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Never 1in the history of American education has therg'been more need

.for research and study in the area of the preparation of teachers of

. young children. As more and more empirical evidence is made available

to us concerning the growth and development of children, one is easily
overvhelmed by the variety of conclusions and practices promoted in
the name of "empirically based quality education for young children."

~ One has only to scan the multitude of educational programs eveloped

within the last decade to realize "diversity' is, perhacz, the muin
product of this research and development activity. ihy hasn't the

large cad%e of talented American educators heen ahle to dbvelop a more

"accurate formula for the developmenL of Yeffective' teacherc of young

children? As has been suggested in a prior writingl, part of the
answer to ;hié question may lie in the'fact that different programs

of education for young children demand diffcrent kiads of organization
and interzctions to insure the accomplishment of a variety of educa-
-tional objectives. '

Within the Tucson Early Education dodel (TEEM), development of educa-

~tional program for both adults and children {s viewed as a continuous

process, necessitating a kiad of "delivery systen” to insure a con-
stant ctycle of communication concerning research and development be-

tween classroom personnel and training persomnel. Developmonf of TEEM

_training programs, thereforc, are designed 8o that (1) training design

ig developed to insure a "delivery system' which allows for a constant
interaction between classroom practice and progfam development and

(2) empirical data nay be collected, studied, and used to develop
future training program.

Supporting the concern for develobment of an efficient deliverx system -
is the development of traiﬁiﬁg program'brganized to auide the iearner
through the processes of instruction inherent within the educétionai
nodel, .

A

1Pillerup,‘goseph i{. and Rubow, Carol L. The Professional Pesponse,
University 6f Arizona, Center for uarly Childhood Education,
170, (mimrograph) .
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To implement underlying assumpi;ons concerning effective training
design for TEEM classroom personnel, specialized educational roles

. have been defined within the program to assure 1mp1ementat16n'and‘

" evaluation of TEEM. Field Representatives (trainers of trainers)

_ate. trained at the Arizona Center for Education Research and Develop-
ment’ to disseminate operational understanding of educational program
and training strategy to Program Assistants (trainers of teachers)

who disseminate ope:ational undetstanding classroom program to teachers

and teacher assistants working in TESM =lassrcoms,
‘ o E
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INSTRUCTIONAL PROGRAM DESIGN

The TEEM instructional pfégram has een déveloped at the Atizona

Center for Educational Research and Development,‘a component of the
College of Education at the University of Arizona. This educational
program is designed to provide a comprehensive educational programn

for children ages three thru eight and is organized to promote four
program goals of education: language development, intellectual skills
development, development of motivakion for learning, and developmentl
of societal arts and skills {readine, writing; and math skills in
additional to social skills). Process variablesf including social rein-
_forcement, modeling, individualization, genérali;atiqn and orchestration
define TEEM.tfacher behaviors. In order to implement this instructional
program, planning procedure is also behaviorally defined for TEEM
classroom personnel.thru the use of the P.I.E. cycle (Planning, Impiemen-
tation and Evaluation). '

Basic to the organization of the TEEM classroom environment is

planning for the two fundamental activity periods within TEEM: (1)
committee work time and (2) chiid self selection time; During

commi ttee worktime children are neterogencously grouped, with five
children working together in ono gfoup. Fodr or five groups of

children rotate through a variety of interest centers designed to
implement the four goal areas of the‘program as well as provide for
generalization of concepts and understandings to a variety of be-
havioral settings. Rotation thru the committeces may vary in time;

some rotations taking an hour or less, other rotations being extended
over the day. Child selection time is implemented daily in all
classrooms and provides opportunity’ for the children tc select

activity from the environment which has been carefully designed by
classroom personnel to permit further facilitation and extension of A
learning. The adult in the classroom provides a modeling - facilita-
ting - teaching role, sometimes working with small groups or individual
children; sometimes interacting with children on a more limited basis

in order to promote more independént interaction of the children with
the learning environment. |
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Role of Program Aég}stant o E
 The Program A551staQt is agent of change in the local community
educational setting.. The overall respons1bil1tv for the P.A. is
fosterina 1mplenen§a£ on of TEEH on the communi;y level in Fp;lgh
Through classroons. hough P.A. must work closely with all personnel
d11ect1y involved in Foallow Through .classroons, the najor ‘portion of
‘her time is spent worklkg with classroom:pg >rsonnel. A Progranm
Assistant is spec{}1ca11y assigned to work with five to seven teachers
as a trainer. Within thé classroom settlng the Program Assistant
operates in thrél main roles.

~

"Hhodeler" Vo

In the role of "modeler,,P the P.A., classroon teacher and
- assistant select a part1cu1ar teacher activity to be nodeled (eg. re-
‘1nforCement techniques; 1ntroducing new materials; use of 2peu ended
questions;. etc.} ‘as a focus of attention. The individual 1dbf% is-
freed to observe the chosen activity being modeled by the P.A. in the
classroom setting. The technique being modeled is then critiqued for
effectiveness. This is often an invaluable expression‘of t?chniques
or ideas advanced in print. : :

| "Extra Palr of Hands"' ‘ ‘

As Q'another pair of hands,” the P A. works beside the teacher
and assistant, providing a lower adult child ratio. This ;ncreaSLs
the quality of adult- pup11 1nteract1on and communication. The. rap-
port gained by teacher and P.A. working together serves to heighten
the appreciation of their reépective‘rolgs.

"Observer" , ’
At thé:request of the teacher, the Program Assistant nmay serve

as an "'observer" of a particular classroom variable (an individual

- 1 . .
child, pupil-teacher interaction, etc.). This brings more specific

-
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feedback and suggestio;‘for implementatlon into"the follow -up plan-
ning sessions, Whether the Program Assistant is in the role of
"modeler,'" "another pair of hands'" or “observer,” the. planning done
before and after classroon participatlon provides a setting in which
adult Toles are developed, specified and evaluated. This communication
and training setting allows an opportunity for critiqueing and evaluat-
ing both the implementation of the progrmn‘ﬁnd the meeting of childreh's

needs. v 7

Outside the claésroom'setting the Program Assistant is responsible for

. development of pre-service and in-service workshops for classroom

personnel; organization,of resource mdterials for ¢lassroom personnel;

and attendance at regularly scheduled neetings with the program director.

and, when possible, princxpals of schools implementing TEEM clasqroons.

A P.A. coordingtes the efforts of and cooperates with persomnel .

associated with TEE'l. Y

-~

TEEM Follow Through Program«

'

" The Tucson Early Education “odel (TEE!) is being 1molemented as .a
Follow Through Program in nineteen communities throunhout the Uniteu

Sta&es.q Ficld Represnntat1ves ‘are hired by the Un1vers1tv of Arizona
to train Program A551stants both in the local compunities as well as -
during the summer training institutes. Generally, each Field
Represehtati:m>is assiqned tno communities. Each Follow Through
communlty is contracted to receive training from a Field Representat1ve

approximately eight times during a school year. The summer train-

a base of training which

ing progrm, supported ﬁy EPDA funds provides 3

is extended throughout the school year. .
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Training of Field'quresentatives (Trainers of Trainers)

One week of ever, month, darzng the academic school year, the Field
Staff for TEEM participated with the Coordinator of Training in
studying and deve10ping various. asped@% of thg 1nstructiona1 program.
During this time, Field" Staff brought to the Center feedback from
the Follow Thréugh Communities about degree and quality of imple-

'mentation of the TEEA Prcgram and isolated areas for study which were

particularly relevant to commun1ty needs. It was during these train-
ing sessions that intensive work was done with and by the staff in

“the areas of operational understanding as 1mp1emented in TEEM and _ .. %

development of training strategies for Program Assistants being
trained to train teachers. Also during the academic school year,
work was begun to dévelop a Resource Training Manual for the summer
training iﬁstitgtes. This manual contained training materials
developed at the Center in the areas of the National Follow Through
Program and TEEM. - . ° |

\
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DEMDGRAPHIC OVERVIEN OF INSTITUTES

A total/of eighty-nine persons representing sixteen communities

throughout the country were enrolled in one of the three enormous

‘training institutes. In Table 1, the number of participants fron-

each comnunity is presented.
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Table 1’

"Enroliment in Imstitutes by Community

. t Number of Representatives | ‘]
Commun{ ty R - 4
’: Institute 1 rv Institute 2 E
Abbeville |- . 3 .
Baltimore E 3 : 3 3
Chickasha § 4 ; - - - v’
Choctaw é - - - j 6. '
Des Meines ; - - - ! 4 :
Durham 4 , - - - f
Ft. Worth | 9 : 1 E
Hoonah - .- | 3 o
Lakewood 6 | - - -
! Lincoln 8 i - - -
Los Angeles .2 ' 2
Newark 3 3 - .-
Pikeville 1 ‘ 2
Santa Fe 4 E - -
Shawnee 5 ; - - .
Tucson E 2 \\; -4 f
Vincennes i - - - v2 3
Walker Co. -~ - ' ; ~ 3 [ |
Wichita ! 'S '!~ - - - I
, _ R !
i Total Ls6 ) 33 E
1 : . . ‘
D

As stated in previous dist/sion, inxtially both institutes were

designed primarily for experienced cormunity- per

enced, requiring some redirectxon of empha51s.

\}i.

In the

- first institute forty six of the¥fifty-six participa s were experi-
enced in TEE!M which Justified(ghis design, however, ir-the second '

institute, elghteen of the ‘thirty-three participants were inexperi-‘

—— ———-——-———’-’.o-«-a'-‘v -
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ORGANIZATIOQ OF THE TRAINING INSTITUTE

Due to limitation of funds this summer s training institute was limited
to two - two week sessions for all Program Assistants and one week for
Psychoiogical'Sprvices.personnel. The dates selected was a joint agree-
ment between the Project Directors and the Centar\for Educational Re-
search and Development. ” ‘

June 14-15 and June 25-July 6th were: the dates for the Instructional
Training.

June 18-2)/was set aside for psychological personnél  Psychological per-

‘ sonnel were also requested to part1c1pate in one or the other of the In-

structional sessions. .

To ind1V1duallze for the range of understanding of the model among the
Program Assistants that, would be ‘attending was a ch/;lenge that was
accepted by the staff. ~As g Staff wo felt’ that we would have to offer a

.wide rarge of.top1cs that would meet the needs of experienced Program

S,
Assistants who would be returnxng for their sixth- sunmer of training and

 those Program Assistants who Wouid be w1th us for the first time. This
was the first summer tht no separate session was huld for Program Assis-
~tants new to the program. Previously there,has been two separate sessions,

a two week training session for.experienced personnel and’a four week ses-
sion for 1nexperienced Program Assistants. The TEEM Model has now been

§_1mplemented to some degrec of stab1lity withxn each community and the T

change over ratio for this past year was m1n1mal wlth fewer new Progran

.

A§s1stants coming into the model.

The_Fleld Staff volunteered and were assigned to oerve as Committee chair-
men and members .to develop sessions in five areas basic:to implementation
of TEEM. Out of thxs planning developed a General Needs Assessment Check
L1st which was taken into the f1e1d for feedback from Program Assistants
and Drrectors as an 1nd1cat10n of their needs in these basxc areas or
other areas not covered within the Check List. This information was

e
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“analyzed by our evaluation commonent for the training staff for further
plaﬁning. By determining;the‘need of.participants:in regard to their
knowledge and understanding of a topic or their need for application 6f
the principles and strategies the committees then procceded with their
planning of the topic ayeaé for summer training.- One of the initial

. concerns rela;ed‘to element of time and the most effective means of
presenfing the materi?l. - Bach committee determined whether a single‘
hour and a half session would be (offered) or whether several séquqnced .
sessions would be more effective for its presentation. |

Each session was presented at least three times to accommodate at least
two thirds of the participants. The over-all design was such that no one
individual could in fact participate in allisessions»or.options that were
available'during the two week period. There were approximatecly fiftx’com-
bined offerings made available over the two weeks. By providing enoggh'
options and sessions For~the participants to choosc from, they would then
'truely be able to mgke choifes in temms of their own needs, but would also
have to set prior
¥ .
girgctedkby ind
and setting.

es In their choices. Each of the sessions were
iembers -6r teams depending upon the content
¢ sessions were lmited in nunber to. accommodate method,
material and techniqués Which would provide the rmsf effoctive mééns for
the partic1pqpts interaction. Some sess1ons were limited dud to lack of
space and the number of participants that could be accommodated at a time,

Three 1 ;/2 hour sessions were held each.day. - The participants rotated
depending on their selection of sessions. Registration for the sessions g

. was conducted on the first day after a descr1pt1on of the proposed sche-
dule and an explanatory session with community Feild Representatives. An
hour mid-day was set aside each day‘for communi ty participants to neet
with their assigned Field Representative to brovide counciling to meet group
and individual needs of:participants. '
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Also available on a daily basis as an option was the use of a resource
room for InaependentuﬁtudieéQ This time was allotted for the examination
of new materials such as books, films, and both video and audio tapes.

Training sessions began at 8:00 a.m. and ended at 3:15 p.m. Approximate-
ly four days of training was spent with resource consultants, A total of
one training déy was spent in institute assessment. Each session had an
evaluation assessment as part of the presentation. (See Appendix - for
copies of the training schedules.) |

Training participants each rcceived two graduate credits for their two .
weeks of training from the University of Arizona, College of Education.

Two days of the instruction training were scheduled for joint training
with the Psychological Service personnel participating within two
committée groups, Record Keeping and Societal Arts and Skills. Two

half days within the Instructionalischedule were assighed to Psycho-
logical Services staff for-iiiput to the Instructional participants.

One day of the Psychological Services schedule incorporated fnstructional
staff for input to Psycholigicél Services participants.

Weekly Staff Meetings

Training staff met with training and evaluation coordinators a minimum
of once a weeck. The main purpose of these meetings was to reflect on
narticipant feedback as they participated ir the training experience.
Since the participants were organized in small groups, communication
between training staff and training participants appeared to be ex-
trémély effective. Training staff acted as resource people to

the small groups. '

Y

Selection and Commitment ’ : -

To provide for individual needs, cach of the participants was afforded
¢ awide range of options. Thesc options werc selected by the participants,
their own priotities were set, and each was responsible for the maintenance
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of his own objectives for the selected topics. An opportunity to reflect
with participants during a mid-day group sessions was also provided, with
Field. Representatives as group leaders. Suggestions for reorganization
were entertained throughout the sessions and {ﬁplemented whenever possible.

Special Sessions -

It was noted that in addition to a small number of new Program Assistants,
we oxpected a rather heavy second session enrollment of new and inexperi-
enced teachers. With this in mind, several special sessions were designed
to provide an introduction to the more basic areas and a framework for
further sessions. These included an Overview of TEEM, P.I.E, Cycle, A

Day in TEEM, and a rap session for questions and concerns of new partici- -
pants. The ihtroductory sessions were scheduled early in the first week
of training as an intial foundation.

Directors, whose special necds would vary from comaunity to community,
were provided with a number of special .options in addition to the regular
sessions. o

Both training sessions sought to reflect the individual needs of the
attending.pai;icipants.

All training participants received a copy of the Resource Manual for
New Program Assistants which contained basic reading and‘training
materials. The training groups were given reading assignments in the
Resource Manual. Each participant was required to complete a record
form indicating their behavior objective and evaiuation.

Provision of Children

Due to the short training period no.regular classrooms were set up.
However a multi-aged group of children were available at the Center
for interaction and observation purposes and were utilized by the various
sessions on a small group or individual basis. The class was coordinated
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by a teacher and a teaching assistant who involved the children in a

' variety of self—selection activities on a half-day basis for both
sessions. Both aaults were also available as resource persons in
regard to the cﬁildren and their activitie',

Tapes and films were also used to observe the behavior of children in
a variety of settings.

One of the sessions provided visitation to day care centers and nurseries
for observation of children in particular settzngs

Needs Assessment

The princ{ple purpose of the Summer Training Institute was to.individ-
valize training for each of the participants. To accomplish this task
several procedures were initiated to determine needs prior to training.-

£

Director's Conference .

- Directors were'requested to come to the conference prepared to state

‘ . general needs of their specific commfunity. Any need which was a specific
training need was included in the initial planning for the summer
Institute,

General Needs Assessment Checklist

The needs as stated by the directors and as generally perceived by the
"*\field staff were categorized into five basic areas. These five areas
became the foundation for a general needs assessment checklist which
_ provided a common format for input from participants during planning
stages for the training institute. |

Staff committees had already been assigned to development of materials
within these five basic areas previously as they are areas which are-
necessary for good implementation of TEEM. Cach of these committees

developed proposed training emphases within their assigned basic area.

=
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This emphas«s could be considered of two different levols. One leVel.
would be specific knowledge within an area. The sccond level would be

- strateglos to be used for implementation of training. Community person-
nel were asked to indicate their perceived need for training on each
specific emphasis within each basic area. Their rciponses were placed
on a five-point continuum ranging from one, indicating a great need,
to five, indicating no need.

‘Realizing tha" individuasls may have specific nceds which were not directly
included within this checkl1st, community personnel were asked to also note
any need which related to one of the basic areas but was not included as

an emphasis, or any need which relates to another area not- included in

the checklist. ‘

\

, i\ .
\
© In conjunction with the gencral format of the summer training each of the

potential participants were asked to state at least one objective which
they would propose for themselves for the summer institute based on
their own needs. The checklist is included in the Appendix.

Each Field Representative carried the'checklist(into the community. They
offered explanation of the checklist and its intended use and aided com-
munity personnel in completing the list.

Analysis of the checklist was conducted on three levels. These levels
were all communities cohbined, each community separately, and each par-
tiéipdnt. Each analysis provided four types of information: 1) a genergl
indication of need for each of the five basic areas (mean of all ratings

* within each area), 2) a general indication of need for each emphasis
(mean of each emphasis), SJIVariability of needs wifngn basic area and
-emphasis (Standard deviation of ratings), and 4) categotrization of needs
perceived by communities and not included in the checklist.

The total conmunity level analysis was used to give a general ovérview of
needs in the TEEM Follow- -Through Program. “Using this analysis, reassess-
[:R\!:nent of one emphases in terms of time allotments for the basic areas was
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conducted. Second, because of the many needs indicated which were not
included in the emphases on the chocklist, the projected £ormdt of tho
sumner institute was altered so as to allow a selection of options in

addition to the.enphases within the basic areas. Also many of the-
original emphases were excluded because little or no need was indicated.

The commuﬁity lovel analysis and the participant level analysis were
returned to the field representative who was assigned to that specifiE
community. This allowed the representati?e ta prepare options for both
the community personnel as a group and also participants individually.
The analysis cbuld also be used as a validity check for a need assess-
ment already conducted informally by the field representative within
assigned comnunities. 2 ‘ '
The Needs Assessment Questionaire is analyzed and results discussed in,
Appendix H. ' ‘ L

o ' ‘ 0 N
Commﬁhity and Participant Conferences

Although described more‘fully @n a later section, another type of needs
assessment was conducted during implementa;ion. Each day during the
institute the communities and/or participants were allowed time to meet

_with their assigned field representative for continual assessment of needs
and planning.

First Institute Review

At the completion of the first two-week institute, an in-depth review

was conducted to determine what needs appeared not -to be met. Time
alfbsments for area emphases and options were ihvestigated to determine if
such allotments should be increased oxr decreased. As a result, certain
revisions were made for the second institute and will be discussed in a
later section. '
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Topic Outlines

As part of the preparation for the two week traihing perzod each leader

was responsible for presenting a "mini workshop" to the total training ' Co
staff. This was requested so that, each staff member would be knowledge-

able about the various sessions and options to be offored.

As a extention of this preparation each leader was also requested to fill
out a Topic Outline (Appendix g ). The information contained within the
Topic Qutline was necessary for the over-all scheduling of training, but
also provided a 'birds-eye' view of each session.

Each of these Topic Outlines will be, presented w1th a description of
the sessions and options section,

Sess1ons were scheduled in 1 1/2 hour blocks so it was necessary to know
if oﬁly a single block would be utilized or several sequenced time blocks.

In'order to make limited A.V. matériaf and equipment‘availab1é to all who
requested its use time slots-had to be staged with the over-all schedule.

There was no actual classroom available, but children were availablg?on

request. ‘ i ; R

Organlzat1on of Tra1n1ng Institute for New P.A.s

&

In view of the fact that we did have a smgall number of P.A.s new to the

progran we felt that there were areas that would be basic input to pro-

vide.-a framework to other sessions. As a staff several special sessions
were des1gned for people new to the program such as an Overview of TEEM,
A Day In TEEM, P.I.E; Cycle and a Rap session for questions and concerns
that might evolve from new participants dufinq presentation. The fecom-
mended sessions were scheduled early in the first week of training to |
provide some foundation for other sessions.

In keeping with the meeting of individual needs several special sessions
were also provided for new directors and teachers rew to the program.

A



Second session was lavier in enrollment of inexperienced teachers whom
we felt would benefit with some basic foundations.

Both training sessions reflected the special needs of participants.

Independent Studies

A library of selected readith\{;s also made available to the partici~
pants for checking out addi tional recommended refercnce material.
Educational materials, supplics, tapes and current afticles were also
part of the environment made available for the utilization of partici-
pants at their leisure or as part of independent studies.

Assessment for all the enrolled participants took place the fxrst and
last day of the institute.

Weekly meetings were held by the total training staff to review, roflect,
revise or recommend adjustments of the schedule or suvplies. Each team
met on a daily basis to rev1ew handouts available, develop their

strategy to be modeled,  and eQaluate the day's activity. Three joint
meetings were held by the total summer training staff during the four
week period.
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SUMMER TRAINING EVALUATION 1973

v SR

Intfbduhtory Statement - ' “ ,

fhvo training institutes were conducted during the summer at the Arizona

Center for Educa}ional Research and Development in Tucson,

Both of the institutes were designed to allow individualization of
tratning for each of the pazticipants. Because of this individualization
each participant had to have a unique set of objectives depéndent upon
the sessions atteoded aqd individual needs which were eXpreseed‘by the
participant in behavioral terms.

<

Such a design did not allow an evaluation which measured only global’
objectives of the institute. Rather the evaluation was predoninantly
relate to the individual partic1pants and to the specific sessions. To
accomplish thxs the evaluation was designed on three levels.

Level 1 - Participant ‘Conferences. with Field Representative
' each day during the institute participants met with

their assigned community field representatives. During
this meeting objeetives were set for tho coning day.
Also, a subjective evaluvation of the participant's at-
tainment of objectives which were formulated during the

_ preceding conference was conducted thus providing imme-
diate feedback to the participants in terms of their
“accomplishments. It also provided the field representa-
tive with utilizable information with which to guide the
participants. | o

Level 2 - Session Evaluation
‘ Where objective instrumentation was appropriate session
leaders designed evaluative instruments and/or procedures.
Such procedures resulted in summary data and/or products
which exemplify‘the effectiveness of the Specific'sessiOn.
Such information is 1ncluded in the session description
section of thls report. .
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Level 3 - Inst1tute Evaluation ' r - < .
A global evaluation was conducted at the completion of each
.institute. The primary purposes of this evaluation were to
provide information concerning met and unmet nceds, recom-
méndations‘for improvement of the institute, comparisbn
of the institute with previous 1nstitptés, and provide a
sumnary evaluation of most useful and least useful sessions.
A summary of the data derived from this evaluation is
included in (his section; The instrument is included in’
- _ Appendix E. V

——
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‘-
*Based on regis-| - o
tration lists
from summer I , ‘
training in the Ist Session - 2nd Session
, -‘past and this . ’
, P——zear./ i \ / | ‘ R ' -
Comunity - -1 #Experienced| fInexperienced| ¥Experienced| #Inexperienced
. A - o ' g
"Abbeville T 0 2 Ty
Baltimore 2 1 . 2 | 1
 Chickasha | g 0 o 0
Choctaw 0 . 0 . 4 : o2
Dos Moines R o . | -2 L2
Dur}\am . | -3 1 | 0o 0
Ft. Worth o~ 8 1 0
Hoonah 0 0 S S 2 n
Lakewégnip s | 1 0 0
Lincoln 7 ' 1 .0 0
Los Angeles | 0 L2 a 10
Newark T 1 ot L b o o
Pikeville | 0 1 o 2
* | Santa Fe - 4 ™~ .0 ‘ 0 » 0
- Shawnee“‘ ' s - 0 -0 ~ 0
Tucson 2 | 0 0 | 4
" Vincennes o .’ 0 1] 2
Walker Co. o 0 oz R
Yichita 5 0 "o " 0
Total - 46 10 . 15 : 18
Q : :

L
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" The sessions which the partidipants judged to bé the fost relevant

: Change and Change Through the Interaction Protess.

