavior: Conseguence:

c) For every page of arithmetic homework Mark completed, his mother
gave him a quarter. Mark has completed eight pages so far this
weck and is still going strong! ) .

Behavior: Conseguence:

d) Nancy rarely got into bed before 9 p.m. this past year. Last
week, her mother frowned upon seeing Nancy walking around at
9:25 p.m.  Then she yelled, "get into bed", and proceeded to
spank her as she dashed into the bedroom. This week, Nancy has
been in bed at 8:45 p.m. every night.

Behavior: Consequence:

Hame the five ways in which any category of consequences can be used,
according to Madsen and Madsen (Teaching Discipline).

Below are several pairs of consequence categories and ways of use.
For each pair, supply one unique consequence,

a) Words-spoken: Approval

b) Closeness: Ignore ‘

¢) Activities and Privileges: Threat of.Disapproval
d) Things: Withholding approval

e) Expressions: Disapproval

From the situation which follows specify:

n)  An undesirable behavior

b) An incompatible behavior to (a).

e) A consequence which will inerease that incompatible behavior

French class had just begun. Mrs. Moreau was writing the day's
lesson on the board. Most of the class was taking notes, while Charles
was passing secret notes to Judy, who was sitting next to him.

Barbara was suddenly ealled on to recite. An expression of relief
passed acrcss Charles' face as he put his head down on his desk to
take a short nap. What an opportunity for George to sneak up on
Charles and shoot him with a rubberband!
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"Ouch! Mrs. Moreau! Mrs. Moreau, I've been shot, I'm dying!"

>
? The teacher frowned at Charles as she spoke.
% "Charles, if you open your mouth once more without raising your 1
¢ ) hond I'm going to force a basketball through it!" L
‘ 8. a) Pair off with 4 other students. Obtain the "Increasing behavior"
role cards. One person should draw a teacher card. Twc people
; should draw the student cards. The remaining two should be observer-
s s critics. When you play the teacher you must be able to:
1. Specify the undesirable behavior
2. Count the frequency of undesirable behavior -
3. Specify and apply three consequences which will increase the
inccmpatible behavior such that:.
a. each consequence éamples a different conseqaenc2 category
(Madsen and Madsen)
b. Each consequence samples one of the following "ways of use':
ignore, approval, disapproval
c. No two consequences can employ the same way of use.
: 4, Switch roles and draw new role cards until everyone has played
: .student, teacher, and observer-critic. )
§_' 9. a) View a videotape of a classroom situation. Then:
; l- State one behavior to be increased and one to decreased
§ . (specify behavior).
t 2- State the frequency of occurrence of those behaviors (count
behavior).
' 3- Specify consequences to be used and exactly how you would use
i taem.
] L- State why you selected each particular consequence.
f 5- Describe the expected outcomes.
; ) 6- Describe the exact procedures you would employ if the expected
: outcomes did not occur.
§ b) The above must also be completed in an actual classroom situation.
: 7. Treatment
» 1&2. Have student read "Consequences" handout and reinforcement on
1 "List of Definitions for Basic Behavioral Opergtions."
: 3. Have students read Madsen and Madsen's Teachigg{Discipline
; Chapters 1-5.
-
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9.

In a group of at least 10 have students view "Reinforcement”
film from the Basic Teaching Series. Iustructor Models lhe
teacher in film in having students develop first a liust of
behaviors to be produced by microteacher and the consequences
the microteacher used to reinforce those behaviors. Write all
student responses on the board. Ask students if reinforcement
works only with a small class and if it only works with
preadolescent children.

Have students read Madsen and Madsen Chapters 6 and 7.

Practice in class using SRA incident #8 (Jack Brogan)., Have
students specify the undesirable and an incompatible behavior.
Have students count the frequency of the incompatible behavior.
Have students generate a list of at least five potential
consequences which could increase the incompatible behavior,

Have instructor and four gtudents practtice using the "Increasing
Behavior" role-playing dards with the instructor Playing all three
roles éach time with & different group of four students. The
student cards specify different behaviors to be role-played and their
approximate frequency of ‘occurrance. The teacher cards specify class

paraneters such as size and space. The teacher cards also specify
other restrictions such as building regulations.

Based on the procedures for 1-8,

8. Criterion Assessment

1.

2

Select the definition which most corresponds to the term,
"reinforcement", by placing an "X!" in the blank opposite the
appropriate letter.’

a) Something we use to increase and maintain the occur-
rence of infrequent behavior, and decrease the occur-
rence of infrequent behavior.

b) An event which increases the probability of most non-
observable behaviors.

e) Something we use to increase the occurrence of
infrequent behavior and decrease the occurrence of
frequent behavior, and maintain frequent behavior.

Place an "R" to the left of the situation in which the underlined
behavior is functioning as a reinforcer.

a) Yesterday, when Irving had sharpened his pencil for
the eighth time, the teacher stamped her foot and
yelled, "Sit down!" Today, Irving has already
sharpened his pencil ten times.

b) Every time JoAnn raised hér hand, the teacher would

give her one playing card worth a piece of candy

during recess., JoAnn now raises her hand more each
day.

c) Paul mows the lawn twice a year. .Every week, Faul's
mother gives him his fifty-cents allowance, Paul

still mows the lawn twice a year.




(o))

207

LT AL U

o d) Terry refuses to eat any of his peas. One night,
' mother told him that if he doesn't eat his peas, he
will not be allowed to watch t.v. that night. Terry
“ still refuses to eat peas,
¥ e) Sonny is constantly running up to the teacher's desk
' without permission. One day, the teacher decided
. that when Sonny approaches the desk she would turn to
) another student and begin talking to him. Sonny has
only approached the teacher's desk once without
- permission during the last two weeks.
f) Murray, a first-grader, persists in chewing his
pencil point while he is doing homework. Yesterday,
upon seeing this, his mother slapped his hand ‘and
said, "Get that dirty thing out of your mouth!"
Murray hasn't placed the pencil in his mouth all day.
Bonnie has never vacuumed her apartment. Her roommate,
quite peeved by this state of affairs, offerred Bonnie
8 blind date if she'd vacuum the apartment Saturday.
The "apartment was as dirty as ever all day that
Saturday.

g g g e

¥
R

g)

W

(V)

List the five categories of consequences espoused by Madsen and
Madsen (TeachingﬁDiscipline). Then for each category, supply
three unique consequences.

RN TIPS IR A A G 2 0 G e

k¥
g i, For each of the following situations, enter in the appropriate
L spaces provided, one behavior being maintained the one
£ consequence which is. maintaining that behavior.
% a) Susan throws about three temper tantrums per day. No sooner
£ did last night's tantrum begin then her mother ran to her,
4 fondled her and said, "There, there, Susan . . ." Today
< Susan had five tantrums.
E Behavior: Consequence:
¢ b) Manny, upon being told to open his science book, hid a
L comic book in front of it, five times last week. Monday,
: the teacher caught him, took away the comic and ripped it
¥ up. So far this week Manny has already hidden seven comics
: in front of his science text.
z Behavior: Consequence: s
£ ¢) Every time the teacher approached the right half of the
{ classroom, the students, who would otherwise slouch in their
H seats and be silent, leaned forward, raised their cyebrows
: and asked him questions. In the last two days, the teacher
¢ has spent 90% of his time lecturing from the right half of
£ the room.