There were considerably fewer participants in the second summer in.~

. “ . - - . ’
L . P 4 . . L= i

First Institute T e S . o

On the last day of each trainipg session the partibipants wereire.v

quested tg evaluate the training institute which they had just com- -~
pleted. The participants indicated that - their ability to fomulate
their own schédules proved to be one of the most outstanding qualities
of this year's institute. More specifically, the options, or the P
ability to select the se551ons which the particxpants‘felt best served'
their needs was very: favorably recexVed There“has wideSpead agreenent.
among the participents that ‘this one feature of this year's . 1nstitute
vastly improved their experiences. It aIIOWed each parficipan{\to

v

individualize their own program S0 that it best met their néeds for their g

community responsibilijties. . . ¢ - <+ L

were Record Keeping and Instructionai ObJectives.~ The. electi ves gr

AN ‘

—

optibns which were mentionod mos t favorably weré~r~1he Psychology of 7 i

3
L

When the participants were requested to suggest improvements for future‘
, Summer institutes there was a lack of conseﬂses about which- 1mprove- :
ments, if any should be'made. A handful of participants did, suggést

thé registration procedure could be smoothed out. Iron1cally, the one
session which was not’ favorably received was Record Keeping, whidh also

.

‘was very favorably received. Vaoeo-

Second Institute ‘ | o A

stitute, also these particular particzpants were less etperienced with
“TEEM. In response to the question. what "the participants felt was good
ahout this " year s institute they also responded, as did the previous
partxcxpants, that they felt their ab11ity to seclect and 1ndiV1dUa112e
their programs to be onée of .the most p051t1Ve organizatxonal aspects of

this year S 1nstitute.

-
s

-

.
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" In contrast to the first institute the sessions most’ favorably received’
were not sessions which involved as many procedural mattq;s“hithiﬁua”
- TEEM classroom, but dealt with the Psychology of Change, Record Keeping,
Art Workshop, and LEIR, Very few sessions were consiétent{y mentioned
which did not satisfy the participants needs which is also in contrast
with the previous session. . : C ! -
When the participants woie asked to suggest ways the institute could be

improved. the only suggestion which was duplicated by more than a single
individual was the suggestion that there be more space. -

R



DESCRIPTIONS OF SESSIONS

Instructional Objectives

1.0. 11
1.0. 12

1.0. 13

1.0, 14

Unique features oi TEEM Instructional Objeotives ‘
and how to use them in your community,

Supervised practice in writing Instructional
Objectives 1in each of the major poal areas of TEEM.

Develoning record keeping devices based on Instruc-
tional Objectives for children -~ will use obiectives
develored in 1.0. 12, .

Developing training strategles for {vtroducing and
imnlementing Instructional Obijectives in your
community. (I.0. 12, and 13 are pre-requisltes
for this session).

Learning Environment

LlE. 1’ 2,
3 and 4, 5,
6

L.E. 7, 8

PoIoEn CVCIG

P.1.E. 20
" P.I.E. 21a
P.1.E. 21b

P.1.E. 228’
22b, and 23a
23b

_or adults,

Study and discussion and observation of '"Openness"
in learning environment for children.

Investiaatinﬁ‘the learning environment for identi~''
fication and observation of skills assoyiated with
stages in child develonnent.

Practice session in identifying teacher needs and
developino stratepies for meeting needs.

Practice in identifyinn child's needs and develoning
strateries for meeting needs. (for P.A.'s)

Practice in identifyine child's needs and develoning
strategles for meeting needs. (for teachers only)

These sessions have been designed to introduce
participants to the planning, implementing and
evaluating cycle in TREM. The first session will

 be spent in establishing criteria for each of the

components of the PIE cycle. The second session
will be a practicum in which the particivant

plans, imnlenents,'anJ’evaluates with children and/
"Especially good for new trainees.



Prcrésaional Reéponse

PR 15

PR 15

PR 17

PR 18a, 18b

PR 19

Record Keening

RK 24, 25

RK 26

RK 27

RK 28

RK 29

RK 30a, 30b

&

Pcrsonal characteristics of a facilitator of
learning. 1In session 15 the participants wi
identify characteristics of a facilitator of
learning., 1In session 16 a teacher models facy
tating learning in young children end a P.A. - i
facilitating learning in the teacher as he {ini
views her. Participants oractice intervieuvinn to

facilitate prowth of teacher.

1 o — st

This session focuses on the teacher's awareness
and develonment of skills and stratepies necessary
to meet and solve the oroblems of individualizine.

Small orouo discussion to develop behavioral

definition of indices of arowth, followed by role
playing, some rarticipants model the role of the
learner while others observe and record behavior.

Clinical and standardized means for assessment of

individual learning potential. Contrasting potential
with ability.

Aoplied strateries for trainine TEEM teachers in

- record keeping - for whom, with what, hovw often,

vhen, and where followed by the record keening
process and how it works.

Interaction skills - a workshop degigned to train
P.A.'s to utilize certain verbal interactiOn skills
to train teachers in record keeping.

Practicum - Practical experience in designing nev
record keening devices.

- Record keepins as an oncoine and vurnoseful necessity.

Record keepinc '~ an important cor in the learni-.g
center/open classroom (sharine exarnles).

The when «nd where of taking records (Observing,
recording children in a setting).



LEARNING CNVIRONMENT
Sessions 1-2-3-4-5~§

First and Second Institutes

Objectivel

To enable participants to become awarc of the openness possible in a
learning environment.

Training Strategies

1. Researching current literatufe in "read and discuss" periods.
2. Total group discussion

3. Establishment of criteria for '"openness".
i

4. View and discuss slide presentation of open classroom,.
5. View film "The Living and Learning Environment'".

6. . Field visits to day care centers with records made using tape
. recordings, photos, sketches and written language records.

7. \Presentation of records made during f}eld‘visit.
| :

1 - ‘
A w%itten and verbal presentation that summarized their recordings
ﬁhe characteristics of openness acquired from a variety of recording

tools: Camera, tapes, graphics, etc.

eflecting upon the sessions the LE committce felt that the indi-
viduals attending these sessions had a applicable knowledge that would

Inr

enabﬁe them to assess openness in their classrooms. Ve felt that their
concépts and awareness of attitudes affecting learning environment was

not just a regurgitation of the 'written word" but one that they could
tranéfer. This was evidenced in their ability to list observed criteria
of "Qpenness”, compare and contrast open and clused characteristics, iden-
tifyiin the photographs elements of openness and match photographs with
listed open and closed elements of lcarning environments.

T



Learning Environment

Sessions 1-2-3-4-5-6

First and Second Institutes '
Page 2

The criteria evolved from the two groups present were very similar

although they had visited different centers.

They were able to talk

about "openness' in terms of degree of - not a restrictive "Yes" or "No".
We felt this to be a sophistication of ohservation skills,

The criteria that both groups evolved:

- Open

_Closed

Interaction Trust - empathy
' Open-ended questions
Much adult-child talk
Much child-child interaction
Smiling adults and children
Positive reinforcement
High priority on "self-image"

Curriculum Child initiated activities
' Play a method of learning ..
inside and outside
Variety of materials
Concrete and pictorial
representations of child-
ren's experiences
Heterogeneous grouping
Children in leadership roles
No tinme pressure
Process
Activities and materials
that encourage creativity
Accepting and valuing
child's contribution

. Physical
Environment Flexihle equipnment
‘Many centers _
Materials visible and
accessible
Spacious looking

Child-made pictures and
photos at child's level

llidden feelings

Directive statements

Much teacher talk

Very little child-child talk
Very few smiles

Many nepative renmarks

No "self-image” building evident

w

Teacher directed ditto sheets
Play only during recess

Scarcity of materials

‘No evidence of children's

efforts

Teacher and total grou

Only teacher seen.as leader |

Constant time pressure

Product ) ‘

Closed, one-way materials
and activities

Very restrictive and focused

Stationary cquipment

No centers

Lack of materials - not
visible

Space lacking because of
arrangenmcnt

No photos - pictures all
alike (child-made)

" Both proups decided TEACHER ATTITUDE was the most important difference.

IToxt Provided by ERI



Learning Environment

Sessions 1-2-3-4-5-6
First and Second Institutes
Page 3

In view of the above report, we feel that we did achieve our goal.
However, our long range goal would be to assess the attending participants’
ability to transfer this awareness to their teachers.

Recommendations

1. Inclusion of this concept into their pre-service training - especially
with new teachers.

2. Attempt to assess the attending participants' ability to transfer
present awareness to their teachers.

-



LEARNING ENVIRONMENT
Sessions 7-8

. First Instiiute

Objectives
To draw attention to the need for careful observation of children.

To identify the indices of growth as expressed in the language and
activities of children.

To assist in developing skills for providing a leaning situation
which allows for individualizing by the inclusion of options.

Training Strategies

Total Group »
1. Use of an authority figure, Mrs. Mary Forbisher.
2. Observation of children in the Center's play area. *

3. Discussion of ohservations.

Two Small Groups - Rotation -
" 4. Use of video tape showlng chxldren in a variety of '"'play" settings.
5. Discussion of focused viewing.

6. Use of slides and photographs 1llustrating intellectual skillg"
demonstrated by individual children in a group setting,

7. Discussion relaving intellectual skills evident on slides and
photographs to "academic" skills in the classrooms.

Evaluation Strategies and Results

There was no formal cvaluation sheet given the participants since the
time necessary for extended evaluation in verbal form was not available,

It was felt that the ability to apply any understanding of the relation-

ship between stages of development and opportunities in a child's learn;
ing environment to develop these related skills would be seen in ‘thei'r
classrooms. :

.
Discussion of their observations enabled us to assess their working
level of understanding and this i luenced the third session strategy.

Recommendatlons ; ~

More time should be made available to establlsh reliability in
observation skills. - )



LEARNING ENVIRONMENT
Sessions- 7-8-9-10

Second Instituteﬁ

gbjectiveé

To draw atfention to the meed fbr.careful observation of children.

To identify the indices of gruwth as expressed in language and
activities of children.

To assist in developing skills for providing a learning situation
which allows for individualizing by the inclusion of options.

o ‘ .,
Training Strategies ‘ >

1. Use of an authority figure, Dr. Nicholas Abceyta.

2. Observations via video. tape of children during a micro-teaching
session,
3. Discussien session.

1 a
4. Presentation of play setting via video for observations and

recording.

5. Viewing a photographic hirearchy of intellectual skills.

Evaluation Strategies and Results

Planned strategy for assessment had to be dropped due to the lack

of an educational facility - an.ongoing classroom. Such a facility would
have provided a live situation to record skills evident with the teacher- ..
_planning the provisions for options.resulting from fhehobservatigns-‘
This would have been folloﬁeg with an npportunity*td observe again and
evaluate their original observations. .




Learning Environment o
Sessions 7-8-9-10 b

Second Institute

Page 2

\xfg;. Abeyta 6ssérveh that the par;ivipants‘;evealed some very precise
observational skills about his.interactions with the children during the
micro-teaching. He attributed'this to two facts: ‘the directed focus he
gave ihem and their sophistication in ability to look at children in a

positive light. Most of the participants observed actions of children

rather than the skills being practiced by the children. Some were applying. _ “

- labels - skills associated with indices of groﬁth. They all appeared to
~ be recording more details than they had been able to in the past summer
sessions. ' '

On the general evaluation some of hte remarks were: t

"Interaction of children and discussion of tape were
excellent." g '

"Dr. Abeyta offered nothing new."
“Enjoyed the video micro-teaching experiences.”
"Have more opportunities to interact with people such as Dr. Abeyta."

“'TheSe sessions helped me understand so much more clearly what
intellectual skills children are using as they perform various
tasks - how to identify them and understand ways to help teachers
identify some." ‘ |




-~ INSTRUCTIONAL OBJECTIVES
Session 11

First and Second Institute

Ohjectives
Participants will identify the major features of good behavioral objectives.
as described by Robert F. Moyer.

»

Participants will identify and describe the unique features of TEEM instruc-
tional objectives.

Participants will describe the appropriate uses for the Tucson Center doc- -
ument -"‘Development and Use of Instructional Objectives in TEEM'.

Training Strategies ‘ e

1. All participants reading and discussing the introductory sections of -
the Center document on instructional objectives.

2. Presentation and discussion of good and bad instructional objectives

in order to help participants to recognize the essential fedtures of
the TEEM approach.

N,

Evaluation Strategies an&%ﬁg;ults

All parﬁicipants_responded tg\;he enclosed evaluation device prior

to and after the training session. The results of their evaluation indi- -
cate that as a result of training, participants were able to discriminate

between good and poor iﬁstructional objectives and to identify the essen-

tial features of a good TEEM instructional objective.

..

~




Instructional Objectives in TEEM
Introduction: Training Session I.0. 11
Summer, 1973
Pretest

Examine the following objectives, and then categorize each as being a
good or poor TEEM, Instructional Objective for children. For the Objec-
tives categorized as poor, give a reason.

1,

——————n

The child will over time improve in his ability to transform
English sentences (syntax).

eg. Given a septence in one tense the child will be able to
state the sentence in any of the other major tenses.

After a field trip to a dairy all children will be able to des-
cribe at least three things they saw, and will prepare 8 talking
mural over one of them.

In the math center there will he a wide variety of materials
that accommodate individual differences and facilitate discovery
of mathematical relationships.

By the end of the second grade ‘all children will recognize by
sight at least 3/4 of the Dolch words. .

The child will improve in his abillty to use prepositions to de-
scribe the position of objects, e.g., in, on, around, about.

By the end of kindergarten all children will be able to describe
spatial relationships among objects in his environment," e. g ,
beside, in front of, ctc. ‘

Children will learn over time to describe and identify with the
emotional tone of situations, e.g. A child might be given a
set of p1ctures, and asked to‘identlfy whethex the people are
happy or 5ad.

A rich reading‘environment will be established in the classroom
as cvidenced by the existence of a library center with trade
books znd hooks outlined by children, word banks, word rings, etc.

By the end of first grade all children will be able to do two
of the threé Piagetian tasks for this level. --i.2. seriate,
conserve length, or conserve volume. :

The child over time will identify and correctly pronounce more
1n1tial consonant sounds.



Instructional Objectives in TEEM ~ .
Introduction: Training Session 1.0.11
Summer, 1973
Posttest )

1. « How do TEEM instructional. objectives differ fronntraditional (magef)
instructional objectives? And what are the unique features of
TEEM instructional objectives?

Tt

Examine the following objectives, and then categorize each as heing
a good or poor TEEM instructional objective for children. For the

objectives categorized as poor, give a reason.

1.

2.

\

The child over time will ident1fy and correctly pronounce more
consonant blends.

At -each committee there will be at least two options within
there activity to ensure individualization of learning.

By the end  of second grade all children will be able to verbally
label the symbols for the different math operations.

Math instruction will be consistent with Piagetian principles
of conservation, seriation, etc. - Concrete experiences will
precede verbal obstractions, ‘

Given a set of'objects, the child will increasingly be able to
classify them into subsets.

The child will know more of the Dolch words by sight at the end
of Lhe year.

After a walking trip around the neighborhood each child will be
able to describe at least three things, and will elaborate on
one of his choices.



10.

3
The: classroom environment will reflect the children s cultural
setting.

The child will develop .more positive attitudes toward learning,
¢.g. The teacher might collect information on thv kind of
activities selected in cholce situations,

From the beginning to the end of the year each child.will make

at’least 9 months growth in reading based upon scores on

standardized reading tests.

/

.\. ~

N .



WRITING TEEM BEHAVIORAL OBJECTIVES .
o, ' Session 12

First and Second Instiédteg

Objectiv

Participants will be able to write a TEEM Behavioral ‘Objoctive in each of.
. the four goal areas , ' L ook

L

Training_Strateqies

1. Review four goal ardas as dominant rather ‘than unique categories for
ohjectlves.

" 2. Describe how TEEM objectives differ from EPIC- or MAGER: type objec-

tives (emphasis on instruction and devqlopment rather than evaluation).
‘ - - @ .
3. Each participant writers one objective for critique - instruction then

consists of group critique of objectives.

" 4. When each participant expresses satisfaction with the preparation, the
' task of writing four objectives is assigned. '
Evaluation %tratggies and Results P

Each participant was pre-assessed during activity"number'three above, If

the initial objettives had been satisfactory, then the period would have

been ierminated. However, the initial objectives showed a lack of clarity.

~ | | | )
The post session objectives generally were i ! acceptable and were used

in Session 13 (Record Keeping). However, in each session one or two par-

ticipants produced objectives ih need of editing. [t probably could have .

been beneficial to provide for some type of additional superviscd practice .
~ for those few participants if they could be identified without loss of face.

The expressed satisfaction of the part1cipants with the session was extremely
favorable. This satisfaction is probably due to the fact that the session
was elected by those who had felt a need to accomplish the objective of the
session, and each participant observed progress toward accomplishing that
objective. '




Writing TEEM Behavioraj Objectives
Session 12
‘ First and Second Institutes
. - Page 2 . <
. B L
- Recommendations’
1. “'ork with objectives should use modeling of objectives to clarify goals
" ibflifxtruction hetwsen participants and kaders. V l
7 ) \
2. Only pirticxpants selecting sﬁch<an option should be included. in the .
sessions. These;ﬁarticipants should experience success in accomplish-
ing the common goal. ' .

\_
"o
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RECORD KEEQING
Session 13

First and Second Institutes

_Objective
To develop the ability of barticipants to initiate record keeping devices
for TEEM instructional objectives.

Training Stragégieg

1. Presentation and discussion of some sample record keening devices
directly reilated to specific TEEM instructional objectives.

2. Development of participant's own record keeping devices based on
the instructional objectives written in the previous instructional
objective session.

3. Discussion and critique of participants' records.

Evaluation Strategies and Results

The record keeping forms developed by the participants were the evaluation.

" Most participants produced good, workable record keeping devices. The
general level of understanding was good.

Recommendations

-

1. Divide participants into the following two groupé:

a. Thosé with no knowledge of working with LEIR in the classroom
b. Those with a working knowlecdge of LEIR

2. Use records developed during sessions in & planning exercise.

3. Use of "role playing'".




INSTRUCTIONAL OBJECTIVES
Session 14

First and Second Institutes

Objective

To enable participants to structure and implement TEEM instructional
objectives in a small group setting.

Training Strategies

1. Explanation and history of instructional objectives.
2. Suggestions aud supervised practice in writinq instructional objectives.

3. Use of small groups to devise record keeping procedures and wrlting
instructional objectives for field trip.

4, Field trip.

5. Discussion and evaluation in small groups,

Evaluation Strategies and Results \‘

The evaluation was based on reference criterion. After attending the
o session each participant would write a strategy for training community
personnel in implementing instructional objectives within their own
specific comnunity. Strategies were solicited for better In-Service
and Pre-Service training, -Five separate strategies were generated by
the narticipants indicating acheivement of the objective. Some parti-
cipants needed more guidance than others, but overall the participants
demonstrated an underst1and1ng of the steps necessary for implementation.
Although a number sat silently through the session there appeared to be
adequate participation by most in attendance.

|

Recommendation

1. One clearly cvident drawback to the session became manifest. A number
of participants had not attended the prior sessions on instructional
objectives and were not able to generate the strategies we requested.
If such a session is generated gain, all participants should be
required to attend prior instructional objective sessions.




PROFESSIONAL RESPONSE
Session 15

First and Second Institutes

Objective
Identify common charécteristics of a facilitator of learning,

Develop strategies for helping tecachers grow as facilitators of learning.

Training Strategies

1. Reading, analysis, and discussion of cartoons depicting the charac-
teristics of a facilitator of learning.

2. Comparison of group findings with those of other authors.
3. Use of small groups to develop strategics for helping teachers grow.

4. Discussion of focus of attention and participants' role. -

Evaluation Strategies and Results

The first step of the strategy was effective in that the cartoons were
able to act as a stimulator to eliciting what characteristics are the -
basis for a facilitator of learning, The participants stated that they
enjoyed the approach and all were highly involved in the activity.

When comparing the list of characteristics that the participants had

developed with what other authors have said, the participants felt rein-
forced that they had covered the area, and only a few characteristics
needed to be added.

When deciding on which characteristics would be the focus for viewing the
micro-teaching 'situation, three characteristics were consistently chosen
by each group - sensitivity to children, personal and professional growth,
and ability to organize and manage,

Although few strategies were developed for affecting change in a teacher,
the common consensus was that change could occur in the attitudes and
behaviors of teachers but only with the decision being made by the teacher.
The groups arrived at the conclusion that teachers should discuss what

are characteristics of a facilitator of learnlng and then assess their

own qualifications.

e
oA

V..
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:

Y



PROFESSIONAL RESPONSE
Session 16

§

First and Second Institutes

Ohjectives

Use of a micro-teaching situation to identify the character1stics of a b‘v ’_‘“_N;\

- facilitator of learning.

[N

Implement a strategy which wbuld facilitate growth in the teacher.

Training»Stratggips

1. Observe on video a live micro-teaching situation focusing on the teacher.

2, Practice interviewing teacher after model intérview by Pfogram Assistant.

Evaluation Strategies and Results ‘::S |

The strategy of having the micro-teaching situation in the School House and
the participants viewing the situation in the Gnference Room was highly
recomriended by the participants. Even though some technical difficulties.
at various times delayed and interferred, the overall effectiveness of
seeing a live presentation without interference from the adult obserxers
was effective,

The participants were able to focus on the teacher and assess her qualities
as a facilitator of 1earn1ng In the one session where the participants
held the evaluation session with the teacher, their comments were astute
and edch stated how grateful they ‘were for the experiéence even though they
were terrified at the time. A

!
The effectivengss of having Howard Burns role play the P.A. in an evaluation
session was so effective that it required nit picking to discuss the teacher's
ability as a facilitator of learning. Howard in his last session was left
to i1iodelling a poor P.A., rather than continue with the original strategy.

A few participants commented that the children used in the session were not .
vepresentative of our communities.

Recommendations

1. Revisions in strategy occurred as each group indicated special needs.

2. Technical problems associated with video taping the monitoring area
need to he worked out in advance.




PRORESS IONAL RESPONSE
Session 17

First and Second Institutes

Objectives

' To ellcit 11st of skills and attitudes deemed necessary as part of one's
professional responsibility,

To present several strategies one m1ght use in reSpond1ng to the need tor
ind1vidualizing '

Training Strategics

1. Short introduction explaining professional response.

2. Eliciting skills and attitudcs necessary for one to respond profession-
" . ally using Chart as a reference.

3. bistribdt‘ problems; particigknts work in pai?s to suggest solutions
and teacher skills involved, followed by sharing of solutions‘and ideas.

4. Distribute planning she¢t and discuss ways teachers can plan for them-
selves, teaching assistants, and children.

S. Refer to several resources foéusing on need for individualizing and
on teacher's role.

6. Evaluation.

The entire session was designed as an over-all strategy that P.A.'s might
use with teachors to increase awareness of professional responsibility.

Evaluation Strategies and Results
Included in this section are the cvaluative instrument and a summary of

the data derived from this instrument. As indicated, the general reaction
was very positive and participation was good. :

EvaluatiVe Instrument

1. To what degree has this session increased your awareness of the skills




Professional Response
Session 17

First and Second Institutes
Page 2

“and attitudes required as part of a teacher's professional response
_in relat1on to individualizing?

(Great) ’ . (None)
2 3 4 5

a List 2-3 skill: and/or attitudes you were not aware of prior to
this session.

2. To what degree has this session prbvided you with ideas leading to
strategies that you can implement in your community?
1 2 3 4 5

Briefly describe one strategy you will use with your teachers.

3. Additional Comments (If so desired):

5

Recommendations

No major revisions are planned although if the names of participants are
listed we may be able to make last minute adjustments on the focus of the
session. This kind of adjustment would avoid the situation which occurred
in Session 2. Thi: uession was attended by only five people, a psychol-
ogist, two directorr and only two P.A's. An increased emphasis on phil-
osophy superceded more practical strategles



Session i 17 Participahts
L}

Session 2 - 5§
Session 3 - 10 "
Session 4 - 8 " ‘
Total 40 | !
, ' N
Total Results:
Great , Nqne
Rating scale: 1 2 3 4 5
Response Frequencies: .

Question 1: 15 13 7 4 1

Question 2: - 24 9 6 1 0.
Résyonse Frequencies Of Each Session:

Rating scale: 1 2 3 4 5

Session 1 Question 1: 9 4 3 0 1

Question 2: ' 13. 3 1 0 0
Session 2 Question 1: 1 2 1 1 0

Question 2: 3 0 2 0 0
Session 3 Quéstion l: 3 3 2 2 0

. Question 2: ) 2 2 | 0

Session 4 Question'l: 2 4 1 1 ' 0 ‘

Question 2: 3 4 0 0

. ol "
Sumnary Of Comments Under Question 1:
S e -

RS

Session 1:

Was aware of skills and attitudes, but fealizod today that they
are the key to individualizing instead/of TEEM methods, :room
arrangement, administrative encouragemgent, etc.