3 2 Behavior: Consequence:

4
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d) Victoria rarely gets home from a date before 2 a.m. Last
month, her mother upon seeing her come in, waved her finger
at Victoria and shouted, vehemently, "OK, young lady,
you come home one more night after 1 a.m., and you will
lose one date for each minute after 1 that you arrive!"
During the past four weekends, Victoria has come home at
the average of 12:29 a.~. ;

Name the five ways in which any category of consequences can
be used, according to Madsen and Madsen (Teaching Discipline).

Below are several pairs of consequence categories and ways in
which they are used. For each pair, supply one unique
consequence.

a) Closeness: Disapproval

b) Expressions: Withholding approval

c¢) Words-spoken: Threat of disapproval

d) Things: Igunore

e) Activities and privileges: Approval

From the situation which follows, specify

a) An undesirable behavior
An incompatible behavior

c) "A consequence which will increase that 1ncompat1ble
behavior (DRO)

Most of the class was working diligently at preparing the
props and backdrop for the class play. Hank, however, preferred
painting his classmates to painting the backdrop. Today,

Mrs. Criden had just approached Phillip to remove the splinter
he had acquired-from sitting on the ladder, when Hank grabbed
Percy's foot and put it in a bucket of red paint. Percy began
to cry. He cried for ten minutes-- five minutes more than
Phillip whose posterior had won a costly victory over a
splinter. .

"Ugh!" Mrs. Criden sighed, "Percy, stop crying this instant!
And Hank, remove Percy's leg from the paint bucket, clean him

off and go stand in the corner!”

So Hank cleaned Percy up and went to stand in the corner
where he took advantage of the opportunity to pour black paint
on the head of Ralph, who was also standing in the corner.

Same as Pretest (number 6)
8) View a video tape of a classroom situation. Then:

l- State one behavior to be increased and one to be decreased
(specify behavior)

2- State the frequency of occurrence of those behaviors
(count behavior)

3- Specify consequences to be used and exactly how you
would use them.
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ha ntnte why you selected cach particular conbequonge

Y= Deseribe the e ggcte outcomes.

G- Duﬂcrxbo the exact procedures you would empluv 1f the
cxpected outcomes did not occur.

b) The above must also be completed in an actual classrcom situation,
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CAREI'II} DECISTONS PHOGRAM
Collepe cof Education

211
The Univerzity of Toledo

The Career Decisions Program (CDP) is a three quarter course
of competency based education designed in three modules of 25§
behavioral objectives. Each entering Freshman is required to
complete the course on a pass-no pass basis as a prerequisite to
admission to the professional teacher education progran,

i
The purpose of the course is to stimulate and assist the atudent
in making three basic career decisions; (1) whether or not he wants
to beecome a teacher;—(2)-on-which educational level he should teach;
and (3) in what subject matter area he should specialise,

Each student spends one hour per week on the campus in large and
small group classroom instruction, In addition, and of great irmport-
ance, he is required to spend one full morning (9:00 a.m. to 12:00 m,)
or one full afternoon (1:00 p.m. to 4:00 p.m.) per week in a relevant
field experience, He may serve as a Career Decisions Aide (c4) to a
classroom teacher on any instructional level K-12, or as an aide in
auch related programs as Headsturt, Outdoor Education, child social
and welfare programs, etc, It is expected that each student will

rarticipate on at least two, and preferably three, different instruct-
ional lavels, '

A given CDA will remain in his initial assignment for at least
one quarter. By mutual agreemeat of cooperating teacher and CDA, the
student may remain in his initial assignment no more than one additional
quarter, At that time, he will be required to move on to a different
field experience on a different instructional level,

laison with the cooperating institutions will be maintained by
the Univeraity CDP Staff, Cooperating teachers will be asked to
evaluate the performance of their CDA on a simple, "satisfactory -
unsatisfactory” basis,

Field Component Handbooks have been developed and are available
on request. They will be helpful in suppesting areas of activity
which are mitually profitable to CDA and the cooperating teacher,

By Srring Quarter, 1972, the program will serve anproximately
600 students and their cooperating teachers. Program staff will
consist of nine university faculty members and nine graduate assistants,

For further information on any aspect of the program, interested
persons are invited to contact
Dr, Wm., R, Beck, Coordinator
Career Mcisions Progran
College of Education
The University of Toledu

Phone: 531-5711, Fxt., 2485
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CAREER 'DECISIONS PROGRAM
College of Education
The University of Toledo

A M o3 i

The Career Decisions Program (CDP) is a three quarter course of compctency
{ ired eduention desipgned in three modules of 2% behavioral objectives. Each
: sntering Freshman is required to complete the course on a pass-no pass basis
: 15 1 prerequisite to admission to the professional teacher education program.

, e purpose of the course is to stimulate and assist the student in

; shing threc busic career decisions; (1) whether or not he wants to become a
; toncher: (2) on which educational level he should teach; and (3) in what

¢ subject matter area he should specialize. ’

kich student spends one hour per week on the campus in large and small
group classroom instruction. fn addition, and of great importance, he is
required to spend one full morning (9:00 a.m. to 12:00 p.m.) or one full
afternoou (1:00 p.m. to 4:00 p.m.) per week in a relevant field experience.
'le may serve as a Career Decisions Aide (CDA) to a classroom teacher on any
instructional level K-12, or as an aide in such related programs as Headstart,
Mutdcor Fducation, child social and welfare programs, etc. It is expected

that 2ach student will participate on at least two, and preferably three,
dit'ferent instructional levels.

Nt M amk G ams

: A given CDA will remain in his initial assigmment for at least one
quarter. By mutual agrecment of cooperating teacher and CDA, the student may
remain in his tnitial assignment no more than one additional quarter. At

that time, he will be required to move on to a different field experience on
n different instructional level.

Laison with the cooperating institutions will be maintained by the
University CDP Staff. Cooperating teachers will be asked to evaluate the
performance of the CDA on a simple, "satisfactory - unsatisfactory" basis.

AFEoF R B IR RS g R AR e s ¢y
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Field Component Handbooks have been developed and are available on
request. They will be helpful in suggesting areas of activity which are
mutually profitable to CDA and the cooperating teacher.

By Spring Quarter, 1972, the program will serve approximately ©00 students
and Lheir cocperating teachers. Program staff will consist of nine university
faculty mrmbers and nine graduate assistants.

For furtlr informaticn on any aspect of the program, interested persons
e invited to contact

: Dr. Wm. R. Beck, Crordinator
; Carcer Decisions Propran

{ College of Education

The University of loledo

Phone: Y531-5711, Ext. 2h&,
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HUMAN RELATIONS

ihe success of this program will lie in the ability of the CDA, the
Lessiiers, amd the principal to work together. A firm seuse of lovalty to
the school anud proper regard for professional ethics is essentinl.  ‘The ¢DA
must -iequaint himself with the general policies of the school. He must
maintain strict confidence about the students, students' records, school
problems, and his opinions about the teachers with whom he works. Good
Judgment must be used as tc the proper or convenient time for personal contact
with the students. Failure to meet these responsibilities may result in the
remvval of an undergraduate from the program.

Tn the secondary schoel it is important that the CDA realize the importance
o approaching the experience as 1 potential teacher of secondary students and
noet s a recent gradunte from their ranks. I the experiencé is to help the
<DA wmin the desired insights into the responsibilities of the secondary

teacher and his potential for assuming those responsibilities, he must

ruphasize the teacher's role - not the student's.