J

Becauséﬁmore,aﬂare of importahce of sensitivity, flexilility, trust,
humility, patience, record keeping, individualization.

Was awars -f skills and .attitudes but this was good remihder and
‘reinforce.:n". '

)

More aware of my role in helping teachers become aware of their role.




Ay e
- 4

’

1

Attitide of trust was the"fuzziest" before this session.

I don't mean to sound like I know it all, but zero.

Y

Session 2:

Problem-solving presentation;
Case-history approach;
‘Reading assignments for teachers. -~ -

~Letting child be more'independent is a kind of individualizing.
Session 3:

Organization by teacher;

Self-concept builder;

Aware of skills and att1tudes, but good to review.
Teasher needs to plan for self and for assistant.

Session 4:

L)

Not a case of being awore, but helpful to be reminded.

Putting ideas into new arrangement increases understanding. .

GCreater trust and va{ue.

t

Summary Of Comments Under Question 2: (strategies to use with teachers)

Session 1:

PresentatEOn strategy (5 comments)

Solving problems in small groups (11 comments) ‘

Reproduce chart used (2 comments)

Teacher planning sheet (hand out)

Problem solving sheet (hand out)

Incorporate TII in planhlng sessions

A series of in-service sessions using presentat1on strategy and
and out materials ‘ '

Help teachers become aware of their Professional Responsibility
as listed on the chart

More stress on the importance of record keeping

Session 2:

Get teu«-‘.c to have more individual conferences with children

Provide cpo tunities for teachers and other adults to observe
what I'm seeing

Written problem situations




Session 3:

Problem solving strategy modeled (3 comments)
Use presentation and materials for in-service
Developing sensitivity and awareness among children
Use planning sheet strategy (3 comments).
Planning sheet more helpful for child selection time rather
than just for observing
Planning sheet to by more helpful in planning adults' time,
" " where they'll be during committee time and what they'll
be doing (2 comments)
‘Help teachers find out how grouping can influence individual
performance
Importance of 'scheduling day to provide for individualization
The Professional Responsibility .

Session 4:

Presentation technique (4 comments)

Sharing ideas through problem solving (4 comments)

Chart is a good frame of reference, brings this area into
focus (2: comments)

Problem orientation with small groups

Will write own problems (3 comments)

-

Additional Comments : "’ . o

Session 1:

This has been the best workshop we've been to in 6 years!
Session was very helpful (3 comments)
Hany useful suggestions and approaches
Good discussion and concern regarding teacher attitudes
Very enjoyable session (3 comments)
Will make chart available for teachers to refer to during year
From the theory part came practical ''can do in c¢lass" solutions
Trust is indicated by the responsibility we allow children

to assume
A reciprocal caring relationship allows growth in both parties

Session 2: N

Liked to have spent more time in individualiiing and.structuring

_ or organizing the day

Liked more attention to indivxduallzing specifically in academic
areas




Session 3:_

A reinforcing session, very good and useful (2 comments)

What other means could have been taken to get across and open
ideas to problems and strategies discussed - the problem
solving or problem quotation idea is a well-used one.

. Sessidn 4:

Session was pertinent to.my needs, good input
Good sharing of general problems
Good sessxon

e



PROFESSIONAL RESPONSE
Sessions 18a ahd 18b

First and Second Institﬁtes

Objectives

The participaﬁts~wi11 be able to model the role of a learner.
The development of a behavioral definition for indices of growth,

Paticipants will be able to illustrate a method of recording that learning
is taking place. o . )

Training Strategies

1. Introduction of mﬁdeling the role-of learner.

2. Discussion of how we learn a#uadﬁlts.

3. "Questions asked about an uhfamiliar vegétable.
4. A walking trip to observe passible extensions.
5. S&aring xécoidé from walk. -

6. Small group discudsions tdwdevelop behavioral definition of indices
of growth. S : ’

-~

7. Problem solving using games to observe and then participate - Role
Playing. ' :

8. Evaluation,

+

- Evaluation Strategies and Rosults ’

¥

‘First In;titdtc ‘
'All the participants felt the session was effective. They found the most
significant point was the kind of questions that were covered and the -

discussion on the indices of growth was helpful in leading into the obser- ...

vation of learning.- Three out of the fifteen felt more time was needed.
Five stated there was a good feeling conducive to open discussion.

-




Professional Response
Sessions 18a and 18b

First and Second Institutes
Page 2 .

Second Institute _

Some significant points listed by the participants were: "question asking"

~-as.modeled by the teacher, rehearsal of a field trip and the adults parti-
cipating as '"problem solvers', _ )

Of the five participants, {our rated the effectiveness of the session with
a score of 2 on a S-point scale (1 as effective and 5 as ineffective).

- One participant rated it-1.
Suggestions for imgzovement of the session were not given.
Pour of the participants felt that the next item, ideas for implementation
with your teacher, was not applicabie since they were teachers.

Recommendations

1. Development of question strategy - ‘'utilize more open-ended questions
with examples. :

2. Longer practicum in problem solving.




LEARNING POTENTIAL
Session 19

First-and Second Institutes

Objectives

" To explore the meanings of ”ability" and “"potential", -

To work ‘With the group toward the conclusion that the terms are not
synonymous but rather that “ability" refers to present performance
which may not have reached the maximum possible for the individual, and
"potential" refers to the tpper 1imits to which a person may develop.

To explore the relationship of various types of environment on human
" learning and performance.

To explore the hypothesis and value thercof that abxlity is an 1nference
made from performance and that potential is an inference made from ability.

To identify the practical applxcations for teachers, psychologxsts,
parents, and others that grow out of the assumpt10n5 and definitions
i of the above.

The point out the (isperv1ce which may be done to children through
labelling them apa interacting with them in terms of the stereotype
Wthh the label implies » ,

¢

Training Strategies

1. Group d1scussion and shared 1mpress1ons of the terms "ab11ity”
and “potentxél'

2. Use of leader as "sounding board" and for clarification of issues.

3. The drafting of operations and behaviors for classroom workers
brought forth in discussion.

&

- Evaluation Strateg;es and Results

Evaluative feedback was §olicited from each group by the leader Rather
than choosing a written' format for evaluation, evaluation consxst of

a verbal critique immediately following each of the sessions. tici-
pants felt free to offer suggestions and to state the value or lack of
value in the topic. Participants stated that the topic was not too

v -~




i

Learning Potential ,
Session 19 o
First and Second Institutes

Page 2 \ 3

\

theoretical and that the working strategy of involving participants iﬁ
clarifying terms, stating implications, and developing quidelines for
classroom attitudes and operations was of much value.

3

Each session and group leader was evaluated by the participants in an
overall written summary evaluation at the end of summer training,
Session 19 received very positive statements. Two participants stated
that they felt they never fully understood the intent of the session.

The leader believes the topic was worthwhile, and that with minor -
modifications he would use the same procedure again.

®




Session 26

First and Second Institutes

ObjectiVe

Through observation of video tapes and role playing, participants will.be

able to identify teachers' needs.
o

Develop strategies for facilitating growth in meeting teachers' needs.

— Training Strategies

-1, Brief introduction. Review steps in PIE Cycle.

2. View video tape '"Alice Paul - Turtle Kit'" focusing on teacher and her
needs. See sheet "A Focus for Identxfyxng Teacher Needs . . . . ",

3. Participants pair up and role play an evaluation session with one
participant playing the role of the teacher and the second playing
the role of the P.A. or both play P.A.s discussing the observed
teacher Briefly share strategies.

4, .View the video tape '"Ball Kit" focusing again on teacher and her needs.
S. Role play again but switching roles.

6. Summarxze.

1
P!
i1

Evaluation Stratepies and Results

All part1c1pahts were able to identify needs/strengths of teacﬁers observed.
lef1cu1ty was exhibited by several who became sidetracked by the ch1ldren s
-behavior when they were asked to focus on the teacher's behavior.

The most frequent,comment on the evaluation sheet was: 'You focused on
the strengths of the teacher rather than the problems.”

During the role palying session, participants found it was easier to act
as two P,A.s discussing a teacher rather than to have one P.A, act as a
teacher and one act as P.A,




P.I.E. #20 _
P.1.E. Committee

*

Guide; for Evaluation Session Discussion Practicum

Topic: Interaction between P;A. and teacher. -
How can P.A. facilitate learning in the teacher?
Purpose: Identify needs and plan strategies for accomplishing growth

in identified areas.

. Questions to Consider:

1. What behaviors can you reinforce?

2. What Sklll that is reinforced, can be the basis for future
continueéd growth?

; 3. llow can you verbally identify a teacher need in: Interaction
skill, professional response, P.I.E. cycle, body language.

4. What techniques (verbal, organizatlonal) can the P.A. use to
elicit the desired skill? (awarcness preceeds action)

5. How can expectations be set with the teacher? +hat will they
be in: time, behaviors, outcomes? \
AN
\~.
6. How will you, the P.A., and tecacher assess the growth of the

teacher in an identified need/growth area?




A Focus for Identifying Teacher Needs

hile Viewing a Micro-Teaching Session

How do the following effect the teacher's interaction with children?

1.

(&

Body Language (Teacher Attions)

a.
b.
C.
d.
e.
£,
g.

Manner

Gestures

Control

Space Relationships

Professional Response

a.
b.
c.
d.
e.
f.
g,

(i, -

i.
Jl

Mediation
Reinforcement
Modeling

Corrective Feedback
Awareness of Children
Sensitivity to Cues

Iy does the teacher use the PIE cycle?

Does the teacher use the following steps during
implementation? :

a) Organization of the environment - preparedness
b) Awarcness of time and paring

c) Adaytation -~ resetting the problem

d) Record keeping '

e) Summarization

Any other considerations?
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P. I! BI
Session 21

.First and Second YInstitutes

__jectives

By analyzing children's books, sheets, diaries and child-made books,
participants will he able to identify child needs in areas of language,
spelling and/or math.

Develop activities for facilitating growth in meeting an identified child
need or needs.

Training Strategies

Assessing needs through child records.
1. Brief introduction.

2. Study children's work to focus on strengths and neceds - (see Pocus for
identifying needs.) :

3. Participants pair up to study and assess chxldren 'S work; plan -
activities to meet needs.

4. Briefly share strategies with the group.
Assessing needs through recorded language;
1. Choose one example of children's language to read and assess.

2. Select an area for assessment e.g.: Labeling, Hi-frequency words,
verb tense, classification, or another area.

3. Devise a record kecping system for the findings.
4. Analyze and discuss uses and possible extensions.

5. Briefly share with.total group.

Evaluation Strategies and Results

The evaluation of the session attempted to stress how applicable the infor-
mation rece1ved would be to the participant's community. In general, the



P.1.E.

Session 21

First and “zcond Institutes
Page 2 :

comments appeared to indicate that the program assistants, especially
those with experjence, were able to predict uses for the concepts of
the presentation. Most commented that they would include the analyzing
of children's work in Pre-Service workshops.

Most comments were favorable to the presentation in that the approach

. would provide for more individualization in the classroom and give teachers
" focus for developing growth in the children's skills basing the develop-
ment on what the child already knows and approaching the child from a
positive position,

Due to interest and dscussion in the analysis of the children's work,

none of the sessions were able to complete the entire strategy. We felt
that the discussion was worthwhile and hesitated to shorten the time.

In generél the participants were astute in their interpretation of the
children's work and were capable of suggesting extensions.

Reconnendations

1. A variety of children's work was utilized with participants discussing
different children's work. It would have been more advantageous for
everyone to have had the same child's work.

2, it might have been rore sugcessfulla strategy if we had a demonstra-

tion with a child and then developed the strategy using that child's
work. :



P.I1.E. #20
P.I1.E.

Committee

guidévfor Evaluation Session Discussion Practicum

Topic: Interaction between P.A. and teacher.
How can P.A. facilitate leaming in the teacher?

Purpose: Identify needs and plan strategies for accomplishing growth
in identified areas.

Questions to Consider:

1. What behaviors can you reinforce?

2. What skill that is reinforced, can be the basis for future
continued growth?

3. How can you verbally identify a tcacher need in: Interaction
skill, professional response, P.I.E. cycle, body language.

4. What techniques (verbal, organizational) can the P.A. use to
elicit the desired skill? (awareness precceds action)

5. How can expectations be set with the teacher? i(that will they
be in: time, behaviors, outcomes?

6. How will you, the P.A., and tcacher assess the growth of the
teacher in an identified need/growth area?
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- Sessions 22a/22b and *
‘ s 23a/23b

-

First end Second Institutes

-

Objectives , o 1
\ Lo ¢ > N 3

The new P.A. will be able to demonstrate knowledge® of P,I1.E. Cycle as

shown by the P.A.'s abillty to plan, implement and evaluate ‘an- activit

With children and/or adplts.

~
(N ¢

Training Strategies

Session 1

1. «Part1c1pants ‘asked to read “In The Plannxng Session' by Alice Sm1th
and Amanda Ph1111ps.

2, Slide presentation in wh1ch overview $f planning and planning, imple-
mentation and evaluating with children was discussed.

3. Introduction and discussion "Steps in*;be P.I.E. Cycle” used as a
focus for viewing tape.:

C- - : [
4. Viewing of pl&nning tape.

5. Discussion of tape and assfgnment.

»

Sess1on II

l
LN

1. Two part1c1pants chose two" children with- wh1ch to plan, 1mplement
- and evaluate some’ act1V1ty

4
2. Implementation and evaulation of plans with children. .
) )

3. Critique of what had happened with the children and participants.

1

4. Sharing with group. x L : . >
’ . }

Evaluation Strategies and Resulis
This session was offered tw1ce. A total of sixteen people attended the
sessions. ‘ : g ’

L O



P.1.E.

Sossions 22a/22h and 23a3/23b
First and becond Institutea

Page 2

The following questions were asked of the participants:

What was most beneficial in P.I.E. session?

The Strategy itself.

The session on how to plan.
Working with children. : | \
Going over old ideas to get a new perspective,

The stress placed on cooperative planning and espec1a11y letting

- children plan.

Sharing experiences.

The first session.

Reviewing steps in P.I.E. Cycle from paper "In the Planning Session".

Video tapes.

Renemberlng that the P.I.E. sessions were designed for inexperienced P.A.s,
list some ideas that ‘you feel could be 1ncorporated to enhance the session,

al

b * .

I felt the approach was very well 1mp1emented to meet the needs
of inexper1enced P.A.s.

I don't feel it could have been'any better implenented.

\
No reason why same program would not be a equal value to both
experienced and inexperienced P.A.s.

You covered things quite adequately I felt.

Maybe a modeling session showing actual practice before having
to do one.

Cues, re-directing in case plan falls apart.

The second part would be more helpful if someone observed your
work and gave feedback.

More deta11ed directions.

T don't know.:



N PnI-En

Sessions 22a/22b and 23a/23b

First and Second Institutes
Page 3 ',

;

‘ / '
The participants were asked to rate the sessions on a’scale of 1 to S.
1 being designated as bemeficial to them and 5 being useless, the results
are as follows: ' ’ B

Beneficial ' : Useless .
) 2 3 4 5
; 6 8 2 0 0

* Responses

In Session Il we felt the participants met our objective because they did
plan, implement, and evaluate with children and/or adults. They reported
their adventures vervally in a sharing session at the end of this session.

!
|
E



RECORD KEEPING IN TEEM
Sessions 24, 25, 26, 27, 28, 29, 30A, 308

First and Second Institutes

Objectives

Given a series of record keeping devices, P.A. will be able to 1dentify
uses of eaca.

Given a series of behavior patterns, P.A. will be ahle to record specxfic
pupil behavior pertinent to a problem as identitied.

Given a specific identification of a }earning style,.P.A. will he able
to identify and/or recommend functional record keeping system(s) - ilome -
Classroom,

Given a series of, or specific patterns of pupil performance, P.A. will

be able to classify, categorize, organize and also timing record keeping

- methods. : .
Given specific problems (skills based), P.A. will be @le to devise methods
of recording pupil progress (deficiencies and/or achievements).

Given specific problems (skills based), P.A. will be able to provide on-
going series or sequence for building cognitive skills.

- P.A.s will be able to tra1n teachers to devise a strategy for record
keeping.

Training Strategies
1. Small Group Session = . s
2. Planning Sessions

Grade Level

Classroon

One to One (Adults, Children)

3. In-Service Sessions

4. Pre-Service Orientation




Record Keeping in TEEM
Sessions 24 - 30B
First and Second Institutes

Page 2

5. Resource Person .
(Lecture - Discussion
Buzz Sessions)

6. Workshop - Developnental Activities

Evaluation Strategies and Results

Attainment of hehavior specified in objectives would constitute the
evaluation (i.e.) New Record Keeping forms developed by participants.

The following questions were administered with the results shown:

Strategics for training teachers

Question 1. What were the significant points covered with regard to
Record Keeping in relation to your community role?

Record Keeping Process ) How to use records 2

Criteria for Record Keeping device 4 tiow to prepare 1

Specific behaviors to record 1 How to get started 1

Variety record forms 1 How to design 4

Pupils' record keeping 1 Strategies to use

When to use records 1 with ‘teachers 5
2

Interaction skills




Record Keeping in TEEM
- Sessions 24 - 30B

First and Second Institutes
- Page 3

" Question 2. How valuable?

FREQUENCY OF RATINGS

TOPIC I o ‘
; . . b Very | Somewhat | Possibil-| Not at
; | Extremely luch So | Welpful | ities ! ALl
. i M ] .
" Record Keeping Process I 710 2 12 l f
‘ Step I - Purpose 8 5 2 i i
 Step *II - Identify } 718 (51 1 , ‘ | |
Step IIT - Design , 817 "6 |3 - 5 , [ i
Step IV - Evaluate ' 9 [ 7 | 6 |1 2 - B ‘
‘ ' 1 l : b
- Interaction Skills 4 7 8 1 2 | l ! 1 _
Focusing 51 7 8 |1 |. 2. j 1
Defining . 516 8 | 2 3y o
Summarizing 416 9 2 2 % .1 01
Validating 4 5 10 ' 2 2 0 S T
Informative 3 6 9 |2 4 S
Interpretative | 4 6 g |2 3 i 1 .1
| [ ' :
‘Role Playing Strategy 8 | 8 4 2 3 1| : o
R 1 ) ‘ |
Record Keeping Device 8’| 8 6 2 1 t u ‘ . !
Practicum | . : | - | H | i !
| ' IR R

Question 3.” Do you plan to implement any of the strategies presented?

-Which ones?

Record Kéening Progess

Record Keeping Criterian

Role Playing
Interaction Skills

Wnen during the year?
Pre-Service

In-Service
Planning Session

RRER

e 0 L

- Design
Pevice Practicum
Focusing, Nefin-
ing, Summarizing

All

Workshops

Other ‘
Specify
Summer Training
Individual Teacher”
Informally

M- H-

S
2



Record Keeping in TEEM-
Sessions 24 - 30B
First and Second Institutes

L —

Question 7.

Question 8.

.Less direct lecture

Done in two sessions

and more involvement .
Fragmentation of
sessions
Change lecture fomat

b1

Do you feel the need for more input?

Record Keeping Process ’ Yas
Interaction Skills ‘ : Yes
Role Playing Strategy Yes

What additional help could the Arizona
in your community next year in relation

Elaine to train tecachers; workshop
Help develop on-going forms

. Input from other communities

Further refinement

Consultation with Field Representqtlve
Send others' forms

Help teachers set priorities

More practicum

6 - No _18
io No g
7 No ~ 16

e m————r———

Center Staff give you
to record keeping?

f%ﬁﬁ%ﬁﬂ“

s o 0

Page 4
~ Question 4. How effective was the strategy of presentation?
Frequongy of Rntings §
Session # -
! ‘ Somewhat Not At !
Very Good % . Hlelpful Helpful 1 All Helpful
. ‘ ‘ “ 1
24 - 25 Lo g 8 | 1. k 6f M3 !
' .é 'i _j' . { _‘i
26 8 | s 5, 2l s
Jo ﬁé L % ' 3 i
. 27 8 | s | 4 | 3 * I
RN SR S SR R N O
Question 5. Do you feel the objectives snecified during 24, 25, 26, 27 '
ftere met? . - .
Yes 33 | N 0
Question 6. Suggestions for improving Sessions 24 through 27.



‘ . Sumer Institute
COMMUNITY NAME June 4 - 15, 1973

RECORD KEEPING

#24-25: Strategies for- Training Teachers in Record Keeping Caye Gibson § ‘
. Elaine Nicholsen

826 AWorkshop: Training Teachers in Record Keeping | Caye Gibson §&
' ~Elaine Nicholson
k27 Practicym In Designing New Record Keeping Devices Caye Gibson §&

Elaine Nicholson

L]

1. What were the sionificant points covered with regard to Record Keeping
in relation to your community role?

S
| VERY HAS - NOT
2. How valuable? MUCH  SOMEWHAT  POSSI- AT
Record Keeping Process E{TREMELY S‘O ’HELPJFUL BILI‘EIES ALL g
- - ;’ g t h ] -
Step I. Purpose L 1 1 1 {
I T T )
Step IT. Identify . A S , .
v L S B —_‘
Step IIl. Design . L n . i
h 3 T ns Rl ¢
Step IV. 'Evaluate N . . . s A
f -t i IR
Interaction Skills L N 3 — .
| M v - L
Focusing - ' - \ —
¥ g T LA
Defining 4 " N i
T T R L
Summarizing L J - N i
2 Ty | 3 { ek
Validatmg-. e " 4 . —
Informativ
1ve - 4 4 prmm et
Interprotative L . L . :
r ¥ Y T v
Role Playing Strategy . . " N )
Record Keeping Device ) N y o .
Practicun ' ' ' o
v b}g’

EMC Further comments:




Sumnar Institute
COMMUNITY NAME - June 4 -« 15, 197%"

3. Do you plan to implement any of the $trategies presented:  YES  NO {
Which ones? |

i
'

When during the year? . Pre-sérvice Planni’ng session
In-service Workshops

Other __ ~— (specify)

¥

4. How effective was the strategy of presentation? -

i

| VERY GOOD " HELPFUL  SOUEWHIAT NOT AT ALL
”24“25 . L 1 = : - i 11
‘. F ¥ b - T
= K
127 | - + +— - 4

vt

S. Do you feel the objectives spec1f1ed during #24- 2% #26 and #27 ‘
were met? YES NO

.? -

6. Suggestions for improving Record Sessions #24 throﬁgh 427,

7. Do you feel the need for more input? Co

. Record Keeping Process - CYES . NO
Interaction Skills YES NO .
Role Playing Stratepy . YES Né

8. What adchtional help could the Arizona Center staff give you in your
’ commumty next year in relation to record keeping?

L




OPTIONS

Included in this section is a l.ist of options which were available
and a short ‘de"scription}of» the option content. Optiouns which are
asterisked in'clfxde a de%ﬁcriptive report which incorporates the for-
mat utilized in the Sess;'ions section, i.e., objectives, training
strategies, and evaluation. These roports folloﬁ the listing of
‘options. A description of the indepeﬁdent study time and "A Day in
TEEM' are included in this section. ‘ R




Optionsg
Option 31

Option 32

Optien 33

Option 34

Option 35

Option 36

Option 37a

Option 37b'

- Option 37¢

Option 38

Option 39

The psychology of change (individual, institutional,
and community) Input séssion involving leader and
participants: conditions necessary for change to

come about, resistance to change, facilitating change,
legttamitizing change, institutionalizing change within
a dynamic system. This session to be followed by

‘options 3la and 31b, practicum and workshop. (A three
part sequence.)

Individual conferences with children after a presen-
tation of various kinds of pupil~teacher conferences:
participants will develop strategles for training

teachers in this area.

LEIR. Participants will explore teaching, reading, .
and writing akills and activities in using Strand IIIX

of R, V. Allen's LEIR,

General discussion of TEEM Implementation Inventory.

Personal Space. Personal space may be construed as

a m2asure of interpersonal comfort, so, the mo .

you like anolhier person, the closer you will approach
them., This sectlon discusses differences in-personal
space in TEEM childreo in ‘comparison with traditional
classroom children. 1t will also be documénted how
teachers influence children's interpersonal interactions
with peers and adults.

Film: The Onen Classroom The learﬁing And 1iving
environmént., It capitualizes the criteria for open
classrooms, ’

o

Siide instruction: prgpatation and development of
slide presentations.