LOGISTICS

fech CDA will:

l. Spend one moruing or afternoon (9-12 or 1-h) per week at his field
agssigmment cach quirter;

S Nebify the apreney dirveetor in advance It he iz unable to appear for
his seheduled vart ieipations

e Arronpe with the co-operating to make up unexcused absences (other
than tlluess or omevpency) at a time mutually acceptable Lo CDA and
co-orrating teacher:

b, chy:re.throe roplos of a written contract which lists his duties aud
recponsibilities for that quarter. The contract shall be acceptable
tc both parties:
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Furnish the co-operating teacher with one copy of the contrsct;

Furnish his university seminar instructor with one copy of the
contract;

Rownin with an assigned teacher for a minimum of one quarter;

Have Lhe option to extend his field assignment to two quarters with
cunsent of the co-operating teacher;

Hive a minimum of two differcnt kinds of field experience during
the three quarters.

tach co-operating teacher will:

1.

1.

Be assigned a maximim of two CDA's each quarter;

Agree to develop a written contract with the CDA, which is acceptable
to each party;

Agree to provide oppourtunities for the CDA which will enable him to
fulfill his contract;

Complete a checklist type evaluation form to be furnished him prior
to the end of each quarter;

Return the completed evaluation form to The University of Toledo
Career Decisions Co-ordinator, so that both CDA and the University
staff may better assess the success or failure of his field experience;
Agree to arrange for private conference when reqdested by University
staff or the CDA. ’

SCOPE OF CDA RESPONSIBILITIES

i UNDERGRADUATE WILL NOT BE EXPECTED TO DO ANY OUTSIDE PREPARATION
REYCND 13 DUPIRS AS A CDA.
the Leacher will be responsible for the evaluation of the CDA. Arcas

Lo b considered are:

\Lbendanece
Rapport with children
Ability to work with children

Completion of tasks assigned
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“« Responsibility, including notifying teacher in case of absence

0. Promptness

T. Emotional Stability

3. Physical Health

9. Adherence to school and classroom policies, such as the dress code
10. At any time the (DA enters a new room or new school, he will be

expected to be familiar with and be ready to perform the respon-
sibilities as listed under the first quarter CDA. .

CDA RESPONSIBILITIES FOR PRE-KINDERGARTEN EXPERIENCES
First Quarter .

Behavioral Objectives

Prepare paint, paste and easel.
Urepwre playdough and clay.

lielp children with outer clothing as necessary in classroom and lavatoxry
situntions,

irccet children upon arrival.

Help in toileting activities.

Fxplain lavatory procedures,

Distribute soap and paper towels.,

Distribute rest mats.

Prepare classroom for the rest time.

lecate instructional materials in the classroom.

Lt 'zpprnpﬁ;t\‘. instructional materials for these age levels.

Slate tne aame off the apency director, superviasor, if any, and teacher
and -uisistants to whom you are assigned,

Neseribe firve drill and tornado alert procedures within the building.
Uheck attendance.
Listen to the vocabulary of the children.

Tulk with individual children,

216
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1. Deal with routine "emergencies" -~ jacket zippers, knots, cuts, blooly noses,
ete.

<. Assist teacher in regrouping or relocating groups of children.

3. Chaperone field trips, if appropriate -- teacher has main responsibility.

k. Read a story to a small group of children.

N
.

Assist teacher supervising project work.
Second Quarter

In nddition to the First Quarter Prerequisites, the CDA will assume res-
ponsibility ror performing the activities listed below (nature and number of'
tiie projects will be mutually decided upon between the CDA and the teacher --
a minimum of five of thé following list is required).

1. Develop an art project with one child.

hel

Make a book with one child.

A% |
.

Vo experiment in science with one child or a small group.
h, Do a taping session with one child or a small group.

5. llelp the teacher and children put on a puppet show.

;. Take a smoll group of children to a nearby public library.
7. 'Teach 4 song or simplg game to a small group of children.

¢. Teach one child a physical skill such as skipping, hopping, walking
on a balance beam, etec.

‘9. Talk with parents as they drop off or pick up childreu at the conter.

10. et up and put away large muscle equipment such as wheel toys, balls,
rocking horse, ete. ’

11. Accompany a child or group of children to the hospital for a medical
examinat.ion.

18 PTarticipate in children's choice activities 3. -1 as water play, sand
table, table-top games, blocks, etc.
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verve snack or lunch.

by

General

aitempt to accomplish sometime during the three quarter sequence

Atend a «taff meeting. |

wateh daturday cartoons and discuss these with the children.

Walk or stand within the immediate vicinity of the building at dis-

missal time in order to observe individual and small groups of
children.

Observe and assist during a lunch or playtime when children are
permitted more free choices.

Spend one day on a field trip.

Cuidelines for Working with Young Children

1.

TL is most important to build a friendly and understanding relation-
ship with the children in the classroom. Learn to accept the child

as he or she is, so that the child may in turn accept you as a
responsive person.

Be sure that the child understands what you are saying when you

spcai. Gain his attention first and make certain your words are
clear and simple. If possible, give only one direction at a time.

Be-ready to show the child the meaning of your idea if he does not
grasp it readily.

Younyg children can become confused or irritated when rushed or
pressured, so try not to suggest a change of activity without telling
him ahead of time. Do not expect him to stop what he is doing at
once, but let him finish what he is doing, if it is at all possitle.

218

cxpericneos wnich the CPA (with the agreement of his co-operating teacher)

It a child refuses your direction, "I don't want to," let a few moments

¢o by. Often he will comply if the point is not belabored or argued

about. Seek the help of the teacher if you are having difficulty
with a child.

let the child take responsibility for himself as soon as he is able,

Fapect e Ldren to spill milk or Juice, drop puszles, cte. Tuen Lhese
wtidents into learning situations by encouraging Lhe child to hvlp
with the cleaning=-up proccas.
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Try 4o be gentle in your manner and tone of voice.

8. Try to avoid holding children to a uniform standard of performance.
Hever compare him to someone else; praise him for his own achievement.

9. Praise a child when he makes a new step forward or accomplishes some-
thing important to himself, no matter how unsignificant it may seem

to you.

10. dive the child a choice of action where this is reasonable, but limit
the choice to perhaps one or two choices. For example, "Where would
you like to leave your tricycle, John? By the gate, or near the
door?"

1l. It you really cannot allow the child to make the choice, be direct
and gquietly firm with the child: "John, please park the tricycle near
the gnte and come inside now."

1. Avoid nagging; as much as possible avoid conflict and forcing of issues.
Children can learn to co-operate rather than being forced into doing
what they are told.

CDA RESPUNSIBILITIES FOR
MULTI-UNIT AND ELEMENTARY SCHOOLS

First Quarter

‘'z 1ol lowing behavioral objectives are to be accomplished during tae

weeks speeificed: -

ook

1-3

1. Be able to match name of pupil with his face and Le able to classity
the basic socio-economic characteristics of classroom, school, com-
munity (lower-upper, upper-lower, lower-middle, upper-middle, lower-
upper, and upper-upper).

‘. locnte instructional materials in the classroom.

1. List materials used at the grade level.

",  Htate names of principal and teacher to whom assigued.

. Deseribe firve Qrill and tornado alert procedures.

6. Explain classroom policy regarding lavatory.
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7. Lxplain school policies concerning dress, arrival'times, ete.