Video instruction: preparation and development of
video tape presentations.

Slide and video instruction: 1introduction to aduio~
visual techniques, : '

The counsultation process: A vehicle for planning
programs for all children. (This session must be
taken before optlon 49 - TEEM 8 Team)

Planning with children: An in~depth look at planning
with children wbth the focus on the levels of
decision-making by both teacher and pupils. A

"hand-out uill be given to participants the day before
~ to be read before attending the session.-



Option
Option

Option

Option 43

Option

Option

Option

Option

Option

Option

Option

Option

40
41

42
!

1
1

44

45

46

47

48

49

50

51

i
)

‘.

Grown-up games: A 11pht-hearted sesaion to play

. a8 you work. Try 15 you'll like {it,

Articulatiﬁg Piagetian Principles in the Classroom:
An overview of Plagetian principles.

Art Workshdp. An exploration of materials - macrame' R
tie dye, candlemaking. beading. Materials will be

available.

Participants are asked to try something

new with an awareness of the intellectual sPills

1ncluded.

TEEM overview:( A slide presentation of the overall
basic considerations within TEEM's instructional

program,

‘Recommended for all participants new to TEEM.

Movement workshop: A time to explore movement ae

a vehicle

for learning.

Rap on language research: A rap session on some of
the more recent research in languaqe acquisition,

including

the center's research project.

Open rap with Dr., Flllerup and Dr.rRentfrowz A

chance to

talk about the orogram and research.

Individualization and orchestration through cooking'
This session has been designed to look at 1
individualizing for childfen and the orchestration
of an activity, using cooking as a vehicle

| Rap session._ An open discussion of TEFM’a terminology

and/or basic questions participants new to TEE! might
wish to ask in relation to the instructional component.

TEEM's Team: Instructional and Psychological
Services strategies for working cooperatively in
your community. (Option 38 is a pre-requisite
for this session.) e :

Rap on CAOS: The Arizona Center has been
developing research techniques to validate goals
of the TEEM program. The Classroom Attitude -

-Observation Schedule (CAOS) was developed and field

tested this year as a technique to describe process
goals of the TEEM programs,

Intéllectual kits: What are they? What are they

used for?
classroonm.

Some ways kits can be utilized in the

Ty
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\ Evaluation Strategies and Results

I
)

A

Objectives U I ’

CONFERENCE WITH CHILDREN
Option #33 :

" First and Second Institutes

To investigate various pupil-teacher couferences in a TEEM classroom.
} 0
To develop astrategy for working with teacher on conferring with children.

Training Strétégies

Discussion of various kinds of conferences and what should occur during each.

Presentacion of the types of‘questions“one should consider.
Explanations of handouts on conferences. -
Role playing of conferehce'situa;ions. \

Developing strategies for individual communities.

An example of the evaluation quest1ons and results is shown below'

Question 1. What are. the most 51gn1f1cant points in conferences?

Points in Coqﬁercnces‘ Number of Rg§gpnses
~ Variety of ctherences " _ 9
\ : Types of que#tidns asked o 13
Frequency and scheduling of 11
- conferences .
: Openness of ﬁeacher and child 9

Positive setting
Training strategy o7



&

. Conference with Children : .

Option #32 s .

~?irst and Second Institutes ot S

Page 2 . e ' S
P ™~ £ /

M ) . /"'

Questionlz How effective was this strategy utilized in helping you ynder—

stand conferences with children? . , ,/
. * /

}Effective Wi o Ineffective. *
12t 3 4 s S

s

4 & (3
In addition to the quesiions above the‘participants were asked for any
suggestions, ideas and additional comments they might have. The ‘nimerous

_replies will be utilized in planning future,geésions of th%s tyhe.,

Recommendations o ) Lo R i

.Possible use of video tape.

Clearer directions on role'playing and a better explanation of tybeé of
questions. ' - o -




-~

- LANGUAGE EXPERIEQFE INCREADING -
) y - .
. ~ Option #33° '
. First and Second Institutes -

S

Objectives

¢« To. explore particular concerns about LEIR shown by participants.

&

‘To work in depth in Strand III “and examine skills to be developed within
_ the strand, ' :

N
Training Strategles

T &7
’Each persoh records’ his particﬁlar concerns., ‘

'D1scuss indiv1dua1 or group questlons resultlng from above results.

Analyze thrée strands. o, , \\\\
Input and techniques of working in Strand III.
‘ ’ i . 4‘ ! -

Evaluation. °* _ . T

Evaluation Stratqgies and Results

The evaluatlon instruments are summarized below

Question 1.“To what degree‘has this session inéreased your understanding
of LEIR - particularly Strand I11?

CoL © (Great) - -~ (None)

ERET . 1 23 4 5
‘ Session 1 (3) (3)- (1)

Session 2 (1} (4 (2)
Session 3 L6 (3) (1)

Session-4  (3), (1) (1)
# Total (7)- (14)  (6) (2)

. L

‘ N




Langudge Experience in Reading
Option #33
First and Second Institutes
Page 2 ‘

|

Question 2. To what degree has this session provided you with ideas
leading to strategies that you can implement in your

communities? /
(Great) (None)
1 2 3 4 5
Session 1 (3 (3
Session 2 - (2) 3 (2)
Session 3 (3 @
Sessiond4 (4 (1) (@O @O @
Total  (12) (1) (&) ) (1)

Question 3. What suggestions would you have for improving this session?

In addition to the evaluation above, the participants were asked to list
new ideas which they had received or pl'r :d to use. The numerous ideas
submitted will be utilized in ti.2 planning of any future options of this

type.

Recommendations

More -involvement on community questions.




oy |

PLANNING WITH CHILDREN |
Option #39'

First and Second Institutes'
{

Objectives _ | .
To review the reasons, kinds,‘and appropriate time blocks for planning with

chi ldren.

To discuss, in depth, the leévels of teacher-ch1ld planning and decision-
making.

‘\

Training Strategies

Discussion with the participants. | -

A one minute segment of the film, "The Living and Lcarning Environment'.
Implications of this were discussed and input by the participants as to
the '"hy", and “What” of ch11d planning were charted. | o “

Transparencies dep1cting the four levels of teacher- h11d p1a1n1ng were:
shown and d1scussed

Video of a teacher and 3xd level children was shown. Fo@us was on the
- type of questions asked by the adult and the observation of child response-
both verbal and non-verbal. j

Evaluation Strategies and Results

The first group felt that they had teachers working at all levels of
planning with children, but that there was much more that could and should
be done in this area. This first group stated that the session was very
helpful to them. ’

n, e mm s =




Planning with Children
Option #39

First and Second Institutes
Page 2

N
The second group was entirely different. Some felt no need but stated the
pickings we;e slim at this point of the schedule. Overasll, fheir under-
standing‘seemed surface level only and they did not hppear as open to giving
children the opportunity of planning committee time as did first and

much larger group. Four of the five in the second group had viewed the.
film in Independent Study or-in their daily session with the Field Rep.
None of -the first group had seen the film.. The secondlérogp thought that '
all their teachers were planning with children as much.as their attitude
would allow this to happen. o ‘

" The first groﬁp all expressed ways that they were going to use the chart
with the levels on it.. Only two verbalized the strategy they would us@
to move teachers into the néx; level in the second group.

<

Recommendations

~ An exﬁlanatién?of this option ﬁefore anyone signed up for it.

i . ) ¥ .

W,

-,
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GAMES FOR ADULTS L
Option #40

First and Second Institutes

Objectives
To increase self-awareness in participants,

To have fun,

Training Strategies

Participants will be involved in playing a variety of games.

Evaluation Strategies and Results

The evaluation instruments and results are summarized below:

Question 1, Was this session useful?

(Very) (Not at all)
1 2 3 4 5
, 5y (1) (D
o Why?

Plan to use as Strategy 4).
Creates sensitivity (2).
“Fun (2),

Would you like more eaperience in this area?
' Yes (7) No

Recommendations

More planning with Center staff.

e



ART WORKSHOP
Option #42

First and Second Institﬁtes

Objdctives \ ' , o

The participants will be more aware of the intellectual skills used by
. them in working with art media.

Training Strategies ‘

Set up, an environment to accommodate involvement in art activities,
macrame, beadwork, tie-dying and candlemaking.

Ask participants to choose an activity in which to work and focus on
_intellectual .skills used.

Bvaluation,

Evaluation Strategies and Results

An evaluation shcet was developed to include a list of the intellectual
; skills which participants used as well as the objective of the session.

Of the thirteen participants who responded'on the evaluation sheets, seven
stated that the objective was awareness of the intelledtual skills involved
in art activities.

Of the remainingvsix, five reported a listing of{at least four intellectual
skills which they used in the art activity. |

Of the thirteen participants seved'listed six or more intellectual skills
which they used in the art activities,éten listed four or more skills,

Of the three who listed less than'fou} skills, two participants stated that
the objectiye was awareness of intellectual skills. One participant listed
.less than four skiils and stated an objective other than awareness of
intel}ectual};killé involved in art activities. )

Recommendations

Actiyities ‘should be more independent.



RAP ON LANGUAGE RESEARCH
Option #45

First and Second Institutes

Objectives

To familiarize participants with current resecarch and recent literature

| XN

on language acquisition.

To discuss the Center's current research on language.

vTraining Stratqﬁ}es
Participants will be asked to read prepared copies of three articles.
Conduct a presentation ofi current trends.

Open discussions.

-
14

Evaluation Strategies and Results

The evaluation instruments are summarized below:

Question 1. Was this sessidn useful?

(Very) . - (Not at all)
1 2 3 4 5
7 @ (@ ,
Question 2. Would you like more sessions on research base?
Yes (12) Maybe (1)

In addi;iqn to the evaluation ébove; the participants were asked to list
suggestions and reasons for approval or disapproval. These suggestions
will be used in the planning of any future options of this type.

Recommendations

. ' 0

More research base sessions for participants.

5




INDEPENDENT STUDY
. _ ’
_First and Second Institutes

Objective

To provide time and material for individual research and study.

t\

~Training Strategies

Resource matérials in the form of‘magaiines, dupficated material, books,
tapes, and charts were made available. '

Reduestsifor additional material were filled»wheneveripossibie.

Evaluation Stfategies and Results -

.FiftyrtWszersons indicated -that they‘used the facilities during the
scheduled periods.

; o Number of Participants
Materials Used ~ Utilizing Materials

) Tapes T ' © 32
- Magazines " ] . A
Books ’ . 45
Journals = - : : 6
- Recommendations

Use prepared notebook for sign in/out rather than posted single sheet.

. Have additional cassette recorders with earplugs.
Distribute mater&als'daily and devise system for limited overnight use
of resource materials. -

B
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A DAY IN TEEM , o : \
. h \\
This option was presented one time in an hour and a half session. |
. | k \
Objectives o o \\
To review the time blocks that are required in a TEEM day and the criterié\
for each block.
Training Strategies i
. : ) . . ' - } H Q
Review and discussion of TEEM day as detailed in the TII and other TEEM
publications. 3 | ‘ '
Presentation of slides and overhead transparencies.
Work through those criteria giving the participants the most problems. )
Evalyation Strategies and Results ' _ i
' i e ‘ , , '
A fogiequestion evaluation form was given after the session.
- Results of théiquestionnaire indicate that all pd}ticipants found it
useful to somé degree and ‘numerous suggestions were put forward for
use of the material and improvement for future sessions.
A11 partic1pants wanted gobiés of the transparencies used in the discussion.
“ Al
1
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A T
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APPENDIX A
) BIBLIOGRAPIY FOR SUMMER TRAINING




ARIZONA CENTER FOR ‘
EDUCATIONAL RESEARCH AND DEVELOPMENT
University of Arizona :
1515 E. Pirst Street

-Tucson, Arizona 85719

BIBLTOGRAPHY
for

Summer Train%pg

Summer, 1973



BIBLIOGRAPHY FOR BEHAVIORAL OBJECTIVES |

*Biggs, Bdith and Maclean, James. Freedom to Learn{/ Addison-{'esley,
Ltd., Menlo Park, California, 1962, I

o _
Hartup, Willard, and Smothergill, Nancy (editors) The Young Ciild:
Revieurs of Research, National Association for. the Education of
Young Children, Washington, D. C.. 1970,

*Lee, Dorris and Allen.>R. V. Learning to Read Throughzﬂgperiences,
Appleton-Century-Crofts, Neu York, 1963.

LeFevre, Carl A. Linﬂuisticsi_snglishl_and the Languap. Arts, Allyn
and Bacon, Inc., Boston, 1970. \5 :

#Nuffiei Toundation, Nuffield Hathematics FProject Serfed. John Uiiey‘

ard Uono Ine., New York, 1967.

*Purkev, 1193 waa, Self COncegt and School Achievement, ééégsice~ﬂall,
Inc., ltnglewood Cliffs, New Jersey. 1979, : :

)
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»

BIBLIOGRAPHY IOR P. I. E. CYCLE

TEEH‘Imniementation Invéntqu. Reread section on Nhtle Groun ‘Planning. /f//

Propram Assistant Seif Agsessment Guide, Reread section on planning 8ng
record Leeping. o :

*"In the Planning‘Session." " Amanda Phillips and Alice Smith, TEEM Exchange,
8 Pall, 1971, ' o o T

o

*"Record Keeping - A Brief'outliné,” Carol Rubow, ACLCE, 1971,

*"Record Keeping," \RUth Frasiet. Kate Cloud, and Evelyn Oursler, Ad&CB,
19472, /

- The Consultation Process, Jlargaret Rnnstadt;‘ACECE, 1972.

e v e A e .
’

BIBLIOGRAPHY FOR LEARNING ENVIRONMENT - s
T

i ‘ - :

( The following books will be available for you to read and discuss
-» this summer. We 8lso will ‘ordér some that you may wish to purchase for
your, otm personal library\  If you have: any of these booké or othera

: about this area, Please urfng“then to share. - s

[

ASCD, Individualizing Inetruction, 1964 "Yearbook, S '
A small book, compiled before Pollow Through, that has a number of
. related articles/by different authors., Particular attention is
. drawn to "Fostering Individualization" and "The Effect of Environment",
. The first article refers to. various forms\of the teacher sensitivity
and role, Simple, concise, and straight )orvard. A, Berry's "The
Effect of the Environment" gets un criteria for increasing child
"~ participation ahd draws attention to specific attitudes that play a .
vital part. Recommendations and reasoning as to condition and content
of the clagsroon is focused and stated simply. . This article includes
an excellent resume' on community resources. Specific examples are
“given for varied ‘application. onclusion is a very useable listing-- ;/ .
a guideline for the%selection d use of learning resourcea. )

. , Sk ' .
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,Almy, ﬁillie. "Spontaneous Play: An Avenue for Intellectual Development".

Young Children. Vol. 22, No., 5, “May, 1267, ' “

The.author wyites of spontaneous play as underetood from academic
positions, Tenets of psychoanalytic theory is reviewed vith its vieu -
of spontaneods play as reflection of enotional state and intellectual
competence.’ A good-brief ‘Feview 18 given here of Pilapet's under~ -
standing that play reflects childred's’ conceptual and social develop-
ment., An interesting" conneotion is sought between what 18 called
cognitive style individuality and {ts apnlication as creativity. The
author concludes with reference to factors affecting the response by
.children to the material condition provided for enrcouraging ‘ l
ﬁpontaneous p1a8y."""And’ too, the additional matter of adult intervention.

*Biogs Edith and nacLean. Freedon to Learn. Addison—Wesley LTD. Menlo

arr

Park Calif., 19690 N |

. This 18 an excellent book for all teachers to. read. Chapter 2 is
focugsed on setting up the learning environment that allows the
child to be an active, exploring learner, ; ‘ LN

- Blackie, John Inside the Primary School. SchocPe: Books, Neu York, -

N. Y,, 1967.

" This £ook sketches the origin of the open education movement, describee

how 1t works in Britain, and shows how the British experience is

“based on modern knowledge of how children grow and ‘learn,

NOTE: The chapters 'How Children Grow“ and "How Children Learn" are
particularly informative.
& a * I

The California Journal for Instructional Improvement. : Open Education, Vol,

' Cruikshan , . Susan. "Points of Ordor Enrlx Years, Vol, 3,\N@\ 3,,Nov.; '

) urde standable and recommended. N

14, Ho. 2, Hay, 1971,

This panphlet contains eix related artictos dealinn on integrated
aanects of open education. Thie is presented as an understanding
rega&ding learning that places emphasis on puoil planning, decision-,
naking, and doing. Particular attention is dréwn to ”Patterns for
Pupil Decision Making and Planning." Reference 1s made ‘and suggestive
plan drawm to @ flexible resource schedule built on vital issues of °
the Fay and current needs as demonstxgted through real problems.

This boéklet is concise almost cleur of profeaaignal jargon and“{g

—

. *1922, on, 74-77.

ThisLarticle 1s written as a result of the author's f*rst-hand
experience in setting up-a learning enVironment for children that
encorraged them to make choices and ‘to becomelindependent. Again,
this| article represents just "one way" of establishing nof:g with
childrent.- Think about our philosophy and the value we pla e on
~each| child having a poqitive self image., * -




Early Childhood Education Project. "Try It, You'll Like It, Implementing
the. Learning_Center\Concept" -Dakland University, Rochester; Hichizan,
;9750 ot *
This bulletin explores the theory and practice of learning centere '
for young children, It gives some eXcellent suggestions for kinds
of cehters and variety of.materials appropriate for the centers.

" Caution: The auggestipna are not' end points'but rather generatiog
points from which you can extend and expand into your \
ova learnin environment. - ‘

i
Forte, Imogene, and MacKeP ie, Joy. Nooks, Crannies and Corners,

.Learning Centers fori freative Classrooms. Nashville, Tenn.,
Incentive Publi%atioﬁ Inc., 1972. /

~ An excellent resourcé for fev teachers vho are strugnling with

: R aetting up ‘a learning environment tonsisting of learning ¢enters.

f .Many good starting pdints for }inds of centera and record keeping -

[ children can do, = % °

?1; Caution: This book!was not written uith only TEEH in nind, so some

h ‘ 1deaa are’ not applicable to our claasroot.

A :

‘ Grgy " Sugan W., and Klaus, Hiller, and Forréster. Before First Grade,
Barly Childhood Education Series, Teaqhers Coliepe Press, Teachers

‘ College, Columbia:University,. New thL, 1972 (4th prioting).,

. ‘-This book was written for the purpose of use as the } andbook for
) he Barly Training Pro1ect For Culturally Dieqdvantaéed Children. |

/°  There are many ideas ‘that are similar-to our fwn TEEM o\iloeophy.

‘ Throughout the book, the reader is made avare’ of stcitudes activities,,
and the learning environment. /
‘Caution: Schedule for daily outline and samp}e lesnon plans are not

‘ very open to allow for ind{vidual needs, etc.

~ . Hapgood, lMarilyn. "The Open Classroom' Protect It From Its Friends." -
52 Saturday Review. Vol. 54, No. 38, Sept. 18, .1971,
THe _author stresses the dan&er 1g,the "bandwagon" syndrome of
educatore toward the ponular open classroonm concept, Inherent
v dangerss lack of riecessary preparation for change, lack of supportive
methods_to foster the orinciples, lack of continuous teacherx train- .
dng that offers teachers new skills--pew understandiapgs about how
chlldren learn and avareness of what ehildren want to learn.

h

%

*Hassett Joseph D, -and Arline Weisbers., Oven Educatlon: Alternativea
N w1thin Our Tradition. Prentice-HaII' Inc., Englewood Cliffs,.

J ,New Jersey, 1972,

i This book reinforces our learning beliefs that children learn best by
being actdyely involved in the learning process appropriate at his
level of development. Learning takes place vhen the child is.

- provided with g multitude of materials and learning experiences that
interest hinm. The authors have & glossary at tie end of the book _
that proves helpful in some of the popular "jargon" in open education
_today. - . - / . [ .v
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Hertzberg, Alvin, aad Stone, Edward ¥. Schools are for Children.

Schocken 3ooks, New York N. Y., 1371, '

In this book, a look is taken at the British primary schools chat‘
practice ''openness" and how the practices in these schools can be
adapted and used in Anerican schools... In the chapters on art, math,
language, social studies, and science there is a general discussion
of the topic, then:the authore offer suggestions that American
teachers might use to move toward a wmore open classroom.

Hirsch, Elizabeth. '"ihat Are Good Responsive Enviromments for Young

Children?" Young Children, Veol. 28, No. 2, Dec., 1972,

The author critiques O. K. Moore's principles for desinning learning
environments. She summarizes by reviewing the imnortant learning
principles that Moore attends to in his desisn. MHowever, she quickly

~points the equally {mportant principles that he omits, namely, the
~ role of past experiences and'maturational needs of the learner.

Hymes, James L., Jr. Tea ching The Child Under Six. Charles E. iferrill -

*Lee,

e e g+ e

Publishing Co., Columbus, Ohio, 1968,

Reader is given an overvieuv of a program that is child centered as
well as a society centered program. Chapter 5 deals with the tools
and the freedom to teacher that many teachers are asking about.
Anyone vho works with voung children will find that the ideas in
this book are supportive of TEE{'s philosophy about children.

Dorris and R, V. Allen. Learnino to Read Through Experiecnces.
Meredith Publishing Co., New York, N, Y., 1963,

- Thlg.entire book is an excellent rerource for all TEEM teachers

and program assistants, Chapter 4 deals primarildy with the learning
environment., Teacher attitude 18 dealt with in a very direct
fashion and especially helpful in guidelines for teachers setting
limits and establishing freedon.

Marshall, H. Marmine., 'Criterla for an Open Classroom“, Young Children;

Vol. 28, No. 1, Cet., 1972,

Our programn haa been closely assoclated with the philosophy of the
"open classroom'. The criteria for the open classroom given in
this article is basic to all classrooms which promote the 9rovth

of each individual towards realizing his potential. This article
i1s a "must” for all teachers vho are trying to develop a humanigtic

approach to their teaching and interactioas,

McVickar, Polly. Imagination, Key to Human Potential. Wational

Association for the Education Of Young Childven, Washington, D. C.,‘

1972,

This 1s a report of a conference that took place in Pasadena,

California, at Pacific Oaks College. < The purpose of this meeting

was to experience and out of that to find new ways to encourage

and support the thrust of imagination in young children.

NOTE: The chapter "Design for, Experiencing' deals with learning
centers and thougats about what might be included in them.



*Purkey, William. Self Coacept and School Achievement. Prentice-Hall
Inc., Englewood Cliffs, New Jersey, 15370.
This paperback gives some very direct instances of the effect of
teacher attitude and the subsequent environment that reflects thie
attitude upon the learner,

Robison, delen F., and Bernard Spodek New Directions in the Kindergarten.
Teachers' College Press, Teachers College, Colunbia University, tewu
York, 1965 (Early Childhood Education’ Series).

Chapter 6 "Role of the Kindergarten Teacher" contains some good
thoughts about the iryortance of-helping children to form habits
of learning. This is explored through the use of materialsa nithin
the learning environment. I found this to be very worthwhile
reading. ’

Sharp, Evelyn. Thiaking is Child's Play. E. P, Dutton and Co., New

York, N. Y., 1969.

This paperback beok provides a survey of current research about

children's thinking. Miss Sharp -interprets these findings into

implications for creating games for a child's learning environment,

These games can be made from houschold -waterfais by teacher, child,

and parents. Slie relates these games to skill areas. Many are

based on Piaget's conservation tasks,

CAUTION: These games are mere vehicles to skill development. They
represent 'one way'" children shéuld be encouraged to suggest
other ways with same materfals or variations.

-~

Silberman, Charles E. '"Murder in the Schoolroom." The Atlantic, Vol.
226, No. 1, July, 1970, '
Dr. Silbermann reviews the British "Onen Schools" and then discusses
the likenesses and differences existing among this approach and
three programs in the United States., One of thBse three is our
model, TEEM. This is an extellent article for ecvery new teacher in
TEWM to read. ‘

Spoedack, Dernard. -Open Education, MNational Association for the
Educntion of Young Children, Washington, D. C., 1970,
This is a collection of papers presented at a conference on Open
Education. The paper presents the concept of open education from
various perspectives and point to implications of this nhilosophy
as a basis for meaninpful learning which is "person-oriented.”

Sutton-Smith, Brian. "The Role of Play in Cognitive Development.’, Young
Children, Vol. 22, WNo. 6, Sept., 1967.
A reviev that emphastizes the point that play may be an important way
of developing intellectual skills. Some research ig presented on
the understandings of certain connectiveness of nlayfulness and
creativity. .The relatedness of play, games and cognitive development
is explored through several studies. Repeated use thus fariliari.y
with materials by children increases their reportoire with them.

k3




oight, Ralph Claude. Invitation to Learning. Acropolis _Books, Vashing-
ton, D. C., 1971.
The ideas darived from this book will be helptul in reshaping one's
thinking in the direction of meeting the individual needs of students
vith different learning styles, levels, and interests.

Will you please review ‘the following sources before you attend the -
summer training sesasion.

*Cloud, Kate, Ruth Frasier, and Evelyn Oursler. Record Keeping, 1972,

Dehls, Bette and Wagner, Nori. The liath Lab in the Open Classroom, 1972,

Dehls, Bette and Wright, Adolph. Develooment of Options for Children in.
The TEEM Classrogm%§1972. \ : '

Frasier, Ruth, Smith, Alice, and Oursler, Evzlyn. lritten Invitations
to Learning, 1972.

* The Nuffield Mathematics Series. I Do and I Understand.

Dr. R. V. Allen. Language Cxperience Resource Books, Encyclopaedia
Britannica. .

BIBLIOGRAPHY TOR PROFESSIONAL RESPOIISE

L

Antes, John If. "Studying Human Ecology: Teacher Education and the
Culturally Diverse," Childhood Education, 48:4, Jan,, 1972, no. 182-6,

Assoclation for Supervision and Curriculum Development. Perceiving,
Behaving, Becominp. Association for Supervision and Curriculum
Development, 1201 Sixtecenth Street, N.W., Washington, D. C., .1962, s

Avila, Donald L.; Combs, Arthur V.; Purkey, William W. The lelpinp
Qelationship SOUrcebook Allyn and Bacon Inc., Boston, 1971.

Combs, Artnuc¢ V.3 Avila, Donald L.j; Purkey, William Y.  lelping Rela-
tionships: Basic Concents for the Helping Professions, Allyn
and Racon, Inc., Boston, 1771. \\

- : N
Combs, Arthur 1J." The Professional Education of Teachers: A Perceptual N
Viev of Teacher Preparation, Allyn and Bacon, Boston, 1965.
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Combs, Arthur Y, Florida Studies in the Halping Relationshios, Allyn
~and Bacon, Boston, 19065, '

«

Cummins, RoberE“E;\ "ALL Teachine is §€ructured,” Journal of Teacher
Education, 22:3, Fall, 1971, pp. 291-3. A

Frank, Viktor E. lan's Search for ' eanino New York: ‘"Jashington
Square Press, Inc., 1963,

Gardner, John W, Self—?enewél Harper and Row, Neu York, 1263,

Haméchek Don E. Encounters nit1 the Self, 1lolt, Rinehart and winstdn,
Inc., Dallas, 1971,

¥

Harris, Thomas, I'm OX, You're OK, Uarper and Row Publishers, Inc.;n
New York, 1%47.

Johnsbﬁ, David Y. Reaching Out: Interpersanal Effectivenegs and Self-
Actualization, Prentice-Hall Iuc,, Enplenood Cliffs, New Jersey,
1972.

*Jourard, Siduney U1, The Transnarnnt Self, Van Nostrvand Reinhoid Co.,
Cincinnati, 1971 (revised)

Kahn, Robert L. and Cannell, Charles F. The Dynanics of Intervieviag,
John Wiley and Sons, Inc., Jev York, 1357, ,

Maslow, Abraham A. The Farther Reaches of Human Nature, The Vikinn
Press, New York, 1971.

Mattick, Ilse. 'The Teacher s Role in Helping Younp Children Develop
Language Competence,' Young Children, 27:3, Feb., 1572, pp, 133~42.

“ay, Rollo. !lan's Search for Himself, New York: I, ", Noi;on and
Co., Ine,, 1953, :

Yayeroff, il1i{lton. On Caring, ‘'arper and Row Publishers, Inc., New.
York, 1971,

’

~

10011n1cki Robert L. 'The Human Encounter,” Journal of Education,
154:2, Dec., 1971, pe. 53-469.

*Purkey, Willian Y. Self Conrent and School Achievemont Prentice-Hall,
Inc., Enylenood Cliffs, 41 Jersey, 1970.

Rogers, Carl R. Freedom to LeArn, Charles E. Merrill Publishing Go.,
Columbus, Ohio, 1%4%.
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BIBLIOGRAP{dY FOT RECORD KEEPIIIG
Cohen, Dorothy H. and'Stern, Virpinia., Observing and Recording the

Benavior of Young Children, Hew York: Teachers' College Press,
Teachers Collgge,_CPlumbia University, 1272,

Foster, John,- Digcovcry Learning in the Prinary School, (Stydeats
Libraty of qucatlon edition), London and Yostpn: Roptledre and
Xegan, Ltd,

*Prasier, Rutﬁ: Cloud, Kate: and Oursler, Evelyn. /Pnebqrd Kééping“,
ACECT, 1972, ‘ o

*Haosett, Joseph D. and Yeisberg, Arline. Onen Educationi Alternatives
‘ Uithin Our Tralition, Prentice-Hall, Tnc., lew Jersey, 1272,

*Wuffield Mathematics Series. I Do, and I Understand, Johﬁ Tiley and
oons. '

*Phillips, Ananda and Smith, Alice. 'In the Planning Session,” TEZEM
~Exchange, Vol. II, o, 1, Fall, 1971, pp. 1¢-18, %

Rance, Peter. Record Keenino in the Progressive Prinary School,
1leill and Co., Ltd.. Vdinhurpl.

Reschly, Dan and Comnittee ‘fembers. 'Deveclopment and Use of Instructional
Objectives in TEE," ACERD, 1173,

’ Pobison, Helen F. anddBernard Spodek. llev Directions in the Kindergarten,
Early Childhood Zducation Series, Teacxexs Collere Press,<T]Echers
College, New York, 1907.

*Rubou, Carol. !Pecord Keepins - i Brief Outline," ACKCE, 1971 (miﬁeo).

*Voight.'Rquh C. Invitations tn Lcarning, Acropolis 3ooks, Ltd.,

¢
A
3 !
Tashineton, D. C,, 1971, . . /
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The following bocks have been ordered by the Univéréi;y ﬁboksfbre :
and will be availuble for purchase,

Coh»a, Dorothy ™. ﬁ_serviﬁn and Recbrding the Behavior of Young

‘Children, e “.crs College Press, New York, 1972.

Frazier, Alexand-r. Onen Schools For Children, Assoclation for
Supervisisc: ..ad Curriculum Developaent, Washington, D. C., 1972,

Forte, Imogene. Nooks, Crannids and Corners, Learning Centers for
. Creative Classrooms, Nashville, Tenn,: Incentive Publishers,
Inc., 1972,

t

Greer, Mary and Bounie Rubinstein. 1111l The Real Teacher Please
- Stand Up? A Primer in Humanistic Bducation, Goodyear Education
Series, Gocdyear Publishing Co., Inc., Pacific Palisades,
‘California, 1972. . ‘

Harvis, Thomas. I'm %, Youlre OK. Avon Books (manerback), 1967.

Hertheré, Alvin. Schools Are For Children. Schocken Books, New
York, 1971. . .

Mayerhoff, Milton. On Caring. Harper and Row Publistiers, Inc.,
New York, 1971, ‘ '

Spoedabk, Berncrd. Open Education, National Association for the
Education of Young Children, Washington, D. C.,:1970.

Voight, l1ph Claude. Invitation to Learning. Acropolis Books,
¢ Washington, D.C., 1971. -
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OVERVIEY . :

—1“" v

" Instructional objectives "are importaut and necessary to the ‘effective
underetanding, implementation and evaluation of the Tucson Early Education
Model QTEEM).‘ In previously written and disseminated documents, the philosophy.
and classroom process of TEEM has been delineated. It was generally'essumed
thatvinstructional objectives in the four major‘goal areas of TEEM could bo
generated by. classroom personnel from tiiése documents. However, our experi-
ences in implementing TEEY have brought about the realization thac further
definition of TRE!Y goals is neceasary. In addition to tuis internal source
of pressure we realize that external forces nffecting communities gpross
the country make necessary a more precise definition of TEEH goals. 4

“In this document we atteppt to provide gamples bf objectivee in each offg
'the important TEEM goal areas wnich vill provide more “direction .for TEREM
classroom personnel as well ‘as satisfy the general need for "objectives to
justify a progranm." It 1s mportant to note that in contrast to the conven-
~ tional behavioral: objectives (e. g. see Mager, 1962) TEEM'objectives are more'
general and reflect our conce¥n for long terr growth and iddividual patterns
of development, Moreover while we-encourage teachera to‘defiﬁe 6bjectivee at
'a more precise level for individual children at specific timee.-our commi tment
to provide for individual rates and styles of learnifig.and opportunities for
children to chooge among activities is unchanged. Ve remain in shatp
disagfeement with the current trend of precisely defining what all caildren _
should accomplish-at a very specific level and by a particular 3;__1_@_.‘i These
typeés of objectives haye been, and renain inconsistent with TEEM, - .
Based onxthelaboveiconcerns, we have prepared a general outline of
development in each of the four goal areas of TEEM accompanied by teaching
K:examples for ‘each of these areas of development. Additional objectives at-a
' more precise level should be generated by TEEM classroom personnel. This K
compendium of objectived is, ‘then, a source of ideas' NOT a cookbook to be
slavishly applied in classrooms. ’ : .o
-~ The objectives are organized along the lines of the fapur major goal
~ areas of TEEM. The general developmcntal pattern of intellectual skills,
; ‘.Fmotivation for lea*ning, language base, and societal arts and skills is
- T specified by these objectives. It 1is important to note that progress in

-

[:R\ﬂ:hger, R, F.: Pre)aring_lnstructional‘Obiectives, Fearon Publishers, Belmont; e
B California 1942,
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these goal areas can beat be encouraged through application of TEEM process
variablgs. Specifically, this means that all learning activities should -
.- account for. 1. Indivldual style and rate of learning, 2. Provision ior
options (choicea) in every activity as well as throughout the classroom
environment,'23. -An environment which invitea children to participate in
¢ activities -and at the game time puts demands on -children in terms of use: of
khowledge and skills, 4, Orchestration of learning.

v _ - : INTELLECTUAL SKILLS -

INTRODUCTION s v
Intellectual skills have been defined in TEEY as a Goal Area of the

program, thus being identified as an area of development which can be
. nprtured and custained by TEEM classroom experiences, This Goal Area of the
"_TEEM Program is defined as qualitatively different than the three other Goal

Areas of) the TEEM Program'(ﬁotivation, Societal Arts and Skille, and Language).

Intellectual Skills develop iato a base of operation for each child, thus
;’,Bllowing him to interact mord effactively with his environment. It 1s this

area of the program that defines the curriculum as a PROCESS CURRICULWM,

Uithin the program, development of factual knowledee is vieued as secondary

to the development of thinking skills which allow\a much more effective range

of behavior with which to gain, use, and retrieve important infornation.

Emphasis on this program Goal Area further maintains an emphasis on the

process of learning rather than on-a product of learning. Factual kuowledge,

therefore, is used as a mediun for development of thinkingwekillé RATHER THAN .

the end prdduct of the ‘educational’ progvam. The classroon environment should

adequately stimulate and reinforce development and ‘use of these various

intellectual skills." Therefore, it is vitally important for the teacher to

be able to {dentify these skills both in terms of observing children as well \

as keéplng records of children's growth and development, It is also important )

that the>teacher ooerationaliy understand the relationship of the Intellectual

Skillé;to the other Goal Areas of the program. With this knowledge and

understanding the teacher can effectively plan, implement, and:evaluate

classrgom environment as related to the growth and'development of each child.

The teaching examples included in this gection' are meant to be . .

illustrative of the ‘kind of activity in which"the teacher might obse¥ve the

\)growth gf,children'in the area of intellectual skills. The reeder will note

-

. '
[ . .o '
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that all activities should be "orchestrated.'r Kaowledge of children 8
'language development, motivation’ for learning, :and facility and knowledge

" within the Goal Area of Societal Arts and Skills i1s necessary to assess the
apptopriateness of the activity as related to the growth and development of
each child. Intellectual gkills development of children, therefore, will
always be obsgxg\d within the dontext of an activity which incorporates

; development of children as defined by the TEEM Goal Areas.

‘ The following outline of the Intellectual Skill Area should be used by \
the teacher to develop an observation and record keeping system which will
allow her to: 1. deliberately model use of the range of intellectual ‘skills}

4

2. plan and implement activities which build and extend the growth of ’ Y

intellectual skills for eech child, 3. develop methods of record keeping
that will allow the teacher to consistently assess growth in this area of .
'development, and 4., evaluate 0 what degree thisarea of TEEM is incorporated
into the development of classroom activity and environment.

A. Goal Category: DISCRIMINATION s

Bach child will increase in his ability to identify similarities and
~ differences in the salient and socially significant attributes of objecta

‘and events. . S
1. Visual Digcrimination C ,
a. Color o : f ¢

.~ Teaching examples: Manipulation

1. Given a puzzle, the child will match colors as one means -of
getting the puzzle together.

2. Given an intellecjual kit, the child will use color as one
means of grouping the objects.

Teaching examples: Recognition

1. Given a puzzle, the child will be able to appropridtely reapond
to verbal direction to match colors as one means of getting
the puzzle together. -

2. Given an intellectual kit, the child will appropriately
respond to verbal direction to group objects by color.

Teaching examples: Labelin . , ;

1. Given a puzzle, the child will state the names of ¢olors
which he is trying to match as a means of putting ‘the puzzle
together.

2. Given an intellectual kit, the child will use color as ong
means of grouping the objects and will identify by name. the
colors used.
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Teaching examples: Manipulation

1. Given a block play setting. the child can group blocks
- together which are; the eame shape (e.g. squares, rectangles,
jtriangles) s

2, Given & workbanch satting, the child can work with a variety
of ‘shapes in conatructing an object.

Teaching examples. Recognitiox \

‘1, Given a block play setting, the ¥hild can follow verbal

direction to-use a certain shape Block in building a structure.

2, Given a workbench aetting, the child can follow verbal or
written direction in building an object using specific form
requirements. :

Teaching examples: ' Labeling -

1. Given a block play setting, the child can state the name of
the form used to group the blocks together.

2, Given a workbench aetting, the child can verbally dictate
directions for the building of an object using form as one
dimension of the directions."

Size
Teaching eramplesc Mantpulation

1. Given an intellectﬁgl kit, the child uses size as one wmeans
‘of ordering objects.

2. Given s role play situation, the child can select appropriate

sized children and objects to enact the. story of GOLDILOCKS
* AND THE THREE BEARS. l

Teaching examples: Recognition

1. Given an 1ﬂte11ectual kit,‘the child cen appropriately respond
to verbal directions to order objects by size.

2, Given a role play situation, the child can identify size
dimensions (small, medium-sized, large) upon verbal request. '

. Teaching examples: Labeling

1. Given an intellectual kit, the child will verbally designate
the relative size of objects which he has ordered (e.g. small,
medium-sized, large).

2. Given a role play situation, the child can verbally describe
appropriate sized children and objects to enact the story of
GOLDILOCKS AND THE THREE BEARS.

Orientation .
Teaching examples: Labeling

"1, Given a clean-up situation, the child can respond appropriately

to instructions such as:
Put”the scissors in the basket.,



Take the dust rag out of the can.

Put the puzzle up on on the shelf.

Pull the blind down. .

Put the dust cover : over the typewviter. .
Put the papers under the paperweight.

Put the cage in. front of the table.

Put the teacher's chair in back of her desk.
"Put the basket of pencils beside the paper box.
Put the gam@i inside the cupboardi

Put the rabbit outside the schoolroom.

Put the scale to the left of the record player.
Put the bowls to the ripht of the'pans.

2, Given a game setting involving the child in giviug direccions,
. over a period of time, the child will use each of the above
listed orientation labels appropriately.

2, Auditory Discri&ination

a,

b.

Conditions of Sound

Teaching examples: Recognition '

1, Given a musical 1netrument, the child can play a high note and
a low note, .

2. Given a role play setting, upon direction, the child can make
a ‘loud knock on the door and a soft knock on the door.

3. Given a whole group planning time, the child can organiZe a
quiet activity and a noisy activity.

Teaching examples: Labeling

1. Given a musical instrument, the child can verbally ideﬁtify
a high note ard a low note. .

2. Given a role play setting, the child can verbally identify
a loud knqpk on the door and a scft knock on the door.

3. Given a whole group planning time, the child can verbally
identify activities as g_iet activities or noisy activities.

Sourcas of Srund

Teaching examples: Recogqig;gg,

1. Given a8 recording of sounds made by animals and sounds made
with the human voice, the child can appropriately distinguish
between these two sources of sound. -

2, Given a tape recording of sounds made by machines, sounds
dade by animals and sounds made by people, and given a set
of pictures, the child can appropriately match the sound to
the appropriate picture.

3. Given a walking trip and a tape recorder, the child can record
sounds made by birds and animals, sounds made by people, and
sounds made by machines.

Teaching examples: Labeling

—

1. Given a recording of sounds made by animals and sounds made with
.the human voice, the child can state the source of the sounds.



2, Given a tape recording of sounds made by machines, sounds
made by animals and sounds made by peopls, and ‘given a set
of pictures, the child can apprapriately match the sound td
the appropriate picture and state the:source of the sound.

3. Given a walking trip and a tape recorder, the child can record
sounds made by birds and _animals, sounds wade by people, and
sounds made by machines, and verbally label the source of each
1sound.

¢, Rhythm .
Teaching examples: Recognition -

1. Given a musical recording, the child can clap in time to the
mUSiCu

2. Given a musical recording, the child can move to the music in
an appropriate way (e.g. walk, hop, run, skip).

3. Given a rhythm band ingtrument, the child can keep time to the
music using one of the rhythm band instruments.

Teaching examples: Labeling .

1. Given a musical recording, the child can count the rhythm of
the music, (e.g. 1-2-3-4 1~-2-3-4 or 1-2-3 1-2-3),

2. Given a musical recording, the child can rmove to the music in
an apnropriate way and dictate a description of his movement
using labels such as: walk, hop, run, skip.

3. Given a rhythm band instrument, the child can count out the
» rhythm of the mugic as he uses one of the rhythm band
instruments. '

d. Rhyming Woxds
Teaching examples: Recopnition

‘1. Given a nursery rhyme, the child can recognize whether two
words rhyme,

2. Given a sct of five words, one of which does not rhyme, the
child can recognize the word which does not rhyme.

Teaching examples: Lebelinp

1.. Given a nursery ruywe, the child can state the words that
rhyme.

2. Given a set of words, one of which does not rhyme, the child
‘can state the word which does not rhyme and identify two of
the words which do rhyme.

3. Tactile Kinesthetic
a. Texture
Teachinq example : ‘anipulation

1. Given an intellectual kit, the child can group those things
together which have the same texture (e.g. smooth, rough,
hard, soft, prickly).




Teaching example: Recognition

1. Given an intgileciual kit and given a texture label, the child
canl group objects together which have that texture..

Teaching example: Labelingp

1. Given an intellectual kit, the child can group objects by
texture and describe the texture of eacih group.

b. Weight ;
Teaching example: Manipulation

1. Given a touch box activity, the child will be able to bse
weight as one means of identifing the object(s).

Teaching example: Recognition

1. Given a touch box activity, the child can retrieve from the
- box the heavier or lighter object.

Teaching example: Labeling,

1, Given a touch box 9ctivlty, the child can verbally describe -
the object(s), using weight as one means of description,

c¢. Temperature
Teaching example: Manipulation

1. Given a tasting éxperilence, the child can group those items
together which taste cool or cold and those items together
which taste warm or hot..

t 3

Teachinpg example: Recognition

1. Given a tasting experience, the child can select a cold or hot
item, following a direction from an adult or another child.

Teaching example: Labeling

1. Given a tasting experience, the child can state whether the
food tasted was cold or not.

Taste
Teaching example: Recognition

1. Gijven a tasting expetience, the child will be able to discriminate
taste differences incl:iing the following:

sweet salty- bitter bland
sour spicy (hot)

Teaching example: Labeling

1. Given a tasting experience, the child will be able to verbally
label all of the above listed tastes appropriately.

Olfactory
Teaching example: l!anipulation

1. Given an array of spices having more than one sample of each
spice, the child will group together those spices having the
same smell (e.g. cinnamon, cloves, mustard, pepper, ginger).

3



Teaching example: Recognition \

1. Given a spice label, the child will be able to\;EIEEF the .
appropriate spice from among an array of\spiees.-
’Teaching example: Labeling S
1. Given a game setting in which the youngster is blindfolded, the
youngster cgn label the spice when it {8 presented to‘him.
B, Goal Category: RECALL ‘

Each child will increase in his ability to remember, retrieye and sequence
information. .

Teaching exacples: Reriembering = Short Term

1. Given a dramatic play situation in which a child is given a telephone
number to call, he can dial the number he was given.

2. Given a recall game setting such as "Yesterday I Went to the Grocery
' Store"#*, the child will recall an increasing number of items bought
at the grocery stcre, .

3. Given a set of oral directions, which over a period of time increase
in number of elements contained in the direction, the child will
appropriately carry out the direction.

e.g. John, please bring the fish food to the table.
- Johnny, please bring the fish food to the table and feed the
fish,

Johnny, please bring the fieh,food to the table, feed the fish,
and return the fish food to the cupboard. -

Johnny, please bring the fish food to the table, feed the fish,
return the fish food to the cupboard and then join your
committee group. :

etc.

4. Given a story dictated by a child, the-child will be able to draw an
appropriate illustration for the story. .

V3
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* YESTERDAY I WENT TO THE GRCCERY STORE

Children are seated on the rug in a circle. The first child says, ''Yesterday

I went to the grocery store and 1 bought a loaf of bread." - The next child must
restate what the first child bought at the grocery store and add another item
bought at the grocery store. The second child mightisay; "Yesterday I went to
the grocery store and I bought a loafrof bread and a quart of milk." The third
child might say, '"Yesterday I went to the grocery store and I bought a lcaf of
bread, a quart of milk and an egg." Since each ¢child must add one more item -

bought at the grocery store in addition to remembering what had been bought, the
- teacher will want to gauge the size of the group so that all children partici-
pating can be successful for one turn in the group. When a child cannot properly
remember all items, he will either engage in another activity or participate in
the game as a recorder or observer.




C.

5.

6.

7.

o ' o 9
Given a listening post activity in which one child listens to a state-
ment, direction, word, or gtory, that child can accurately tell

another child what he heard.

Given his home address, the child can accurately dictate this address
to another child or adult,

\
Given the description of an object; the child can accurately give
another child or adult an accurate description of the object.

Teaching examples‘ Remembering - Long Tern

1,
2.

3'

4,

5.
6.

7.

» 8 .

Given a field trip experience outside the classroom setting, the child
will be able to accurately remember events of the trip.

Given a cooking experience, the child will be able to recall, in proper
order, the steps involved in cooking the food.

Given a field trip, the committee will be able to plan the development
of a "talking mural" recalling accurately the ‘sequence of field trip
evernts.

Given an art activity, the child will be able to draw, in order, the
events which took place between his getting out of 'bed and arriving
at achool.

‘Given a paragraph or-story to read, the child can accurately report the‘

sequence of events. : \

Given a newspaper writer assignment, the child can accurately report
the .sequence of events leading up to the class party.

Given the assignment of writing directions for operating the racord
player, the child can accurately sequence the directions.

Given a whole group planning gession, the child will be able to recall
the order of events that will take place,

Goal Catzgory: GROUPING

The child will increase in his ability to groun salient characteristics of
his environment by appropriately claosifying and categorizing these
charactetistics.. _

1.

“Living Things

a. -People

Child}en can identify how people are alike. ¢ oD
Children‘can identify how people are physically different.
Children can identify people by their roles,

Teaching examples: People

1. Given an activity in which children ‘trace the body of another
¢hild or have their own body traced, the child can identify
- how penple are alike (e.g. all people have a head, arms, legs,
eyes, etc.). .

2. Given a group of pictures of people who look different because
of such characteristics as age, height, weight, color, etc,,
the child can identify ‘these differences and group the pictures
using a physical dimension as.a means of grouping.
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Given a walking trip around the neighborhood, the child can
desribe the different roles people have and dictate or write

a story about a person or persons who have a.particular role
(e.g. mommies, doctors, builders, store managers, etc.).

Animal Kingdom

Children can classify animals in a variety'of ways, (a.g. wild, ™ .

domestic, pet; animel families; dogs, cats, snakes, horses, etc.;
mampals, reptiles, insects, etc.).

Teaching ‘examples:

1.