? 8. Demonstrate printing techniques in the primary grades, if appropriate.
% 9. Grade objective-type tests. !
g 10. Check attendance. | ‘
% 11. Arrange supplies for a lesson. ‘ '
% 1. lListen to working vocabulary of children.

> % 13. Converse with individual children.

th. Make flash cards for teaching aids and instructional materials.
woeks h-8 (In addition to the above duties)

L. Operate a ditto machine.

-
ST MM RAP A O 30

s

2. Operate standard classroom and school equipment.

U

uxperiences

i. Make a bulletin board with a child-teacher design, unless student
offers alternative suggestion and the suggestion is approved.

JRE naen,
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“#. Write a story dictated by a child.

3. Write an experience chart (chart story) dictated by a child.

k. Deal with routine "emergencies" - jacket zippers, knots, cuts,
bloody noses, etc.

f.  Assist teacher in regrouping or relocating groups of children.
,.  Chaperone filed trips, if appropriate -- teacher has main respmsaivility,

f. Read a story to a group of children.

Second Quarter
In addition to the First Quarter Prerequisites, the CDA will ass:unc res-
ponsibility for performing and describing his involvement in the activities

listed below (nature and number of the projects will bhe mutually decided upon

between bhe CPDA and the teacher -- a minimum of five is required.

WM R AL gy v

Ly
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f. Pevelop an art project with one child.

‘. Make a book with one child.
3. U0 experimerit in science with one child or a small group.
. Do a taping session with one child or a small group.
S Help a child complete a research project.
v. Make a music presentation to the class.
T. Do individual tutoring.
R, Write a skit with a group of children.
Y. Help produce a puppet show.
10. Practice a play with a group.
1t. fead a group of children to the library.
1™, ‘each a song, game or folk dance to a group of children.
1.3, Conduct a spelling test.
14. Listen to a child's individual report.
1. Teach a child a physical skill, e.g., skating, swimming, skipping,

Juwwping rope, etc.

Required Fxperiences Sometime During the Career Decisions Program

The CLA should accomplish the first five behavioral objectives listed 2nd
a many others as can be arranged:
1. Attend a team meeting (if you are in a team~teaching school).
2. [ead a book recommended by a child.
3. Watch Saturday cartoons and discuss w{th children.
L, Attend a children's matinee and discuss'with children.

5. Walk or stand within immediate vicinity of the school at dismissal
time in order to observe individual and small groups of children.

6. Request permission to observe a teachers' meeting or a Union meeting,
or an Association meeting.
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7. Observe and assist an unstructured group, e.g., lunch, lighted school
hours, playground. T

8. Spend one day at a camping trip or a field trip. - 1

CDA RESPONSIBILITIES FOR
SECONDARY SCHOOLS

d First Quarter
F ~

% ‘ihe following behavioral objectives are to be accomplished during the
; wocks specified:

; Weeks 1-3

z ’/~, 1. Be able to match name of pupil with his face and be able to classifty
: the basic socio-economic characteristics of classroom, school,

community (lower-lower, upper-lover, lower-middle, upper-middle,
lower-upper, and upper-upper).

2. locate instructional materials in the classroom.

3. List materials used in the subject area(s) being dealt with.

4. State names of principal and teacher to whom assigned.

> lescribe fire drill and tornado alert procedures.

. Explain school policies and describe fationales concerning dress,
arrival times, etc.

T. Grade objeclive-~type tests.
8. Check attendance.
9. Arrange supplies for a lesson.

‘ 10. If students are grouped, describe the policy for grouping and the
rationale behind it.

11. Listen to working vocabulary of students.

1°. Converse with individual students.

3. Help teacher prepare instructional materials such as dittoes, trans-
parencies, etc.




iR

R

LY Y

W g ey

e i Ry 1

T IR TIC R T T

223

Weeks -8 (In addition to the above)

Operate n ditto machine.

Opernte standard classroom and school equipment.

prc ‘richees

L.

h

(%}

ts,

Help a student or a group of students complete the production of an
audio-visual project, e.g., bulletin board recording, slide pres=nta-
tion, etc,

lead a small group discussion.

Chaperone field trips, if appropriate - teacher has main responsibiiit;-,

Present and explain an assignment or activity to the entire class.

. ‘Participate in classroom discussions.

Follow a student's schedule for a day.

v

"Second Quarter

In addition to the First Quarter Prerequisites, the CDA will assume res-

ponsibility for performing and describing his involvement in the activities

1.

-

)

k.

7.

9.

10.

‘Listed below (nature and number of the projects will be mutually required).

Help a student complete a research project.

Do individual tutoring.

Do an experiment in science or conduct original research in some
other area with one student or a small group.

Do a taping session with one student or a small group.

Writc a skit with a group of students.

Practice a play or skit with a group of students.

llelp & group of students to utilize a library and its reEEGFErs‘
Teach an educational game to gtudents.

Administer an objective test.

Listen to a student's individual report.




]

a4

22k

11. With the aid of the classroom teacher, select a student about whom
you will gather information. This information would be taken from
school records and should be kept strictly confidential. Together,
the teacher and the CDA should discuss the information and its impli-
cations for both teacher and student in the school situation.

Cegren o FRCREE

: Kequired kxperiences Sometime During the Career Decisions Program

‘the CDA should accomplish eight of the behavioral objectives listed and
as many others as can be arranged.

1. Attend a team meeting (if you are in a team-teaching school), a
departmental meeting, or a school board meeting.

2. Read a book, magazine, or article recommended by a student.
3. Listen to the top five popular songs and discuss with students.

k. Attend a school-sponsored activity (dance, athletic contest, pep
session, etc.) and discuss with students.

9. ¥Walk or stand within the immediate vicinity of the school at dis~
missal time in order to observe individual and smell groups of
students.

P S

v. iequest permission to observe a teacher's meeting or a Union meeting,
or an association meeting.

fe Kat luwrch with students.

[N

8. Chserve and participate in a physical education class,

9. Attend a club meeting.

ey s

' 10. If the school has vocational classes, visit as many of them as possi-
: ble.

11. Observe a practice session of a school-sponsored athletic team.
12. Fnter a student restroom between classes and during a lunch period.

13. Request permission to be an observer in one of the deans' offices for
a period of time.

R

: 14, Discuss the kinds of problems adolescents encounter with a guidance
‘ counselor.
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Roles and Responsibilities of Staff

in non-Must Schools

his statement of Roles and Responsibilities is included to help the CDA

understana the organization of a school.

Staf® Rosponsibilities

Frincipal -

‘' acher

dtudont

Teacher

Assumes complete responsibility for the cooperation of the
total schiool plant, including pre-service and in-service teacher
education activities.

Assumes major responsibilities for guidance and administra-
tive leadership.

Administers the research and development activities.
Organizes and chairs building commit*~ , arranges for its
neetings and sets the agenda of the meeting.

Organizes instruction and materials.

Schedules time, space, and equipment.

Secures the essential conditions for his staff to work effec-
tively.

Assumes the major responsibilities for effective planning in
the instructional areas.

Provides instructional leadership.

Assumes the responsibility for the most effective utilization
of the teacher interns, participants and career decision
aides.

Identifies pupil needs and makes pupil assignments.

Assumes the major responsibility for the evaluation of all
activities.

Guides and evaluates teacher interns, participants, and career
decision aides. .

Hlas instructional responsibilities for both small and large

gr p situations. .