Given a trip to the zoo, the child can participate in the.

development of a talking nural to depict various wild animals
(e.g. lion, tiger, giraffe, etc.). :

2. Given a set of pictures representing different members of the
animal kingdom, the child can group the pictures into appro=-'
priate categories (e.g. insects, birds, fish, mammals, etc.)
and develop a lotto game using the appropriate labels, -
‘categories and pictures.

3. Given a set of minature toy animals, the child can put all of
the wild animals in one group and all of the domestic animals
in another group. _

4. Given a set of slides which picture different memhern of the
animal kingdom, the child can group the animal pictures
appropriately and develop a script to accompany the slide
presentation. °

Plants '

Children can classify plants in a variety of ways (e.g. flower
family,, tree family, ve?etable, fruit, etc ), -

Teaching examples:

1.

2.

Given a variety of seeds to plant. the child can organize the

SN

seeds by appropriate group (e. 3. vegetable, flower, tree; etc.).

Given a trip to the greenhouse the child can develop a
reference book on & category of plants (e g. roses, cacti,

. frult, trees, ctc. ).

Given a series-of pictures, the child can 1dentify the pictures- “

by appropriate label, group the plctures by plant classifica-
tion and develop a lotto game using the pictures, labels, and
classifications. . ‘

Given a variety of sceds, the child can classify the seeds
using such growth dimensions as type of soil needed to grow,
amount of water needed to grow amount of sunlight needed
to grow, ctc.

Non-living Things

Children will be able to group or: -clavsify non—living things in

‘many different ways.

AN
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Teaching exduplet Buildings .
Given a walking trip, the child can participate in developing

" a talking mural to describe different kinds of buildings,

(e.g. houses, apartment buildings, department stores, grocery
stores, office buildings, etc. )

Teaching example: “ood ‘
Given a variety of frult to taste, the can develop a "fruit

., book" which 1llustrates and describes the variety of fruit
tasted.

Teaching example: Bqoks
Given a set of books written by children, the child can appro-

-priately classify the books and set them up for a classroom

library (e.g. fiction, non-fiction, biopraphies, science,

etc.; animals, people, transportation etc.). »
Teaching example: Clothing T
Given a clothing store role play setting, the child can appro-
priately group the clothing to be sold, (e.g. dresses, suits,

hoisery, purses, hardwvare, etc.).
Teaching example: Transportation

Given an intellectual kit which contains minature models of a
variety of vehicles, the child can group the vehicles using a
variety of dimensions (e.g. automobiles, trucxs, fuel, engines,
air, etc ).

Teaching example. Heather ‘ : : A7

Given a photopraphy activity dealing with pictures of c1ouds,
the-child can classify different types of clouds.

Teaching example: Tools

Given a tool rack, the child can aopropriately group and
place a variety of workbench tools (e.g. hammers, saws,
screwdrivers, etc.).

. Teaching examnle: Furniture

Given a catalsgue, the child can cut out pictures of furniture
to corplete a furniture book in which each section of the book
contains arraagemzut of a room of furniture (e.g. kitchen,

dining room, living room, bedroom) .

The groupings illustratéd .in this listing are not 1nterpreted as being

exhaustive of the zroupings which may be dealt with, The teacher 18
encouraged to extend beyond the proupings listed above.

Goal Category: PLANNING

Children will increase in their ability to organize and project events
as they plan by themselves and as they plan with a group.

1. Short Range Planning




Teaching examples: Planning by one's self

a. Given a puppet making activity, the child can organize the mater-
1als and appropriately sequence the.steps to complete the puppet
(e.g. grease a light bulb, apply strips of glue-soaked paper
strips, allow to dry, etc.).

b. Given a structure to build with blocks, the child can write or

- dictate plans to bhuild the structure, gather the appropriate
materials, and appropriately execute the plans to completa: the
structure.

c. Given a pantomime pame, the child can plan and carry out an
© appropriate pantomime.

~d. Given the task of recording the weight of several objecfs, the
child can develop or select a record keeping device and
appropriately record his findings.

e. Given the task of cleaning up after snack time, the child can
appropriately clear and clean the table.

Teaching examples: Planning with a group

a. Given a cooking experierce, the child can work with a group to
organize the appropriate materials (e.g. utensils, ingredients,
heating unit) and follow the recipe to cook or bake the food.

b. Given a role pléy setting in the housgkeeping center, the child
can work with a group to organize and carry out setting the table,
serving the food, clearing the table and vashing the dishes.

c. Given an outdoor game such as "Red Rover," "Captain May 1," or
baseball, the child can work with a group to organize teams and
execute the game.

o ‘d.” Given a publishing center, the child can work with a group of
editors to complete publication of his book.,

2. Long Range Planning

Teaching exauples: Planningﬁby one's self

a., Given a clay activity, the child can write or dictate a plan for

_ _ completing, over time, the clay object. Plans would include

e . steps in the activity ranging from getting the c¢lay ready to mold”
R ’ to final firing of the clay object.

N b. Given the task of-building a birdhouse, -the child will locate
reference information on-the feeding and living habits of a
-~ Selected bird, plan construction gf a birdhouse based on the.
» reference information, construct the birdhouse consistent with
T\HQXeloped pland and appropriately locate the birdhouqef

c. Glven a feature ncwspaper article to write, the child can interview
‘ the appropriate pcople and write the article based on the interview
information.

d. Having read axnumber of books, the child can select and develop a
- record keepiug dggi"e to chart the number and classification of
books read throug oug the gchool year.
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Teaching examples: Planning with aAgrq;g

a. Glven the task of developing a class directory, the child can work
with a group to gather the information, organize the information.
publish the'directory and disseminate the ditectory.

b. Given the task of planning a field trip, the child can participate
in whole group planning time to organize such things as mode of
travel, grouping of children, route of trip, record keeping durlng
trip, eating arrangemen®3, etc.

¢s Given the task of presenting a play, the child can participate with
a group to seclect the play, assign parts, arrange for rehearsal
sessions, organize ticket sales, arrange for stage and seating
accomodations, etc.,

d. Given the task of planning a luncheon for parents, the child can
participate with a group to arrange for the selection of a menu,
purchase of groceries, cooking and serving of food, and the setting
up and organization of a room in which the food will be served.

>
- e > L]

In each sei of teaching examples the following sequence of adult-child inter-
action will occur over time: '1. the adult will diodel planning of a variety-

of activities, 2, the child will plan with the assistance of an adult, and
3.° the child will plan without the assistance of an adult.

E..Q Goal Category:  GENERALIZING. B
The child will increase in his ability to infer relationships beyond the.
experience of information ‘he has immediately available to him.

¥

Teaching examples. Concegts

a. Given-a ‘hinge kit, after manipulation and discussion of the kit objects,
the child can identify hinges located throughout the classroom.

b. Given the game "Twenty Questions," the child can fdentify objects by
asking quections about characteristic features of the objeécts.

¢. Given the ability to locate the "equator” on a globe, the child can
locate a specific island on the "equator" wsing a flat map.

d. Glven a touch box activity, the child can infer from tactile knowledge
the identity of the cbject(s) 1iun the box. . : : '

. e, Glven a tasting enoerionce using items all of which taste salty, the
child can idertify c:lies.items of food which taste salty.

i Teaching examples: Events |

a. Given verbal directicos for inwolvemnnt in committee . time, the child
can rotate through comadtiees and becone upplogriately involved in
each activity. .

b. Givern a walking trip i{n which the child is introduced to the meaning
of traffic signals (e.g. stop sign, ‘green light) the child can ride
a wheel toy during outdoor play tine, appropriately following replica
traffic signals.
!

c. Given a rainy day, the child tan solect appropriate clothing for
walking outdoors. (In Arizona you role play!)
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Teaching examples: DPeople

a.

b.

ca

Given a get of pictures of people, the child can identify whether the
people are happy or sad.

Given the picture ‘of & smiling or crying or frowning pergzn, the child
can dictate or write a story ubout what he inferred happered to that
person. : \

Given a set of costunmes, the child CAn appropriately pantomime the’
character the costume suggests, (e.8s, clown, fireman, doctor, buildét.
etc.). ! A

Teaching examples. Verbal Language

a.

C.

Given a listening post activity in which the child 1isrene to differenc
people speaking, the child can match lapguage heard to appropriate
action pictures of people (e.g. voices on the record may. give a .
command, ask a question, infer sadness, infer happiness, infer anger)

Given a role play setting in which each child is given a particular
affect of a character to portray {e.g. demanding, questioning, angry)
the child can use appropriate 1ntonation of voice to portray the
character.-.

Given a choral speaking acti%ity; the child can participate with the
group to approprietely express the meaning of the plece.

Teaching examples: ;§mbdls

a.

b.

©

Given a pictvre ¢ an event, the child.can record a story inferred
from the p‘c Jie

Given a Jotter of the alphabet, the child can generate a 1isting of
words, all star.ins with the same létter.

Given a written word, the child can write a list of other words that
mean the same tiufng (synonyms). :

Given a written wcrd, the child can wrife. a- list of words that
begin or end witha the sare sound,

Giyen a set of written statements, the child can arrange the state-
ments- to form analogles.

’Given a list of words in the same verb tense (e.g. past, present,

future) the child can identify the appropriate tense and put the
words in a sentence.

Given a sct of punctuation marks (e.g. period. comma,'question mark,
quotation marks) and a-written paragraph which contains no punctua-

_tion, the child can appropriately punctuate the paragraph.

Given a rhyming patcern, the child can develop rhymes using a similar
pattern, .

Given a wrltten etory starter, the child can write a logical ending
to the story.

 Given a reference resource to read, the child can infer the meaning

of the reference to his present activity (e.g. foeding habits of a

* rabbit tp selection of food for the rabbit).

Given a story to read, the child can develop a writ:ten sequel to the .
story. ;
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Goal Category: PREDICTING

T
The child will increase in his ability to use and organize knoyledge gained *
thru observation and/or experience to predict future results and events, '
These predictions, can be validated by observation or experimentation,

1. What Events Will Occur  °
Teaching examples- Inductive

e

a. Glven a variety of cooking experiences; the child will discover,
over time, that a variety of substances melt wﬁen heated.

b. Given a variety of art actiyities using different colors of paint,
the child will discover that when ‘two different colors are mixed
together they make another color. e

Teaching examples: Deductlve

a. Given a variety of substances to heat (e.g. sugar, butter, choco- *
late) the child will predict which substance will melt first and
then establish a #merical ranking of these substances based on
the amount of time 1t actually takes each substance to melt.

. b. Glyven two colors of paint (e.g. yellow and blue) the child will
accurately predict what color will result when these two c0105
paints .are mixei.

2. \Where Events Will 9éeur | -
Teaching examples' Inductive ¢

a. After observing fish in a variety of settings (e.g. fish tank,
pond, river) the youngster is able to conclude that fish need tQ
live in water.

b. Given a varlety of reference resources and a uariety of digcussions,
the child is able to conclude that people living in different
climates, live in houses constructed in different ways.

’Teachino examples: Deductive N

a. Given a variety of members of the animal kingdom and given'a

‘ variety of locations (e.s. tree, field, river, air) the child can
accurately predict which members of the animal kingdom will build

hotes 1in each of the given locatlons.,

b. Given a set of slides, depicting a variety of c¢limates (e.g. heat
of desert, snow of Arctic, rain of tropics) the child will ,
accurately predict and describe the kind of homes people living \
in that climate build. ‘

3. How Events Will Occur
Teaching examples: Inductive

a. Glven several plants of the same kind placed in a variety of 4
different light intensities ranging from no light to intense B
dire:t sunlight, the child will discover that over time, the
amount of light affects how plants grov.

b. Given a variety of cooking experiences, the child will discover
that amount of heat or temperature affects how fast and to what
- . degree things will be cooked or baked.

-

LAl
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Teaching exampies. Dedugtive ‘ _ f{
a. Given several plants of the same kind, planted in a variety of
different light intensities ranging from no light to intense direct
,sunlight, the child will accurately predict which light in;ensity
will best support.growth of the plants over a two week peripd of
time and will graph the growth cate of each plant to confirh’ or
deny his prediction. , _\

b. Given a variety of recipes and a variety of temperntures, the child
. will be able to accurately predict which temperdture is most .:n
suitablq,for each recipe and will confirm or deny his predictfons
as he participates in the cooking or bsking of food using the
— . given recipes. _ o
4., Uhen Events Will Occur :
Teaching examples. Induetive

a. Given a variety of walking trips throughout the yéar to observe
¢ plant and/or apimal 1life, the ¢hild discovers that fewer plants
and animals are observed during the winter months than during the
summer months.

b. Given  a day in which the shy is filled Qith«dark‘cnmulus clouds,
the child discovers that rain falls from these clouds.

Teaching examples: Deductive

a. Given a walking trip during the winter months. the child can
predict whether he will observe more or fewer plants growing
than be would 1if it were springtime:

b. Given a day in which the sky 1s filled with dark cumulus clouda,
the child will accurately predict the weather for the day.

G:. Goal Category: - CREATING*

The child will increase in his ability to abstract, synthesize, and
recognize ideas and expetience from which will emetge novel ideas and
products. .

u1. FExpressive Cteativity .

L, Includes independent expression and spontaneous creations of children.

r

Teaching examples. - 43 <

a. Given a discussion time, the child will orally contribute his
idea(s) to the discussion. :

b. Given a free choice Fime, the child will produce an original
painting.

2, Prnductive”Creativity

c. Given a singing time} the child will produce an original song.
j ' ' '
|

Development of increaeing proficiency in the usa of a variety of tools’
and materials, ‘ . ’ \ ~

T Categories for Creating have been takenffrom a paper written by Dr. Marie .
Hughes titled, ''Dimensions of Creativity." :

~ -~




Teachiné examples’

a, Given a cooking experience, the child will appropriately use an
- egp beater, flour sifter and funnel.

b. XGiven a doll house, the child will appropriately rearrange furnitute
in each room: , '

c. Given a workbench, the child will appropriately use a hanmer and
a sadv.

3. Inventive Creativicy (boundary oushin?)

Encompasses ingenuity in the use of materigls and tools, ingenulty
in symbolic interpretation of subiect matter, and the perception of
new and unusual relationships.

Teaching examples.\ : ' 2 ‘

a. Given a buillding activity, the child w£N1 use tools and/or
‘ materials in unique ways to. construct a bullding.

b. Given a room to furnish, the child will use g variety of materials
- to construct the furniture (e.g. boxes, 10gs, plastic cubes, etc.).

¢. Given a writing assignment, the child will use symbolic language /¢(/‘
~as part of the writing. e :

d. Given an art activity, ‘the childi can 6£; tools and hatérials in
unique ways to produce’ an original product.

e, Given a ariety of materials with which to make sounds, the child
can work with a committee to develop an original sound symphony.

£, dzven a reading or writing task, the child can solve and/or invent
'~ a variety of puzzles. -

Cges Given,a problem to solve, such as how to open a locked doox
without a key, the child will produce a number of options.

4. Innovative Creativity

Understanding the basic aésumptionshof a fleld of study so well that:
- significant improvements within the field can be produced (e.g. Jung
and Adler left Freud to establish thelr own school.).

5. Emerpentive Creativi_gl(boundety breaking)

Requires the overthrow of an old’ assumption for new assumpbions.
(e.g. the work of Picasso, Wright, Einstein) . .

Goal Category: EVALUATING

The child will increase in his ability to partici te {n the cycle of
evaluation which involves 1. analyzing and relating previous experiences

to the selection of, appropriate goals and criteria for future activity.\

2. sel'ctlng and analyzin prozedures for involvement in the activity;\

and 3. applying the selected criteria, to evaluate the product or ‘ -
experience."

1, Setting,up ;0als and criteria ‘ ‘ -
Teaching example:- Working with a proup. '
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Civen a committee whichlhae been involved in an envelope kit activity,

. the child will be able to participate with the grodp in selecting a

goal and criteria for tomorrow's activity which extends the envelope -

- kit activity.

(e.g. To develop a critetia for appropriately selecting envelopes to
to send any one of a variety of materials such as booka, letters,
jewelery, . photographs. or

" To euctessfully locate on a map all of the cities indicated by
the envelope postmarks or

To analyze addresses on the envelopes to establish criteria for
correctly addreasina envelopes).

+

Teaching examplet Workinp by one's self.

Given a book haking committee in which the children’ are 1nd1v*dua11y .
developing books based on a field trip experience, the child can select
for himself a goal and appropriate criteria for completion of the book.

(e.g. To develop a reference book about birds which will inélude a
description of five birds identified on the walking trip plus a
description of each bird's feeding and nesting habits.)

Selecting procedures for involvement _ !

Teaching example: torking with a group

Given the goal and criteria of successfully locating on a map all of
the cities indicated by the envelope postmarks, the child can partici-
pate with the group to establish how he will be involved {n the
activity, selecting from a number of options for involvement. (Options
might include: 1. The child may select to use his own individuel

map to locate all of the cities. 2. The child may select to work

" with the total group on a large map in locating all of the cities.

3. The child may select to work with the total group on a large map,
belng responsible for locating 3 of the 12 cities.) '

Teaching example: Working by one's self

&

Given the godl and criteria for developing a reference book about
birds, the child will select an appropriate procedure for completing
the task.

(e.g. The child may select to locate and study reference materials,
after which he will develop illustrations of the bird, followed
by a wricten description of each bird, or

’

The child maj select to locate and study reference material, .
after which he will dictate on'‘record a description of each
bird, followed by iilustrating each bird, followed by organiza-
tion of illustrations and typed script taken from the record-
1ng’ etc.) . 5

-Application of selected criteria to evaluation of product ot experience

Teaching example: WOrklng;with a group-

Glven a committee who has set up a goal and criteria 1nvolv1ng the
location of envelope postmark cities on a map, the group as a whole



19

can assess whether or not they have met the poal eriteria and can
record the success of their activity by: 1. dlsplaying their map
or maps in the classroom, and 2. writing about their 1nd1vidual
participation in the activity 1n their diaries.

Teaching example: Working by one's self "

Given the goal and criteria for completing a reference book on birds,
~the child can assess the completed reference book by referring back
to his selected criteria and will then share his  book with the rest

of .the committee indicating his criteria and procedure for developing
the bOOk »

O U T 0 T G 0o S O

A more formal record of the child's work may be developed using a large note~
‘book which includes the following:

NAME Eleanor Mills
DATE June 22, 1972
GOAL To develop a reference book about birds,

r

’ CRITERIA The book will include a description of five birds identified on
the walking trip. Description of each bird will include:
physical features, feeding habits and nesting habits.

PROCEDURE 1. Locate and read reference material on birds,
' 2. TIllustrate five birds.,
3. Write a description of each bird.
4., Orpganize the illustrations and writing.
5. Have book edited.
6. <Develop and attach ‘a cover for the book.

EVALUATION The book met all of the listed criteria.

The following sequence of adult-child interaction will occur over time:

1. The adult will model the evaluation cycle in a variety of activities;

2. The child will participate in the evaluation cycle with the assistance
of an adult;

3. The child will carry out the evaluation cycle without the assistance
of an adult.
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MOTIVATIONAL BASE

INTRODUCTION:
One of the fundamental tenets in the Tucson Early Education Hodel io that

children can learn to be independent, self-motivated learners. Ultimately we
believe that the responsibility and capability of learning rests with the
student. However, this does not imply a laissez-faire or "let the child do
his own thing" strategy in the classroom, but rather suggests a classroonm ,
environment and pupil-adult interactions that help children become self-motivated.
The procedures and materials recommended for TEEM classrooms are designed to
facilitate the development of intrinsic motivation.

~ Intrinsic motivation involves at least two mejor components. The first is
attitudinal; attitudes toward adults, toward peers, and toward activities ahd
the tools of iearning. In TEE!l we attempt to develop positive attitudes toward
learning with the assumption that the development of these attitudes will
contribute to intrinsic motivation. Put more simply, the child who likes to
learn, will seek out and vigorously pursue opportunities-éo learn.

The second acpect of beconing ah independent learner has to do with the
ability to establish, persistently pursue, and evaluate the accomplishment of
goals., We see the role of adults in TEEM classrooms as being crucial to the
development of these skills. It is vitaily important that adults become aware
of TEEM objectives in motivational base, and that they systematically observe, ’
record, and on these bases, make specific plans to stimulate the development
of greater motivational competence on the part of children., Specifically,
various degrees of adult intervention are needed so that children learn to
set realistic goals, to maintaln a persistent-effort in accomplishing these
goals, and to evaluate outcomes in light of the original goals. The required
adult intervention may involve direct interaction with the child or the
creation of setting, materials, conditions, etc. that foster motivational
conpetence. The important thing is that both the interventions and child
progress be continuously assessed through the planning, implementing, recording
and e»aluatinp cycle: (7-I.F. cycle).

A final note on the nature of attitudes s needed. Clearly, one cannot
directly observe a "positive attitude" since this 18 presumed to be a part of
the child's pergsonality or intellect. We can, however, observe what children
do, and on this basis logically infer the state of the child's attitudes.

[Kc

wll Toxt Provided by ERIC .
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How a child approaches tasks and other people when given choices provides good
evidence about his attitudinal framework. Again, it is imrortant that TEEM
adults record the approach behavior of children so that continuous planning for
‘the development of attitudes can take place.

A. APPROACH BEHAVIORS

Each child will become more inclined to initiate contacts with elewents of

the environment related to learning, including adults,- peers, and tools of
learning. _

Teaching examples: Approach to adults

1. Given physical and/or ermotional discomfort, the child will seek
asgsistance from an adult,

-2, In any sccial setting, each child will initiate soctal interactions
with adults,

3. When faced with g problem the child will actively use availablé adults
as one source of information, or assistance.-

4. Given an activity to engare in or new material to work with the child
will seck an adult to share in his investigation.

Teaching examples: Approach to peers as a source of teaching and modeling.

1. When experiencing fairly mild and/or emotional discomfort the child
" will seek assistaace from a paer.

3. Given any social setting, each child‘Will initiate verbal‘interaction
. with peers 1including social and/or academic dialogue depending on
| the situation.

3. Given a committee gsetting, the committee wembers will use the chair-~
' man as a resource for information, direction, and materials; and
|  will attend to the chairman as a model.

T#aching examples: Approach to activities and tools of learning

14 Given a setting* promoting communication skills (e.g. includes reading,
| writing, gpeaking, listening, etc.) each child will ac. vely approach

; the m:*tarials or activities and participate in the options.

ﬂ

- Given a setting promoting discovery skills (includes concepts,

I relstiscaiivg and principles of science, math, and social studies),
th? i1 will use muisivle means of actively exploring the
avalr Lle natovials or aruivities.

3,0 Givon a secting proaceiar sz-chomotor skills, the child will actively
~appresca orid purticipate In thc activity.

* Settings can Include committee time, child initilated activities, and
interest centers. .
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B. Goal Setting

The child,will, over time, be more able to establish and accomplish goals.
Adults in TEEM classrooms have the crucial role of helping the child set
realiastic goals and helping the child experience success through appro-
priate arrangement of materials, Btc., As the child becomes more capable
of setting and accomplishing goals the adults' influence diminishes,
However, thera is a recurring tycle related to the complexity of the goals
and the degree of familiarit{ with waterials or activities. Generally,
when complexity is high and the child is relatively inexperienced with

the activity or material, tore adult guidance is required.

1. Teacher assigtance

Teacher assistance in éetting recalistic goals in hélping the child
identlfy steps toward the goals and in helping the child set criteria
for accomplishment of the goals.

Teaching examples:

a. Given discussion during conference time between teacher and child
of the child's needs and priorities, the teacher will help the
child develar some realistic goals,

b. Given a discussion of activities during whole group planning time,
the children will set realistic goals and activities,

c. Given teacher supgested alternatives or options during committee
time, the child will select an avnpropriate option.

d. Given any of the above settings; the child assisted by the
teacher, will gpecify the steps to achieve the chosen gosals,

e. Given any of the above setéings, the child assisted by the teacher
will specify the time necessary, material needed and an acceptable
end product for his goal(s).

2. Indevendent Goal Setting

Setting realistic goals, specifying steps towvard goals, and setting
criteria.

Teaching examples:

a. During individual confercnces with adults, the child will in-
creasingly, over time, independently select realistic goals.

b. During whole group planning, each child will become more
capuble of suggesting realistic goals for group and individual
activities.

¢. In committee settings, the child will select aporopriate options.

d. Given any of the above settings, the child will specify the :i-=
steps to achieve the chosen goal(s).

e. Given any of the above settings, the child will specify the time
necessary, nmaterials needed, and acceptable end products related
to his goal(s).
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ON~-TASK_BEHAVIOR | N

The child's positive attitudes, i.e. approach behaviors and goal setting
skills should be reflected in vigorous, persistent, gpd sclf-directed

. involvement with accomplishing specific tasks. Such involvement requires

first attentlon and direction, followed by independent and persistent
effort, Some elements of on-task behavior include:

1. Attention and Direction

The <+21d will ostiend to relevant aspects of the task and direct
hi. c7vorts accordingly.