Evaluates individual and group progress.

Assumes responsibility for the instructional activities in his
special areas of competencies.

Assumes responsibility for record keeping for students.

Works closely with the teacher in planning, presenting and
evaluating the instructional program.

Works directly with an individual student or a group of stu-
dents as assigned by the teacher.
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- Performs any other instructional duties as assigned by the
teacher in charge.

-~ Works closely with the teacher in the continuous evaluation
of the students. ;

- Works cooperatively with the teacher on clerical work and
general classroom housekeeping.
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THE ORGANIZATION
OF THE MULTI-UNIT SCHOOL

THECUNTT

he teachers in the multi-unit school work in units or committee$ rather
than in the isolation that is characteristic of traditional self-contained
clussrooms. At the classroom level are the Instructional and Research (I & R)
Units. ¥ach I & R Unit has a Unit Leader or profé%sional teacher, two or more
regular staff teachers, one or more aides or secretaries, and in some cases a
student teacher who assumes instructional responsibilities. Each unit is
chareel with planning and conducting the total school experience of 50 to 150
«tudents.

M1it meetings are held at least once a week and often more frequently.
A unit meeting may last from 30 minutes to a half day. The meetings are
devoted Lo planning and evaluating the total instructional program for the chil-~
dren of the Unit and require the attendance of the certified members of the

Unit. Generally they are held during school hours. The agenda, written or

m:ntal, is supplied by the Unit Leader.

THOTRUCTIONAL IMPROVEMENT COMMITTEE

A{ the second level of organization, the principal, unit leaders, super-
visors of student teachiers and the resident professor constitute the Instructional
Twprovement Committee. ‘This group meats weekly to discuss curriculum improve-

ment smd school wide concerns. It discusses matters such as reporting prac-

tices, in-service programs, and new instructional material.




b MULTI-URIT SCHOOLS FOR TEACHER EDUCATION COMMITTEE

AL the third level of the organization is the group called the M.U.S.T.
fommittee. It consists of a delegation from each participating school: the
principal, -the resident professor, and two teachers. Its purposes include

improving teacher education and creating new multi-unit schools.

CHARAC'I'ERISTICS OF MULTI-UNIT SCHOOL

Jeveral important basic components are required for the successful opera-
tion o1 a Multi-unit School.

1. “irst, whatever the number and size of Units, each Unit must plan,

instruct and evaluate cooperatively.

£y
.

In the Multi-unit School, important instructional decisions must be

made by groups and at the appropriate level in the organization.

3. The Multi-unit concept presumes greater role differentiation angd
role clarity than is the case in the traditional school.

h., The Muifi-unit concept rests upon a carefully designed leadership
structure.

% ‘The work environment in the multi-unit school provides oral communica-
tion and horizontal and vertical channels open naturally.

. ‘The Multt-unit school is characterized by flexibility, coopernliveness,

and & spirlt of inquiry. Chanpe is inevitable because professiui:tl

inter-action requires it, and there is more time to plan, text and

implement.
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Glossary of Terms in the Multi-Unit School

This statement of Roles and Responsibilities and a Glossary of Terms

is included to help the CDA understand the organization of a Multi-unit

School.

Jtiu 't Responsibilities

Principal -

Unit Leader

Assumes complete responsibility for the cooperation
of the total school plant, including pre-service and
in-scrvice teacher education activities.

Asswnes major responsibilities for guidance and
administrative leadership, initiating and refining the
system of Individually Guided Education

Administers the research and development activitics
Meets with entire Unit as requested by the Unit Leader.
Organizes and chairs building committee, arranges for
its meetings and sets the agenda of the meeting.
Organizes instruction and materials.

Schedules time, space, and equipment.

Secures the essential conditions for his staff to work
effectively.

or Team Leader

Teacher -
AU

Assumes the major responsibilities for effective planning

in the instructimal areas.

Provides instructional leadership.

Guides and coordinates the teaching and planning of the unit.
Assumes the responsibility for the most effective utiliza-
tion of the teacher interns, participants and career decision
aides. )

Identifies pupil needs and makes pupil assignments (this is
to be done through staff consultation)

Assumes the major responsibility for the evaluation of all
unit activities.

Serves a chairman of unit meetings.

Meets with entire unit at least once per week.

Shares in cooperative planning of lessons and units.
Shares in cooperative planning and evaluation of the
entire team program.

Shares in guiding and evaluating teacher interns, parti-
cipants, and career decision aides.

Shares in instructional responsibilities for both small
and large group situations.

Shares in evaluating individual and group progress.
Assumes responsibility for the instructional activities in
her special areas of competencies.
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- Assumes responsibility for record keeping for a designated
group ot students. -

-~ Cooperates with unit in planning and developing better
methods of instruction.

- Meets with entire unit at least once per week.

Student Teacher

~ Works closcly with the team in planning, presenting and
evaluating Lhe instructional program.

-~ Works directly with an individual child or a group
of children as assigned by the unit teacher or unit leader.

- Meets with entire unit staff to plan and prepare the
unit progrom.

- Performs any other instructional duties as assigned by the
unit leader or teacher in charge.

= Works closely with the unit leader and teachers in the
continuous evaluation of the children.

- Works cooperatively with the team on clerical work and
general classroom housekeeping.

Glo.:ury Continued

IDRA - Institute for Development of Educational Activities, Inc.

IGE - = Individually Guided Education

IIC (or Building Committee)

- The Instructional Improvement Committee of the building
is comprised of the building principal and Unit leaders.
It meets at least weekly and makes decisions regarding
the instructional program of research and development
conducted within the building.

LEAGUE - The League 1s defined as being a functionary relationship
between a number of schools for the accomplishment of some
purpose by cooperating for mutual benefits.

R&D - Research and Development

MUST COMMITTEE

- Milti-unit Schools for Teucher-Education
(Mwti Unit Schools for Teacher-Education)

Multi-unit Schools -« Toledo Board of Education Elementary Schools

Glundale School, 2960 Glendale, 385-1641

Martin Luther King School, 1415 Lawrence, 243-7163

0ld Orchard School, 2402 Cheltenham, 536-1261

Walbridge School, 1245 Walbridge, 243-4020
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LOCATION OF SCHOOLS IN AND NEAR TOLEDO

Toledo Board of BEducation, Manhattan and Elm Streets, Toledo, OH 43608

T29-5111

Bowsher
Devilbiss
Libbey
Macomber
Royers
Scott
Htart
Waite
Whitney
Woudward

Arlington
Bancroft Hills
Beverly
Birminghanm
Bowsher Jr. High
Burroughs
Chuse

Cherry
Crossgates
Deveaux

East Side Central
Igewater
Elmhurst
fFall-Meyer
Felilbach
Frankiin
Fulton

Grove Patterson
Garfield

Glan

Glendale
Glenwood
Gunckel
Hamilton
Harvard
Hawkins
Heather Downs
Jones

Keyser

Kleis

Lagrange
Larchmont

3548 S. Detroit ilh
3301 Upton Ave. (13

1250 Western Ave. (9)

1501 Monroe St. (2)

5539 Nebraska Ave. (15)
2400 Collingwood Blvd. (10)
2061 Farragut (13)
Morrison Dr. at 2nd St. (5)
1602 Washington St. (2)

600 E. Streicher (8)

T00 Toronto Ave. (92
2630 Montbello Rd. (T7)

4022 Rugby Rd. (14)

Pain & Valentine Sts. (5)
3548 S. Detroit St. (14)
240k south Ave. (9)

3315 Mayo (11)

3348 Cherry St. 212;

3900 Shady Lawn (14
Sylvania Ave. & Rushland (13)
815 Navarre (5)

5549 Edgewater St. (1)
4530 Elmhurst Rd. (13)
1800 Krieger Dr. (15;
Stanley Ct. & Wilson P1l. (8)
Oak & Fourth Sts. (5)

333 Melrose (10)

3020 Marvin Dr. (6)
Worthington & N. Ravine (5)
1700 N. Reynolds (15)

4746 Glendale 11;;

2860 Glenwood (10

430 Nebraska Ave. (2)

E. Manhattan Elvd. (8)

1949 Glendale Ave. (14)
5550 W. Bancroft (15)

1932 Birchwood (14)

550 Walbridge Ave. (9)
3900 Hill Ave. (15)

5016 - 297th St. (11)
Lagrange & Erie Str. (O)
1515 Slater St. (12)

]
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Lincoin
longstel. »w
Maar'shal.

Martin

Martin 1 ither King
Mayfair

Mount Ve non
McKinle)
McTigue

Nathan }le
Navarre
Newbury

Qakdale

0ld Orct ard
Ottawa F ‘ver
Parkland Crafts
Pickett

Point Pl ice
Reynolds

Raywer
Riversid:
Robinson

Ryder

Sherman

Spring L~
Stevart
Spencer iharples’
Stickney
Walbride
Warren
Washingt
Westfiel.
Whittier <
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Detroit & Lincoln Ave. (6)
4112 Jackman Rd. (12)

415 Colburn St. (4)'

N. Holland-Sylvania (14)
934 Palmwood Ave. (17)
5331 Bennett Rd. $12)

825 Bryne Rd. (15

1901 W. Central Ave. (6)
5700 Hill Ave. (15)
Foster & Shenandoah (7)
410 Navarre Ave. 5;

1040 Newbury St. (9
Oakdale & E. Broadway (5)
2402 Cheltenhem Rd. (6)
4801 - 290th St. (11)
300 Lagrange St. (8)
Blum & Hoag St. (7)

2859 - 131st St. (11)
500 Norwich (15)

1419 Nevada St. (5)
Ontario & Chicago (11)
1007 Grand Ave. (6) |
3117 Nebraska Ave. (15)
Shermsn & Walnut Sts. (8)
Stickney Ave. (8)

707 Avondale (2)

Irwin Rd., Holland (43528)
Stickney at Erie (4)

1245 Walbridge Ave. (9)
121 Irving St. (2)

514 Palmwood Ave. (2)
Western & Field Sts. (9)
4215 Walker Ave. (12)
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ORBEGON S 'HOOL DISTRICT -~ Victor Wood, Superintendent, 5721 Seaman,
Oregon ( -3616), 693-0661 - Larry Morgan, Assistant Superintendent.

Clay H. .
Zisenhow r Jr.
Fassett r.
Cluy Ele entary
Coy

Jerusale

Starr

Wy

JoJ. Shu r

-

5721 Seaman (43616)

North Curtice Rd. (U43618)
3925 Starr (43616)

5721 Seaman (43616) .

2630 Pickle (43616)

Route 1, Yondota Rd., Curtice
3230 Starr (43616)

5224 Bayshore (43616)

4955 Seaman Rd.
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PERRYSBU 3¢ SCHOOL DISTRICT - Robert M. Pierson, Superintendeut,
141 E. }adiana, Perrysburg, Ohio 8T4-T908

Perrysbt g H. S. 550 E. South Boundary (43551) .
Perrysbi cg Jr. H. 1540 E. Indiana (43551) ‘
Lln Stre :t Seventh & Elm (43551)

Pine Sta zet W. & S. Boundary & Elm (43551)

SYLVANT? SCHOOL DISTRICT - Clyde Plant, Superintendent, 6801
Maplewoc i Ave., Sylvania, OH (43560).

Sylvanie South 5403 Silica (43560)

Sylvani: North 6850 Monroe (43560)

McCord ¢ ». High 4304 McCord Rd. (43523)
Maplewoc { 6769 Maplewood (43560)
Central \venue T460 Central (43617)

Hillviev skok whiteford (43560) - T T
Stranahs 1 3840 Holland-Sylvania (43615)
Sylvan 4830 Wickford Rd. (43560)
ilighlanc 7720 Erie (43560)

whitefor 1 4708 whiteford (43623)

Arbor Hi l1s Jr. H. 5300 Whiteford (43623)
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WASHINGT W LOCAL SCHOOL DISTRICT - Homer S. Nightingale, Local
Superini :ndent, Douglas Rd., Toledo, OH (43613) 473-3431, Harvey
Davis, I lrector of Personnel.

Whi twer 5601 Clegg (43613)

Washingion Jr. H. 5700 Whitner ?lt3613)

Jeffersca Jr. H. 5530 Whitmer (43613)

Hiawathe Fern & Photos

Hopewel: 5802 Jackman (43612) 1
Horace M ann Sylvania & Harvest (43623) |
Jackman 2010 Forthover (U43613) 3
Lincoln: iire 3505 W. Lincolnshire Sh3606)

Meadowv: le 2755 Edgebrook (43613

McGregor 3535 MeGregor Lane (43623)

Monac 3845 Clawson (43523)

Greenwod 1 - 760 Northlawn Dr. (43612)

Shiorelwu 1 Suder & E. Harbor (43611)

Trilby 5720 Secor (43613)

Wornert. : 5050 Douglas (43613)

Westwooc 3939 Wrenwood
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NURSFRY SCHOOLS

liope Lu ‘heran Nursery School
(tiope I itheran Church)

Grasshc per Green Nursery School
(St. Ma hews Episcopal Church)

Fairgre n Nursery School
(Fairgr en Presbyterian Church)

PAROCHL L SCHOOLS

St. Mar 's School
St. Pat ick's School
St. Jud« 's School

3t. Cha: les' School

Indian and Secor Rds. {6)
— 5240 Talmadge Rd.

3220 W. Laskey

219 Page
4201 Heatherdowns
3650 Vietory

1850 Airport

-




Mroctions:

THE FOLLOWING INSTRUMENT WAS ADMINISTERED TO 103
STUDENTS WHO WERE ENROLILED IN THE INITIAL 101
SECTION OF CAFEER DECISIONS DURING THE FALL OF 1971

response.

Prrt One:  Wvaluation of the Field Experience

To whitt exten! Completely
e Were your field experience nctivilies
forminted by you? 1 2
Y. Were yonr field experience activities
tormulated by the cooperating teucher? 1 2
e Werc your tield experience activities
silistae lory? : 1 2
. Did you wurk witi yroups of students? 1 2
Did you work with individual students? 1 a
. Did you p:rform clerlcal tasks (grade
ppers, ole.)? 1 2
{« Did you il nnd observe in the class-
room? . 1 2
H. Did you work with instructional
miterinads (01 ng,bulletin bonrds, etc.)? 1 2
Paet 1T:  FKvaluation of On-Campus Seminar
To what extent: Completely
Y. Were clase discucsions relevant to
the Carcer Decisions Program? 1 2
1U¢ Were class discuscions interesting? 1 2
1!. Were cluss meetings discussion oriented? 1 2
1’ Were hiuxiouts o lears 1 2
Li. Were hundouts conclise? 1 2
Mo Were bhontouts interosting 1 2
19 Werce hundouts relevant te the Career
Decicions Program? 1 2

‘s

s

L'

.