Teochiind examples
Grory v rrunlttee setting, a child will select an appropriate
orita a5 wzlevant to his pre-gset goal, such as exploring "fiveness"

and te will seck and record instances of '"5'" in the environment.
2. Independenca and Responsibility

The chilsd will increasingly be capable of pursuing the goal without
adult help and will take personal responsibility for accomplishing
the gcal as cvidenced by enpuging ia the actions identified as steps
toward the poal.

Teaching exampie:

Given a sign~up for child selected setting, a child will sign up
for the activity that interests him. He will then pursue this
activity independently. ‘ o

3. Persistence

The child will be able to remain involved in the task throughout the
stages required for completion.

Teaching examples:

a. Given a child selected setting, the child selects a puzzle to work.
‘He finds it impossible to work, so he seeks help rather than
leaving it unfinished.

b. Given a committee setting, a child chooses the option of making
puppets to illustrate the book he has read. He does not get
them finished, but he makes a commitment to complete them during
child initiated time. :

SELF EVALUATION

Evaluation is the procuss of judging the extent to which a performance
or product meets pre~established criteria. Criteria may be based on
broadly accepted cvltural standards, such as standards for writing in
manuscript. Criterion may also be based on criteria set by the student
himself, criteria jointly determined by the child and his teacher, or
criteria agreed upon by his peers in committee activities. Evaluation

requires the ability to judge performance according to a standatd or
model.

In the area of self-evaluation, objectives are f equently developmental. .
Developmentally, both judgment and measurement skills.may vary along the
dimensions of the amount of adult or peer assistance required, and
complexity of the product or performance to be gvaluated.

r



1., Judgment according to a model or gtandard

a. With teacher assistance

The child will be able to judge his performance by reference to
a standard set jointly by himself and his teacher.

Teaching example:

Given a situation in which the student has expressed his desire
to dictate a story, and the student and his teacher have decided
which of many 1deas should be written to best communicate the
child's main idea, the child will judge whether or not the points

. agreed upon are those which have been presented, The child is
free to seek the opinion of others to cunfirm his judgment.

b, With peer assistance \

The child will check his products against classroom reference
resources, and with his peers.

- ! Ty

Teaching example: | ’ l

?

i

Having written a story .to be pv~1ished" as a class book, the child ’
will check his punctuation and tpelling with standard reference
resources in the classroom, and will then submit his story to the
editorial committee for further checking.

¢. Without assistance

The cnfld will use culturaily accepted standards to check the
accuracy of his work.

Teaching example:

Given a situation in which the child has tried to estimate the
circumference of the world globe in the <¢lassroom, and has
recorded his estimate, the child will measure the actual circum-
ference (e.g. by using 4 plece of string to go around the globe,
and then measuring the string). He will record the actual measure
and compute and record his error of estimate.

2. Me89urement of Performance

a. With teacher asaistance

The child will be able to use a graph developed with the
assistance of the teacher, to record the number of new sight
" words he learns each week,

Teaching example:

Given a situation in which the child sets weekly goals regarding
words occurring in experience stories which he/she wants to learn
as sight words, the child can use a bar graph to record the

number of words learned weekly. Once weekly recording has been
established, he can keep bar gragh records for weekly acquistion..
and for retention (on a random sampling basis).

b. With peer agsistance

<
With the help of peers for confirmation of the count, the child

. ot can keep records on the number of -descriptive words which he
~uses to elaborate his written products.
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Teaching exampie:

Each time the child uses a new descriptive word in his written
products he marks a tally in the column for the current week on

a tally sheet (the child keeps a filé of word cards with his own °
definitions). Each Friday the student plots the number ol new
descriptive words and other than new descriptive words for that
week on & line graph.

Without assistanqg

The child can keep a record of his activities during child
selection time.

Teaching ekample:

Given a situation in which the child sets a goal to select from a
wider range of options during child selection time, he .is able

to graph (with a bar graph, ple graph, or line graph) the time he
spends in each child selection activity every week. (NOTE: he
may also note reasons he avolds some options, e.g. the materials
are not interesting, he does act have the vequired sk!lls, etc.

- If the latter 1s the case, thi. ..y provide the opportunity for
- further. self-goal setting and/or consideration of the appropriate-

ness of the activities and materials provided,)
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SOCIETAL ARTS AND SKILLS

The societal arts and skills category is another major goai area of TEEM.
In societal arts and skills, we attempt to account for and promote the develop~‘
ment of compétence in ihe.traditional'academic subject matter areas as well ad
the arquisition of social skills. It should be stressed again that these
objectives are not exhaustive lists of behaviors to be acquired by children,
but rather are a resource of ideas that can be used by teachers. There are
many socletal arts and skills that are not included 1n‘our listing of objectives,
but may be of such importance at pérticular times and for parciculér children
that they should be 1ncorpo:atedlin TEEM; ‘

The first category in societal arts and skills is communication skills
including objectives for reading, writing, speaking, mathematics, science,
social studies, and aesthetic skills. IE is important to note that in TEEM we
attempt to develop 'these skills in an integrated or oFChestrated m%Pner. Opera-
tionally this means that none of the skills, e.g. reading, are taught in an
isolated context apart from experiences or activities that enhance development

in the other goal areas. 1In TEEM we sirply do not teach specific reading skills

" for their own sake, but rather attempt to incorporate'specific_reading skille,

e.g. sound symbol associations, in with learning to learn skills, motivational
competence, and ovefall_language development. Moreover, while the traditional
academic subject matter‘distindtions, e.g. soclal studies, sciencé,'etc., are
abolished, we do attémpt to develop understandings of the fundamental concepts
and principles traditionally associated with these areas. For example, in TEEM
we do not have 8 perlod of the déy or a specific block of time devdééﬂ"fbw-mmuﬁ
specific subject matter areas, but we do atteapt to develop“understandings'of- o

~ gclentific principles 1ike the effect of changes of temnerature upbn the mass

of various substances. The teaching of such principles is accomplished within
the context of actiyities or experiences that promote development in other
goal areas. 2n example of such an activity might be aJcooking experlence.

An additionsl area of concern in TEEM relates to the deVelopment of various
social skills, Much of the literature relating to the development of social '
skills in young children seems to be based on an assumption that soclial behaviors
such as cooperation, self control, or responsibility are'developed as pervasive
personality traits which characterize the individual's behavicr acrogss a wide '
range of situations. Increasingly, it 1s being recognized that, contrary to

this assumption, such social behaviors may be situation specific. The former
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expectation that very pervasive treits of social behavior would result from
a given tyve of early educational experience may well account for the limiteé
success which program supporters have had in demonstrating the resulta of their
-efforts, Beyond question, soclal skills are most likely to generalize if we
plan and provide for transfer in quite gspecific ways. Therefore, as we use in-
structional objectives relating to 8kills for Social Competence, the setting !
and conditions for the objective should be specified. As the skill is developed
in one setting or under a given set of conditions, these features may be varied
to facilitate transfer. The progression of objectives. may reflect 1nstructiona1
efforts to help children to generalize behavioxr developed in one setting or under
a particular set of conditions, to new settings and conditions. ’

As in the case of self-direction skills, objectives may be differentiated
along dimensions of 1. the amount of intervention or assistance frem others,
and 2. the complexity of the target behavior.

The major categories for social'competency skili: are ir craction
with others, 2. self-management, an'! 2. attitude toward self, ..}t  ves
relating to these categorles may be dcieloped from the classes of behagvior
indicated beloy:

; 1. Interaction with others
i ~ altruism
~ anger: 1inhibition of aggressive impluses ‘
- dependence - independence
love
Jealousy (control of)
compassion (empathy?)
conformity to group norms
honesty
helpfulness

cooneration
~'re1nfongment of others

[ S B B |
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2. Self- management

- self~reward

- gelf-regulation
- punctuality

-~ orderliness

- gself~control

- patience
- regpons’hiliity
3. Attitu.. 3elf ‘
- gelf~coi: ~.g. risk-taking?)
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The behavior class of cooperation 18 used at the énd of this section to

11lustrate objectives related to the social skills of fntergcting w;th others.

A.

COMMUNICATION SKILLS: LANGUAGE ARIS. : o

The Language Experience Approach to language arts is used in the TEEM
Program. This approach organizes the child's own language and experience
to develop the following skills:

listening skills

speaking ekills

dictation and writing skills
tvord recognition skills
comprehension skills

oral and silent reading skills

The child's own languape and experience is the content for his beginning
development in the above ar2as. These are extended to the use of a

 variety of printed media while the language of the child continues to

davelop. Children's communication skills within the language arts are
promoted throupgh many experiences, activities, and devices and are
developed within a variety of settings.

The -major categories for comhunication skills within the 1angusge arts
are listed belou.

)

‘1. Speaking

Speaking can occur in small grcuns, children working in pairs or
in large groups. Different pury.ses for speaking might include
giving directions or descriptions, conversation, discussion, story
telling, etc,

Teaching examples:

a« Given a set of pictures the child can discuas them in a small
group. ‘

b. Given a familiar story, the child participates in dramatizations
for the large group.

c. The child can prepare and give an oral report to the large group.

2. Listening

Listening can occur in such settings as large group, small group,
children working in pairs, or a child working alone with recording,
etc. Different purposes for listening would include enjoyment, to
follow directions, to.respond in conversation or discussion, etc.

Teaching examples:

a. Glven a small group discussion, the child is able to participate
as a listener as shown by his responses to idcas being discussed.

b. Given a large group setting in which b:story is Being read, the
child is able to participate as a listener as shown by his
actions and responses at the close of the session.

c. Given a situation in which two children are working together, the
child 1s able to participate as indicated by his ability to be
involved in a cooperative way with the other child, _
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3. Writing

Writing can occur in a variety of settinge. Different purposes might
include writing short stories, writing books, writing plays, etc.

Teaching ‘examples:

a. The child can dictate his own story, observing the teacher as she
writes.

b. The child can write his own story, refining the process over time._
c. The child can punctuate his own writing.

d., The child can write and Bpell ‘correctly basic vocabulary words in »~ .
his stories. . , B¢

e. Given a visual presentation of a lower case or an upper case 1etter,
" the child can reproduce it from memory. -

f. Given a familiar wovd printed in manuscript, the child can reproduce
it. .

E

8. The child can print his own story in manuscript using visual
nodels when needed.

h. The child can write his own story in cursive writing without
using visual models. : s

4. Reading

Reading can occur in a.variety of settings such as library center,
comnittee setting, at the rug, etc. There can be many different
purposes such as enjoyment, reading for specific information, etc.

.a. Sipht vocabulary

. Teachiug examples:. ' N
1. Given his own Btory, the child can read selected underlined
words.

2. Given words put on cards from the child 8 own story, the
child can read them.

3. The child will be able to read words selected from hie own
word ring. . ;

b. Phonic analysis

Teaching examples: | . .

1. Given an oral presentation of an initial consonant, thg child
will be able to name wotrds that begin with the corresponding

sound. .

2. Given a written presentation of an initial consonant, the child
- will be able to select from a 1ist of hig words the word that
begins with the corresponding letter.

3. Glven a written presentation of an initial consonant and’ a .
serles of pictures, the child will be able to match the picture
with the correct initial consorcant.

(The above objectives could be-used for congonants in the final
position and for blends or digraphs.)
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Given a word pronounced by the teacher, the child wiil‘he able

to select from three of his wWords tiie.word beginning with a-
similar initial or ending with a.similar final consonant.

Given a root word with the phonogran at, the child will be
able to substitute the consonants c, b, m, r, s, 1n writing.

(Other phoncuzrams can be used in the same way )

6. Given an oral precentation of a faniliar word, the child can
provide orally a ruyming word.

7. Given an oral presentation of a familiar word to illustrate
one of the shott vowel sounds, the child can orally identify
another word using the same vowel sound.

" (Substitute words with long vowel sounds.) N
8. Given words in pairs (hat-bat, bag- -bog, bat-bag), the child

can discriminate initial consonants, medial vowels, or final
consonants.

Structural analysis

Teaching examples:

1.

4.

Given a 1list of familiar words to which beginnings or endings
have been added, the child can identify the root word by
underliping it,

The child can form compound words from familiar one-syllable
vords.

Civen a list of the child's two-syllable woxrds, the child can
divide the words into their syllables by applying structural

“generalizations governing word division,

The child can find a needed word in the dictionary when he
knows the firsc two letters of the word.

Reading comprehension

1.

‘Teachxng examplé N .
-~

Literal recoaéition And translation

Teaching examples:

‘a) Given a paragraph (composition; essay, story, etc.), the

~

child can answer questions using the authers words, e.g.
who, when, where questions.

b) Given a parapgraph (composition, essay, story, etc.), the
child can express in his own words or some otlier way what
the author said.

(Both of the above can be achieved simp;y by getting cues
from language structure. A knowledge of .what ihe author's
words mean in not essential,)

'-Integg_etation : : o .

a) Given a paragrqph (compositiOn, essay, story, etc.), the
child, can ansver question (e.g. make inferences) implied
but not stated by the 1uthor. e. . Is such a thing good
or bad? - ‘

(Requites understanding af wotd meanlno )

T | Y
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‘Teaching example: ) e

a) Given a paragraph (composition, essay, story, etc.), the \

: child can solve a problem presented in the authdr's
wvork. e.g. story problem in math, solving a riddle,
solving the plot of a detective novely etc,

4, Gritical '
Teaching enomplet

a) ‘Glven a paragraph (composition, eqsav. story, etc.), the
reader makes an evzluation or judgmernt of the author-
and/or his work based on a stated standard of value of
his own. This is not simply giving of opinion (which
is interpretive). e.g. Is this essay a significant
work? , What do you value n this essay, Stating your
standard of judgwe1t. . ex :

\ & -

5. Creative

Teachlng example: b ¢

a) Given a paragraph.(comnosition, essay, story, ctc.),
the reader produces a product of his oun based on or
influenced by ..omething he has read. e.g. Child might
be inspired to v.-ite a poenm or ¢usay based on an ldea
derived from nhis reading.

e, QOral Reading
‘Teaching examples:

1. Gilven a familiar story, the child‘%s hﬁlo-tov:ead with
clear and distinct enunciation. °

2, Reading from a familiar story, the child i3 able to convey
the neaning of material read ocally.

COMHUNICATION SKILLS : k MATUEMATICS '

The Eain enphasgis of mathematies Iinstruction in TEEM 1is upon learniné_
concepts and skills by workine with concrete objects. In this way children .
learn that math concepts and sit1ls grew out of the natural eanvironment "
and not solely from the rote qemorization of abstract symbols and operations.
Children learn mathematical concepts through an individudl reasoning process.
involving first exploration with concrete experiences, offering and testing

‘hypotheses, and finally drawing conclusions. The theoretical basis for

nmuch of -this 'program derives from Plaget while 1ts practica! applications
lean heavily on the material prepared by the Wuffield Matheniacics Project,
What the Nuffield Project and other similar approaches have done is to
show how-a math curriculum .can provide ‘activities for children which

match the different developmental states of cognitive development as
described by Piaget. The purpose of these math objectives, therefore, is

- to offer examples of how objectives can be written which are sensitive to

the developmental stages of childrern and specify activities which may give
some clue to the child's understanding of math concepts.  The objectives
and activities are not exhaustive nor were' Lhey inteaded to be. Rather
they are a jumping off point. It is hopod that teachers will refer to the
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Nuffield and similar curticula for- more complete lists of concepis and .
activities and to specify oﬁjectives using the ones ‘provided here as
guides,

é

It was our intention in writing the objectives to deronstrate that math
skills can be learned and asdessed at any activity at any time of the

day. Cooking, athletics, intellectual kits, bullding blocks, etc. are

ali experiences within which children can 1earn concepts and demonstrate
their un':rstanding. We¢bope, therefore, that teachers will exploit the
full potentialities of ghe total ciussroom environment for math learning.

1. Conservation of number

Given a group of objects, che child will {ndicate that the numbcr of
objects in the group remains the same, no matter how they are shuffled
or arranged.

[4

Teaching example:

Arrange 10 beads 1A two sets. Ask the chiid to count the beads in
each set. Rearranje the beads. Ask: Do you think there are more,
less or still the sare wumber of beads? : -

R Prerequiaite skills for conservation of nuwher: &
' a, Classification

) )
(Given a group of objects, tc child will placc together objects
which have a gself~determined common factor.

B Teachipg exanple: _ ' ¢ '
o// ' Gilven a cooking experience :ryolving a variety of ingredients,
the child will classify the irgredients acco;dinp to some comnon
characteristic.

b, Partitioniogp
Given a set of objects, the child will divide the set into sub-sets,

Teaching example:

' Given a set of wrapped candies, a h11d ‘will divide the candies

accordiag to vome self-determined characteristics. »
, e
c. Intersuoction _ J

Given two or more sets of objects, the child can find a common
attribute among the objects in the SEt.

Teaching example:

Given a hat kit, divided into hard and soft hats, the ohiid can
form a set of hats which have attributes conron to hacrd and soft
hats. e.g. work hats.

* d, Matching (one-to-one correspondence)

-

Given two sets of objects, the child will associate one object of
a set."ith a corresponding object in another set,

Iéauh~n~ eszanples

Given a recipe and ingredlonts, the cnild can match tho recipe
symbol with the concrete ingredicnt. N
. |

A 1




e.».Matching (manzrto-one cofrespondenc_L -

Given two sete of objects, the child will rssociate wore than one
cbjecc ¢f a set with only one object\in tne other set.

N

Teaching ex:mple. v

Given a set, «f children and a birthday calendar, the children can
graph their birthdays and indicate how many birthdays there are
under/@ particular date, (e.g. month. )

Addition

Given two or more sets of objects, the child demonscrates vetbally ot
pictorially (mavping) his undetstanding of the process of addition.

“Tedching example:

Given an intellectual kit on 1its subsequent continued use, a child
will be able to verbaslly, pictorially or abstractly demonstrate his
understanding of the addition process. S

Prerequisite skills for addition:

«

a. Inclusion ' B

Given a set of ubjects, the child specifies what are the stib-sets.
Teaching example:

Glven a collection of things collected on_a nature walk, the child
divides then into living and non-living thinos.‘

b. Ordering : "

Given a verbal spatial direction , the child will place himself or
an object in the space specified by the direction .

Teaching examples:

1) Given a self-selected construction project, the child can lay
out his materials in the sequence necessary to construct the
project. 1.e. This must be done first, then this, etc,

2) Given instruction to line up, a child will be able to place
himself in the designated place in relation to the other
children.

¢. Ordinal - v

Given sets of different quantity, the child indicates which set
is larger.

\

Teaching example:

‘Given instructions to form a line, ‘the child can indicate poqition,'

e.g. lst, 2nd, 3rd. etc.
d. Cardinal

Given two or more sets of different quantity, the child can
verbally or pictorially indicate how many objects are in a set.

-Teaching example:

Civen a set of children in a class, the child indicates how many
are .present, absent, how many are boys, girls, etc.

33 -
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Given symbols for the different math operations, the child verbsally
labels these symbols.

Teac ing example:

Given a number sentence, the child will employ the correct process --
associated with that symbol.

‘

Subtraction

Given two sets of objecta, the child demonatrates verbally or pictoriallj
(mapping) that he understands the ptocess of subtraction. 4

Teaching example. S e L

Given the li-Ho Cherrio game, the child demonstratco his understanding
of ‘subtraction.

Pre-Multipiication

Teaching examples:

" a, Using the 100' square (a la Nuffield), ‘the child 18 asked to color

every two squares with a different color; and the child verbally
indicates that 4 sets of two squares gives you eight squares,
" (See“Nuffield) -

b. Using a number line, the same concept can-be denonstrated. (See
"Math in the Classroom," Chickasha Public Scticols.)

Pre-Division - -

Teaching example:

Using a cooking experience, given a cupcake tin holding 6 cupcakes,

the child will bé able to use the tii" the correct nuuwber of times

to bake cupcakes for a class of 24. \,
\

C., COMMUNICATION SKILLS: SCIE&CE! SOCIAL STUDIES, ETC.

1.

Concepts.and principles related to the cycle of life: Human, Animal,

and Plant.

Teaching example. T

Children are encouraged to study\;he growtlr of plants in the classroom.
Several varidtions in conditions surrounding the plants are intro-
duced by the children and adults. (e.p. exposure to sunlight, water,
nutrients, etc.) Children axe asked to predict the effects of varying
conditions. Children might then be taken on a field trip to a local
farm, nursery, etc:’ Dictated stories, talking murals, charts, etc.
might follow any of the sbove experiences.

Concepts and principles related to the effects of nature upon man;
how he lives, what kind of work he does, etc. :

Some of the effects of nature include: climate, changing seasons,

natural resources, geography, etc.
Teaching example:

What do we wear and why? Do we wear different things at the beginning
of the school year vs. the middle of the year?
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3. The influence of tools and technology upon man's 1if{e
Teaching exanple: '

For one day everything associated with electrical enerxgy is not used
in the classvoom. Children are encouraged to predict how this will
change things, and following the experience are asked to describe
what things were missed.

4. Man's influence on nature

Teaching example:

A variety of oommon objeots are presented to children who are asked
to predict whether they're man-made or natural. The origin of these
~things .is then explored.

S. Human relationships

Teaching example:

Children are asked provocative questions, such as: Why do people live
together? What does it take to be a friend? VWhy do people act as
they do? How are all people alike? How and why are people different?
Children are guided to tenative answers to such questions through
considering concrete experiences.

COMMUNICATION SKILLS: AESTHETIC SKILLS

Aesthetic skills, while difficult to define precisely, are importnot to
the development of sensitive adults and children. Aesthetic skills are

- relative to one's socio-economic level, cultural group, time, purely

personal preferences, etc. Given these complexities we will not try to
define the content of aesthetic skills, but rather focus upon process.
The processes of awareness, understanding, appreciation, and valuing are
included in the following objectives.

1. Awnreness

Awareness involves being open to new expericnces or what 18 sometimes
referred to as a willingness to rccelve and attend.

Teaching example:

Several different types of music, e.p. Jazz, hard rock, classical,
etc,, are played in the classroom. The children are asked to describe
the mcod of the music, =.p% happy, sad, etc.

2. Understanding

Understanding involves seeking out or being willing to consider infor-
mation about an art form that one has experienced.

Teaching example:

Different forms of painting, pottery, crafts, etc., are presented to
children. Some of the forms are different from those used by the
child's particular cultural group. Children are asked to classify
the forms and suggest reasons for the development of different forms,
In an art activity children are encouraged to try different forms
over several days.
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3. jAppreciation

ﬁkppteciation involves respect for differences. The particular art
form may not be particularily beautiful to the individual child, but
the child should respect it as important to some people and on that
basis gsee it as being good.

Teaching example:

After going to an art museum and having a local artist in the class~
room to discuss his work, the teacher had a variety of art prints
available for the children to choose one each day as the '"Picture

of the Day." The child or children who choosc the picture could
share tha reason for tha choice or the reason they appreciated that
particular print. Children are also asked to attempt to explain why
the art forms differ, and possibly explore what the artist has in
mind while creating the example. )

4, Valuing

Children should be encouraged to develop personal preferences for
specific art forms. The particular type or style is not as important
as the process of learning to make cholces.

Teaching example:

When given a number of free choice activities involving different
potential aesthetic forms, e.g. music, palnting, working with clay,
etc., the child can express a choice.

E. SOCIAL SKILLS*

1. Cooperation on a task of minor complexity with avsistance from a peet

The child will be able to cooperate by iaking turns on a board game .
with one other child.

Teaching example:

Given a situation #n which a child who is familiar with a board game
(e.g. slides and ladders, hi-ho Cherrio) the skilled child demonstrates
how to play the game (c.g. move board plece the number of spaces
indicated on spinner or dice) and how players must take turns for the
game to "work." The child vho is learning the game demonstrates
cooperation by waiting for his turn without complaint.

2. Cooperation on a task of moderate complexity qith asgistance from an adult

_ After observing a demonstration by an adult, the child will be able to
fulfill a given role based on a division of labor designed to accomplish
a specified task.

Teaching example:‘r

Given a moderately complex jigsaw puzzle, the teacher will demonstrate
how a pair of children aight cooperate in putting the puzzle togethet
through a division of labor. The teacher might demoustrate how one
'¢child could look for pleces of the border, and another child could look

% Due to the excessive leangth of this document only one area of social skills
(cooperation) 1s treated extensively. Other types of social skills are
listed and briefly discussed on pages 26 and 27.