.

Rend ench of the following questlions and circle the approprisate
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Completely
in. Did the course objectives, around
vuien tre Career Decision Program is
orpanized, help you know what tasks
were expected of you? 1 2

LIl. Purl IIX: Additional Comments

o

1f. List and describe the three most meaningful experiences you've had this

quarter.

. list three specific ways you would improve the progrum.
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COMPILATION AND RLESULTS OF STUDENTS' EVALUATION
OF THE CAREER DECIS IONS

FRCCRAM

Student Evaluation Compilation

Part T: Field Experience

. To what extent

l. Were your field experience
activities formulated by
vou?

2. Were your field experience
acltivities formulated by
t.he cooperating teacher?

3. Were your field experience
aclivitiss satisfactory?

"k, Pid you work with groups

of* students?

. 1id you work with indi-
vidual students?

o Did you perform clerical
tasks (grade papers, etc.)?

{. Did you sit and observe
in *he classroom?

i"id vou work with instruc-
*ional materials (films,
bulletin hoards, etc.)?

Parl, Tl: Seminars

"o whal extent
. Were class discussions

relevant to the Career
- Pecisions Program?

0. Wore class discussions
intercsting?

lt. Were class meetings
discussion oriented?
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Not at
all
4 5
21.8% 15.5%
(u2) (30)
2% .57
Elo§ (1
0.3% 2.1%
(12) (
6.8 6.5
(13) (135
6.8% RIA
(135 5185
13.14 16.8
25 32
18. 13.2%
3 25) -
16.2% 23.6%
(31) B8y
L. 24 1.1
(8) (2)
7,34 3,1%
ith i 5
4.5 1,69
9 3

d
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Total’

(100%)
(193)

(1oe
(191)

{100 ")
{190)

(100"
(191)

(100/)
(191)

(1007.)
(191)

(1007)
(180)

{100%)
(191)

(100
{(191)

(100}
(192)

1100")
{120)
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Wirre handouts clear?

Were handouls concise?

Were handouts interesting?

Vlere handouts relevant to
the Career Decisions

" rogram?

Pid the course objeccives,
~round which the Career
Pecision Program is
orpanired, help you know
what tasks were expected
of you!

Completel

IR I IneW Ipaa
~

C§E§ &
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15.64 2.6
(300 (5)

1776 3:2%
(3 (10)

10.6 .

2 Elo§
17,2 4,24
33 (8)
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(100,)
{190)

(100,
(192)

(1.007)
{192)

(100%)
(189)

(100/)
(192)
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SUMMARY OF STUDENTS' RESPONSES

Fivld Experionces:

The vast majority of students felt that their ficld experience was
satistactory and that they were sufficiently involved in formulating {heir
ield expericnce activities. Unfortunately, however, some students believed
that their cooperating teachers either completely dominated the formulation of
Lhe activities or provided no guidance at all.

The activities participated in represented a wide spectrum for must of
Lhe respondents with more students omitting mechanical and observational activ-

ilies than student-related activities.

Sominnes:

Most. students felt-that their seminar meetings were relevant to the entire
‘urcer Decisions Program and that most meetings wsre both interesting and
discussion oriented.

The vast majority of respondents felt that the handouts used in the seminars
and large Aroup meetings were sufficiently clear, concise, and relevant to the
program, While most students also agreed that the handout material was inter-
osting, a. sufficient number responded negatively to this item to suggest that-
anattompt shouwld be made.to raise the interest level of some reading materials.

Almost all of the respondents agreed that the course objectives, which
students roceived at the beginning of the quarter, were ol considerable aid in

anticipating and understanding the tasks expected of them.

’
tbudent Commentis:

The most commonly mentioned meaningful experiences that the students felt

the Career Decision Program had provided them with were:




—l -

2k
“fhe opportunity to interact with school children.

«Fhe relationships developed with cooperating teachers.

.The opportunity to assume the teacher role.

.The seminar discussions--especially those that dealt with problems
encountered in the "field."

The mosi commonly mentioned improvements that the students felt shoulti

be considered for the Career Decision Program were:

.Field experiences should be assigned solely on the basis of student
choice a8 to subject area, specialty, and level.

.Tmplement & betier orientation process for cooperating teachers.

- Increase the number and length of field experiences during the quarter.

Altlow more hourly credits for the program to lessen the class load

of participants.
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TO: COLLEGE OF EDUCATION FACULTY
FROM: Cass Gentry

RE: In Defense of Imperfect Instruction

Having assumed responsibility for a task, the conscientious professional
we agree, will not be satisfied until he has met, at least, minimum require-
ments of that task. A major source of anxiety expressed by faculty working
on the Elementary and Secondary program Model, is that most of the modules
generated thus far, fall short of what our experience, our intuition, and the
instructional development system we have adopted, tell us is adequate.

In making the decision to systematically develop the instruction for
students in our elementary and secondary program, the faculty of our college
assumed a task of enormous proportion. 1In fact, if we were to stipulate that
each of the modules or components of the model were to meet minimum require-
ments for effectiveness, the task becomes impossible, given the time and
resources available to us.

In effect, the alter ative of precisely analyzing, prescribing, pilot-
ing, evaluating, and revising instruction prior to implementation, is not
open to us. Even if we had appropriate funding, the accomplishment of such
an extensive interprise would require many additional faculty, as well as
extensive support personnel. And time - a great deal of time.

A second alternative, while not as satisfying, is open to us, and it
permits us to operate the instructional system almost at once with a minimum
of resources. This second alternat.ve is also systematic in its development
of instruction, but it accepts approximations of the minimum requirements of
the task. That is, each component of the system musi still be dealt with,
but the criteria for each component are met to verying degrees. For example,
behavioral objectives may contain only the performance statement and lack
the condition, or level statement., We may deal only with terminal objectives,
ignoring enabling objectives, for the moment. Assessment instruments may
have insufficient or token items. The means for accomplishing our objectives
may, initially, be chosen because they are possible, rather than for their
pedigogical qualities.

As one faculty member pointed out, the above conditions are not much
different from those that exist now. There is one all-important difference,
however. QJur systematically deveolped approximations will be subject to
continuous systematic revision.

In fact, as Dick Saxe has pointed out; "without the continuous, syste-
matic, revision of our modules, we are merely trading one orthodixy for
another," and we may as well continue with the alternative traditionally
practiced in colleges of education.
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Memo -~ College of Education Faculty

The first alternative with its stringent requirements, has implications
. of closure, of having finished something, and now being free to forget it
i (much the way students behave at the end of an algebra course). The second
| : alternative, that permits us to accept approximations of effectiveness and
| efficiency of our instructional system, is viable only if the concept of
: closure is refuted. While an individual professor may have done with a
T module, the continuous revision component built into our system will assure
that modules and their cbjectives are refined on the basis of their effects
on students.

Critical operational factors must obviously be dealt with if our alter-
native of successive approximations is to be successful. Any revision
component must necessarily contain a means of collecting data on the effects
of a module, of assessing that data, and of making changes in the module as
a result of that assessment.

The development of modules and the policies controlling them, must be
given the most careful attention of the faculty. If principles of academic
freedon are to be served, the faculty clearly must maintain control of the
criteria of assessment, and how such findings are applied. Faculty must
maintain the right to select the means for accomplishing objectives in
their classes, and individual faculty must maintain the privilege of going
beyond those objectives established by the college faculty for modules. The
attendant question, once the revision data is available, asks who will revise
the modules? Most of our modules have input from several faculty, a stimu-
lating condition. Will this continue into revision? What about released
time for faculty who need to revise defective modules? The questions go on.
That each of them can be met and answered is not doubted, but there are alter-
native answers, and while some answers solve short-term problem, they may
create long-term problems that markedly reduce their immediate value.

The point is, if we are to be successful in developing meaningful,
effective instruction, and in maintaining an open academic community, we
must each consider these critical alternatives carefully. This does not
mean that we wait for perfect solutions for each problem, there will obvi-
ously be many occassions for compromise, but that we monitor all decisions
in light of their effect upon our students and our professional lives. We
have selected a strategy for accomplishing important goals. If any part of
that strategy is inefficient, ineffective, or antithetical to those goals,
we must have the flexibility and control to change the strategy as well as
its products.

Cal
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Some SUPER IMPORTANT INFORMATION concerning ALL

Secondary Model Participants
Yes, this is one in a continuing series of notes related to the STAMP

process (Sequence These Aggravating Modules Please)!
As you recall from our meeting on Friday, several teams were formed (we had
to turn away at least 52 volunteers) to STAMP. From each of these teams an
expert modulator agreed to guide the team in its task. This task has been
task analyzed into enroute or enabling objectives which will have to be
accomplished in order that teams reach criterion (or get a STAMP approval).

1. Decide and list modules to be eliminated and/or combined
with others.

2. List those modules which need revision and who will revise
themn.

3. Readjust module sequence if necessary.

L, List any new modules which need to be written and who
will write them.

5. Write estimated time requirements for modules.

6. Insure that all modules have specific pretest and
posttest procedures and/or items.

Attempting to be consistent with the precepts of instructional systems
design it was decided to establish a time to completion consistent with the
most probable time of completion. After careful deliberation in which all
past performance data was fed into the computer, we arrived at this most
probable time of completion:

Either

a) When the Paris peace talks are successful;

b) When one can swim instead of walk in Lake Erie;

or
¢) 1984, whichever comes first!
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We have taken the liberty to assume that these arternatives are not
acceptablé.' Instead, does it sound reasonable that teams meet these objectives
(or at least most of them) by 26, April.
Your reward will either be that glow you feel for contributing to the
welfare of humanity or escaping our pesty interference.
In closing let me leave you with these words of R. C. Ettinger, who is
spearheading the study of "Cryonics,” (deep freezing the newly dead until a
cure for maladies can be found). After careful study of the process and a
survey of possible participants, he said shudderingly, "that many are cold,

but few are frozen."

&




Automation of Date Collection, Analysis, Reporting, & Storage

Types of Data:
Student & Faculty entry behaviors (individual & group characteristics)
Pretest scores
Posttest scores

Attitude scale scores

1. Objectives for Automation System .
a. to provide immediate feedback of results to students & faculty
in terms of objectives 'aucceufully or unsuccessfully met.
to provide faculty with data concerning parts of modules st;ndents
are having difficulty with:
1) error rate
2) item analysis
3) time study (efficiency of modules or parts of modules)

2. Sequence of events:
s. Determine the assessment data required
1) student and faculty entry behaviors (individual and group)
2) ' pretest scores
3) posttest scores

4) attitude scale scores

Determine mechanism for collecting data
1) student will enter data on machine readeble cards vhere

objective test items are used

Faculty or assistants will entqr data on machine readable

cards where subjective test items are used
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¢. Input Machine readable data into computer, which will provide:
1) item analysis of test items
2) effectiveness profiles, and efficiency pfofiles in terms of:

a) entry behavior, sex, achievement level, learning sty]:e,
motivation level, -age, major, teaching methods, team,
specific objectives, means, sequence problems, reinforcement,
student attitudes, group size (large group, small group,

tutorial, independent, . . .)
d. Provide data analysis readouts to faculty for revision purposes

3. Equipment required:
a. Test scoring machine that can read test answer cards or sheets
1) student can use the scoring machine
2) scoring machiné will provide student with KOR on which items
missed, and relate the missed items to the appropriate objectives,
and the means used to teach the objectives.,

3) scored cards are collected for computer analysis

b. Computer terminal or input device for interfacing scored card data

and other inputs with computer data analysis program

c. Computer terminal or output device for providing readout analysis

data for faculty

d. Machine that will make multiple copies of readout analysis for

faculty (IBM Ditto Masters?)

e. Data storage (computer, and manual)
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Programs required

a.
b.
co
d.

€.

instructional programs

test scoring program

test analysis program

equivalent exam, and student specific exam generation program

individual and group activities scheduling

1)
2)
3)
4)

students
faculty
time

space (room size, furniture, and equipment required)
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ELEMENTARY AND SECONDARY MODEL SEQUENCING STRATEGY

I. Problem: recognizing that any initial sequence adopted for the
modules making up our program, will be subject to
change as we gain objective data resulting from our Fall
1972 implementation, we are still in need of a rational
and consistant plan for the initial sequence.

II. Proposal subject to modification and acceptance by faculty:

1. Categorize modules by instructional development
stages, and by Taxonomic levels (see attached Mutrix
A). While there are obvious exceptions to the logic
implied in this matrix for sequencing modules (i.e.,
all modules do not fit neatly into the categories, and
it is not always pedegogically sound to move from low-
level categories to sophisticated categories), the
rules for sequencing are clear, and the rationale for
placement of each module can be questioned.

2. Sequence modules within Taxonomic levels, on the basis
of concurrent, successor or predessessor relationships
among the modules. Decisions would be made by determining
the effect one module has on another. If the behaviors
taught by one module are essential before a student
learns the behaviors in a second, then the first module
would precede the second. If there appears to be no
prerequisite relationship, they may be learned con-
currently, or ordered to meet student or administrative
convenience.

3. Estimate the dumber of hours required for each module
(Both professor's and student's time). This information
will help determine the number of modules placed in a
particular quarter, and to determine faculty and student

load.

4. Place modules in a particular term. Roughly, this place-
ment would be accomplished by dividing the module sequence
into thirds in terms of teaching and learning time
estimates. (excluding the carreer decision modules, and
student teacling modules). So, if hypothetically, the
total number of hours for the intite program was 180,
then each term would be allocated approximately 60 hours.
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E & S sequencing strategy 2
S. Determine Faculty who will teach particular modules.

To the degree possible, this would be decided by
faculty interest and competency. Other constraints,
like load limits, and released time for revision and
instructional development, will make it necessary to
compromise.

Determine vrecise mecting times for teaching and

learning particular modules, Or module clusters, within

the term. This does not exclude the possibility of
arranged times, or for continuous instruction as would
be possible with self-instructional modules.

Determine type of meeting space required for a module
or cluster of modules. From initial inspection of our

modules, it is clear that the spacial requirements vary,

at least, from large group, to small group, to individual
needs. Along with the space concern is the requirements
for furniture, and instructional equipment and materials.
Given our current level of resources, we will undoubtedly
have to adapt our program to traditional spaces, furniture,
materials and equipment, but to the degree we are able

to list and justify special conditions, will we be able

to make plans for approaching those conditions over time.
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