[Kc
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~ each one "doing his own thing and arguing about resources,’
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for pieces of
gky or .earth, as a cooperative strategy for completing tha puzzle.

,The teacher emphasizes verbally that this is one way to do a jodb

nore efficéntly by cooperating. Attainment of the objectlve is
judged by ohserving whether or not the children complets the puzzle
without arnument. (?)

Coopoeration on a task which 1s complex because of the number of
children involved {n the activity with guidanc2 from an adult,

With adult guidance, the child can work with a group of (hree other
children to construct an agreed upon object.

Teaching example.

Given a situation in which four boys are playing with floor blocks,.
" an adult
steps in to guide the activity and to model cooperative group work.
She may suggest possible group projects. e.g. "Should we try to
build a boat or a tractor?" ' The boys say "A boat. We can all play
in a boat." The teacher responds, "Oh, I wonder where we should put
the front end of the boat, the part that's called the bow." The
children decide, and the teacher guides them througn other steps in
planning. e.g. What materials are needed? How should we decide who
the captain will be?, etc. Attainment of the objective is judged
on the basis of whether each child contributes to the plarming (i.e.

by offering suggestions) and to the construction (i.e. by putting
' materials in place, helping to 1lift heavy or bulky objects, etc.).

Cooperation in assigning and accepting roles to carry out a gxoqg
activity without adult;guidaqce.

The child can contribute to a group planning effort and accept the
role assigned to him. N

Teaching example:!

Children have decided to construct and operate a store. Jointly they
divide the task into componénts. e.g. getting empty food containers,
shelves and how roles (clerk, checkers, wholesaler, etc.) will be
allocated later (e.g. rotated or some othet alternatives).
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In tLe TEEM goal area of language we stress tha development of language
~ competence. Language 18 of course one of the basic characterigstics that
 separate human beings from other apecles. Language may well be the essence of
"humanness" and z¢ such qualifies as a cruclal aspect of the development of
children. 1lYoraover, recent'psychological research éSCablishea language not
only as a nmedlum of"communication but also as a tool of thought., Thus,
language developmént is closely related to the TEE& goal area of intellectual
skills. o |

While all early childhood education progtams emphasize language development
TEEM 1s unique in that the child's language 1s used a8 a basic tool of in-
gstruction. 1In the TEEM applicatioﬁ of the languapge experience approach to
developmental reading, children's language productions are used to.introduce
the process of reading. Reading skills are aeen»as a part of the child's.
overall language development. In order to promote intellectual skill‘develop-t
ment and growth in traditional academic skills like rcading within the TEEM ’
model we must motivate children to more language production and rore complex
language forms. Language development more than any other feature, serves to
tie together the goal arcas of TEEM.

The basic philosophy of TEEM suggests using the child's natural language
as a medium of instruction. We are committed to the position that there are
no right or wrong language forms. The diverse language forms found in TEEH
classrooms throughout the United Qtates include the black dialect, native
languages among Indians, Spanish-spaaking Chicanos, and rural white d‘alects,
All of these language forms are communicative, ahd.thétefore are ‘'good" in
thelr own right. In TEEM classrooms there should be at least one adult who
understands and gspeaks the child's natural language. Children should be
vencouraged to use language, verbally, writinp, etc., regardlevs of the
language fornm available, and these language productions should be reinforced
by classroom adults. The child's language should also be recorded in symbolic
fdrm, nd used to encourage more complex ‘language production.

While we reject the 1dea of requiring children to learn standard English*
a8 a prerequisite to instruction, ve are committed to promoting competence with
standard English. The timing and extent of instruction is standard English
must vary with individual children. We prefer to leave this deciasion to

* See footnote at the boitom of the next page.

N
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individual teachers Qho are hopefully knowledgable about the child's native
|anguage and how these language patterns will relate to standard English.

S Accepting the child's language snd encouraging lahguage production are
seen as the initial steps toward stimulating the\deveIopment of more complex
language expreasion. We are‘dedicated to taking the child's language as 1t
exists and enﬁaacing its complexity"and increasing its usefulness. This
1nvol§es helpirg childr;n to increasingly use language as a tool of thought,
and thereby stlmulating more complex thinking skills. It also involves

| broadening tﬂe‘range of expériences and encountexs with the environment that
can be understood, described, and analyzed with language. ?inally, it
involves learning the appropriate times to use formal and informal language
forms depending upon the context, purpose of communication, peopxg-involved,
et¢.  The following‘represents our best efforts to date to describe general
objectives in the goal area of language. Again the reader is cautioned to
view these objectives as a general outline of what we hope to accomplish in TEEM.

A. RECEPTION AND INTERPRETATION OF LANGUAGE

Comprehending oral language requires auditory and visual reception to
decode 1t. However, it is necessary that a child also learn to inter-
pret and evaluate the messape that 1s being transmitted to him. This
involves the emotional, connotative, denotative, and volitional content
of the message as well as the social and cultural dimension of the
language.

1. Recelving

Recelving 18 the process by which a child recognizes and/or under-
stands what he sees and hears,

a. Intonation: Interpretation and .evaluation

This involves the emotive dimension or optional aspect of
language. The child nust learn to decode facial expressions,
gestures, and body action as well as tone changes,

Teaching examples: Auditory - visual

——a

1) Given a committee setting, the child listens to recorded
. voices that have emotional overtones and views pictures of
faces and 1is able to associate these with descriptive words
such as8! angry, joyous, joking, whining, etc.

* The term "standard English" 18 .used reluctantly and with the deliberate
avoldance of any attempt at defiaition. Maybe it will suffice to simply

print out that we embrace a rather broad view of what constitutes ''standard
English."

Q
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2) Given a committee setting at a listening center, a child
listens to a recorded poetry reading and records by drawing
: or writing his interpretation of or feelinpe about the
“— "selectlons heard.

Teaching examples: Kinesics

———

1): Given a total group setting in an uncluttered area, the child
is asked to respond with body movements to spoken words such

as: tipght, loose, stretchy, soft, swishy, rubber stiff, etc,

2) Given a viewing committee setting, a child will watch a film
without sound and interpret the events by the gestures and
body movement of the players and then view again this time
with sound and evaluate his first impressions.

b. Structural intonation

uevactural intonation includes all the obligatory features and
satterns of English intonation such as: pitch, stress, and
juncture. '

Teaching examples:

1) Given a listening center during a committee time, a child
will listen to a rhythm record such as: "Indian Drum Song"
and tap out the rhythm,

2) Given a committee setting, a child will listen to a reading
and be agble to analyze the quality of rhythm and voice .
- terminals be heard on the basis of his ability to interpret
meaning by the structural intonation.

2. Sending or encoding

Sending or encoding 18 the process by which the child encodes his
megssage in the audio-~lingual code of speech.

a. Intonation

Teaching examples: Interpretive intonation

Interpretive intonation is the optional or individual quality
and variety to oral recading and speech.

1) Given a whole group -setting, a child will act out or pantomime
his favorite book title or fairy tale. The other children
will guess what he is:acting out.

2) Given a tape fecorder, a child will read his dictation several
times, each titie with a different emotion. He will then
listen to his readlngs and evaluate them.

3) Given a variety of musical instruments, aticks, bells,
tamborine, drum, etc.; the child will interpret his feelings
by playing one or more of the instruments.

Teaching examples: Structural intonation

Structural intonation plays & systematic role in the overall

sound and rhythm of English speech and oral reading. It combines
features of stress, pitch, and pauses. -

-
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c. Use of language to gain information

1) - Stresa

Given a committee setting, a child will ask or tell jokes and
riddles or present a comedy skit to the other members of his
committeu,

2) Pitch and terminal pauses \

Given a committee setting, a child will engage in a discussion
with other menbers of his committee on a selected mutually
shared experience, this discussion will be taped. The committee
will listen to the tape and evaluate the effectiveness of the
pitch and terminal pauses of their voices in the evolving

g dynamics.

ENCOURAGING #Nu IMPROVING LANGUAGE PRODUCTION
1.

Lanpuat- aud the affective domain

This n.ca overlaps with the goals described for motivation, and is
discussed here primarily for emphasis, It is assumed that whatever
language competencies the child has can serve him best 1if he shows
willingness and enthusiasm in using them. Thus, in this area we

are much more concerned with what the child doeg do, rather than simply
what he can do. Therefore, the major consideration is the extent to
which the child spontaneously-uses his improving lsnpuage competence
in a variety of situations. Teachers with both cognltive and,
affective language objectives in mind will look at and attempf to
asgess lanpuage behavior in a broad variety of in-class and out-of-
class situa*ions.

a. Use of language for specific purposes such as communicating
emotion, settling disputes, etc.:

Teaching example:

Teachers will model and observe the use of lanpuage to settle
disputes among children, and over time children will increas~
-1ngly usc language rather than physical means to settle disputes,
e.g. discussion of takinz turns, etc.

b. Use of language to attain goals
Teaching exavple: t

Increasingly children will use language to, present their needs or

desires. e.g. Over time children will become more likely to

verbally request desired objects, etc. rather than simply seizing
. then,

Teaching example:

Over time children will spon'»uuously ask more questions, or nort
specifically, the teacher m. 20~ count the uumber of questions
asked during and after di -iurzac fleld trips with the expectatl
that the number of questi ;2 will increase over time.

: gmma,muw-
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d. Usc of languape for humcr and enjoyment

Teaching example:

Over time children will increasingly "play" with language by
- making puns, turning phrases, etc.
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Spontaneous talk

Over time the child will (within limits) increase his language
production in nearly all situations (funeral services and mass
excluded!) i.e. the amount of spontanepus tslk among children

and child to adult will increase in formal and informal situations
in and out of the classroon.

Improving language production

a.

1) Before, during, and after child selection options, pupil

The child over time will improve his pronunciation of English

sounds

Teaching examples:

1) Given a list of words recorded by the teacher from the child's S

talk, the teacher w’;1 note those words that the child is
beginning to pronounce correctly,

2) Given the use of a Language Master and cards categorizing
words according to speech sounds, the child is sable to
pronounce more words correctly in various categories.

3) Giveﬁ a Word lotto Game or high frequency word games, the
child 1s able to pronounce words correctly.

The child will improve in fluency of expression

Teaching examples:

shows increased fluuncy planning, describing, recounting,
and evaluating the activity; examples: block play,
housekeeping, cooking, wood WOrking, painting, story
telling, sharinp, etc.

2) Through planned activities designed to increase fluency
-which might be watching a film strip, role playing, story
telling, etc.; 8 .chart indicating type and frequency of
responses will ba kept by the teacher as she observes:
ideas " names  quotes descriptive words action words

Abdul - 1 111 11 . 1111 ' 111
Suzy 111 1 111 1111
The child over a;period of time will acquire and use a variety

of words

Teaching examples: .

1) Given en intellectual kit experience after its use in an
independent committee whei.e the language was recorded with a
tape recorder, during individual pupil conferences with the
;teacher about the content of the kit, the teacher will keep
records of the varlety of words used.

2) Given an intellectual kit the teacher will work with a
committee in a structured activity. The variety of words
used will be checked. '

3) Given an intellectual kit in an independent committee and at
a later time while using the tape recorder, the teacher checks
for consistency in the child's acquisition in the use of a
variety of words.



43

a,

' d. The ¢hild will improve in his/her ability to transform English
sentences (syntax). (Note: the followinf examples may occur
in a variety of settings such as confercnces, sharing- time,

committee time, ete.)

1) Given a simple declarative sentence, the child will be able
to transform that sentence tp a question. 1.e. The flight
to Mars takes one week. Does the flight to Mars take a
week? : e .

2) Given an affirmative sentence, the child will be able to
transform that sentence into a negative statement. 1.e.
All cars and trucks must use gasoline. Some vehicles do -
kzz;t use gasoline. Instead, some use diesel fuel and some

e even powered by electricity,

3) Given a sentence in one tense (e.g. present), the child will
be able to transform that sentence into any of the major
tenses., 1i.e. I“am choosing an art activity. I will be
~choosing an art activity.

4) Given a sentence in the active voice, the child will be able
to transfer that sentence into the opposite voice. {. ¢,
(active) The class dovm the hall gave a party. (passive)

A party was given by the class down the hall,

e. The child vwill increase undetstanding of Enplish 1nf1ections

vTeaching exanples? p

1) Given singular words, the child can change them to plurals,
and vice-versa. ex. car - cars, boat -~ boats, demons -
- defmon, sodas - soda, -

2) Given a verb stem, {ﬁe child can add the correct past tense
ending. ex. play - played, putt - putted, climb - climbed,
--jump - jumped. )

3) Given'a sentence in one person, the child will correlate
'~ _changes in person with changes in verb endings. ex. I
play basketball everyday. 1 played basketball everyday
last week. »

4) Given an adverb or adjective. the child will be able to add
the changes which signify comparison. ex. smart - smarter,
clean - cleanest, smooth - smoother, fine - finest.

f. The child will improve in his/her ability to. describefspatial
relstionships among objects which are bbfore him. ex. '"The
cookies are beside (next to) .cu2 cups. " |

Teg;hing exanples:

1) The child will improve in his ability to use relational terms
such as longer, wider, taller, etc., for describing one
dimension about an object or two dimensions. ex. '"That one’
is shortet.” rather than just “"That one is small and that is
big.

2) The child will 1mprove in his/her ability to use prepositions
~ to describe the.position of objects. ex. in, on, around, about,
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3) The child will _improve in his/her ability Qh use comparative .. .
ARt sentedces to describe a scene, ex. "fhere Wre more trees in
this block than telephone poles."

. The child will 1mprove in hia[her ability to compare évents of
which at least _one and fréequently both are no loncer happening.
The improvement is in his ability to describe tempdyal relation-
ships. ex. "I said that I would read after I finish playing."

Teaching examples: o |

1) The child will improve in his ability to refer to more than

one point in time. ex. "I will show you what 1 got for
Christmas," ‘ I .

2) The child will {mprave in her atility to use time words to
express order, sequence, and simultaneity. ex. 'When it has
a flat tire, it teeds to go to the stotion."”

- The child will improve in his ability to use larguape for the purpose

of explanations. - ex. '"Bananas, grapes and orAnges are all fruit,
They are all food.” ‘

\
1

- Teaching examplea' ‘ ‘: S
1) The child will improve’ in her ability to express c°nditionality

and causuality by his appropriate use of words, e.g. '"if" and
"because." ex: "If you turn the stove on 1t will get hot."
"I don't need a coat because I'm too warm."

2) The child will impr:ve in his ability to use conneciives, e.g.
and," "or," and 'not."

-3) The child will 4Amprove in nis abllity of question-asking. {i.e.

"Does 1t take more fuel for a motorcycle than it does for a
lawnmower?" . :

4) The child will improve in her ability to describe "cause and
effect' relationships. ex: "lie use more water in the summer
because the sun is notter.”

Use of lanfiuage as a thoupht process

Over time the covert verbal mediation engaged in by children while

‘ solving prpblems will increase.

. Teachlng examples:?

1) Glven a situation in which a child is having difficulty putting

a puzzle together, the teacher or aide might first model

verbal mediation by saying, "Let me have a turn or let me try

to figure it out. =-- This looxs like a cloud. A cloud would"

probably go somewhere at the top of the puzzle.” etc. Then

the child is again piven a tura at solving the puzzle and is
 asked to think out loud while working.

2) Given a situation imwhich one child is teaching other children
the sequences of operations for a game, the child models
verbal mediation as he demonstrates the operations..
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RANCE OF LANGUAGE o . B e

. 3. Discrimination and application of cues

' b.” In writiné a sfory or report, the child can use a more or less ;

Chi¥ldren whose home language is different ;14% the languaPe of the school .
need therability to discriminate the cues in a situation that tells him - ¢ '
when it 1s appropriate to use his first languages-and when 1t is more

" appropriiate to speak standard English. Amorig thesg cues may be. the, topica'"

discussed, the tasks to be performed, who.will be listéning, and/or the

- environment where the talking occurs. In any event, once the child has w7

established what language is most appropriate in a given situdation he R
needs to be able to express himsalf fluently in the appropriate -language. RSN

1. Fluency in the homealqggqgge\ v ’ v
: o . v v

Teaching example:

‘Glven a chance to discuss his_favorite cartoon characters with a )

friend in an informal setting) the child will be able to talk . <

fluently with increasing complexity in his home language. K ’

2. Fluency in standard Ena]ish ) : ) .

Teaching example: :

Given an opportunity to make a committee report before the class, ‘the
child will be able to approxiinate standard English more and more closely
¢ over a périod of time. 1Indications of this might be pronunciation,
* correct verb tenses, sentence structure, etc.

[

Teachihg exanples: ‘ y

a. .Given-an informal playgfound situation and a more:formal class-~
room attivity, there will be an increasing appropriateness in
the language the child uses in the two situations. Over a period

T of time the difference between the language in the two situationsg L

will increase. Indications of difference might be pronunciatlon of
Zwords, difference in verb teuses, sentence structure, vocabulary, .

etc. e '
- - N .

formal language depeuding,on the' content, and can justify the

‘choice of language when asked. ex. In dictating a story about .
~a field trip, the child uses standard English to describe what

he observed at an alrport, and a more.colloquial language to tell

what happened whcn he got lost from the group.

A

bed

" ‘v o ’ '



ARIZONA CENTER 1 -
FOR EDUCATIOMAL H . .
RESEARCH A!D DEVELOPIIENT :

TEEM IHPLEMENTATION IRVEHTORY e

, This checklist is intended to 1ist a number of the aspects found in
the ideal TEEM classroom on a typical day. Although it is nol intended
to cover all the aspects of TEEA, the 11st should include the more v

~ important facets of the included categories. A1l items are intended

.to be observed in the typical day ir the ¢lassroom in which the TEEM

- program is implemented. That is, if a teacher is implementing the TEEit

-program, she 1s doing or prométing what 1slincluded in this 1ist.

, The 14st is not inclusive, nor fs it evaluative. It does not
include all the things a teacher does. It does not provide for evaluation
of how well a teacher does her job. Its purpose 1s to describe tha
implementation of. the TEE!! program, not to evaluate teacher effestiveness.

- " The following cateqories are included:

L2

L. Curricu]um | ; , pane 2 K

I1. Staff Planning Time | - 5 /
II1. Physical Setting - " 7
IV. Mhole Group Planning and Discussion Tine 9
| V. Committee Time 4 ' 1
\ VI. Child Selection Time 3 14
VII. Etating Time . : 16

VIII. Physical Activity Time 18-

IX. lhole Group Activity Time - 19

Spring, 1973




I. CURRICULUH

Curriculum encompasses all activity of children within the school day.
Children's experiences are the core of this curriculum and provide
teachers with the means for relating children's individual develop-
ment to development of classroom activity. ‘

Language development, development of intellectual skills, motivation
for learning, and the socictal arts and skills provide the framework

for planning, implementing and evaluating classrocm activity. The

teacher accounts for and extends all of these areas ot development
within each activity setting, thus providing "orchastrated" learning
settings for children. . e

To maintain'daily as well as long-range planning of curricuiui .one
form of record-keeping is essential. "The overall record-keep .
should be the responsibility of the adults. However, systema“ic
retord keeping maintained by the individual children can provide
feedback to both the child and the adults and should not be over-
looked in planning and organization.

The traditional subject areas (reading, writing, mathematics) are
developed within a "process curriculum" orientation. How one learns

. s viewed as ‘basic to developing what one learns. Emphasis through-

out a{l activities,'therefore, is on the process of learning,

There 1is a need for the understanding that play is a dynamic form of
learning involving at one, in an integrated sense, intellectual,
social.\and physical skills. The distinction between work and play
reflectitraditional considerations that have no application in terms
of child development. Clarification appears necessary in that the
conditiohs for the occurance of play have no singular time or position
such as 'lqutside". Play, whether indoors or out, provides as much

. opportunity for total development of the child as any activities

described .as "work". The conditions which describe play are the
conditions‘which describe any learning environment.

See "Record Keeping," K. Cloud, R. Frasier, and E. Qursler, and
"Record Keeping," C. Rubow; both are included in the EPDA Summer
Training Notebook, 1972. See also "Profassional Response,” C. Rubow
and J. Fillerup, ACECE, 1970.
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' {. Cufricu1dm
A variety of instructional materials are used as a resource for
learning as opposed to nne pre-determined sequenced text.

Activities provide vor all children to use and develop 1anguage
skills, intellectual skills, motivation for learning, and
societal arts and skills. _

. "There is some evidence that the child's ideas and language form

the basis for developing reading and writing activities.

Children's recorded,language‘is used as one resource for develop-
ing reading and writing skills.

Children read a variety of resourrn materials (invitations, books,
magazines, books written by other students, etc.).

Each child is encouraged to do personal writing or dictating in
some form each day.

Hath instruction involves children in the manipulation and use of
a variety of materials accommodating different levels of opera-
tion and styles of 1earning

The foliowing options for ch11dren s activity are provided for
within each instructional setting:

a. Different ways t« approachgfhe task.

b. Variety of materials and eqﬁipment.

¢. Range of difficulty of the ac£}vj;y.

Recofds are kept to record progress aﬁd\peeds of the children.
Only positive references to minority grodhﬁlare made by adults.

In interacting with children, the adults use the “Professional
Response." .

A1l adult remarks avoid belittling a child.

Play is utilized as a method of 1earning‘1nside as well as
outside the classroom.

Charts, graphs, and pictorial repfesentatiﬁv; of children's current
experiences in counting, weighing, and measuring are in the
learning environment.
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There 1s evidenco that math skills (addition, subtraction,
multiplication, divisfon) are taught in funotinnal manner with-s
in thie process curriculum of TeFil, The skiils are prescuied
within tha context of a va\*nty of activities,

The sequantial nature of experiences with numbers is obvious,
e.. mezsuiring experiences are progressively more ein~ampassing
and buiid on previous Iearning

The teacher's verbal interaction with children s consistent in .
regard to raising the level of children's verbal lannuage.

a. The teacher provides settings to stimulate vertal 1nteraction
among children.

b. "The teacher models lanquage such as question-asking.
¢. The teacher uses open-ended questions to stimulate curiosity.

d. The teacher uses corrective feedback to model language
when needed.

There {5 development of“sight words drawn primarily from children's

.1anguage which takes the form of talking murals; word.walls;

word banks; individual word books; word 1ists by topic, function.
or a:phabet uord games such as Lotto etc.

There is evidence of phonetic and structural analysis skills
being developed by the teacher through the use of teacher-made

or child-made materials which:

a. Use the children's language as a basis of instruction.
b. Identify sound-symbol associations.

¢. Present a sequence which allows for consonant and vowél
substitution and word building. :

d. Include a range of phonetic elements in a variety of reading
materials to meet the needs of children's reading levels.

Children are involved in a role of leadership and responsibility
in classroom management activities.

Children are grouped heterogeneously with respect to ability
with most learning situations.



IT. STAFF PLAIIDMG TIIE

Participation of all adults working in the classroom in a daily planning
sessfon is vital to adequate implementation of TELI. The teachar-teacner
assistant team is the core of the planping session, working at recnlar
intervals with a program assistant.

Parents and other volunteers wi11 also part1cipate in planning sessions
in order to more knouledgzably interact witi children in the learning
environment,

Planning givas direction to all {nvolved in the classroom operation so
that interaction of children and adults facilitates a continuum of grouth
and development, OJne day builds on the next, builds on the next, atc.
Based on specific knowledge of children's grovth as related to the four
qoal areas, activities are planned to extend, facilitate and reinforce
nravious growth, thus providing a continuity of learninn experience,
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II. Staff Plannina Time . . i
Y - il 1. 9ne hour dajly is set aside for staff planning and assessment.

Y - I 2. A1l adults who are to be in the ¢lassroom tomorrow are in the
planning sessicn today (others may attend)., ,

Y - N 3. Discussion includes a revieu of cn11dren s behavior in relation
' to TEL'1 goal areas.

Y - 'l 4, Discussion of children's experiences in and out of the classroom
is related to the development of future classroom activitins.

Y - I 5. Records of children's behavior and/or products are referred to
during the planning session.

6. The discussion covers classroom activity in terms of goals,

includinn:

Y - N a. Effectiveness of activities and materials.

Yy - b. Role of advits in learning environment.

Y - i c. Records kept of children's work. -

Y - i di Clarity of invitations.

Y - # e. Effectiveness of physical setting.

Y - f. Continuity and extension of learning.

7. The above review of children's behavior and activity leads to
selection of:

Y - i a. Future committee and froe choice activities for children.

Y - H b. 'aterials and equipment (AV media, cookware, atc.).

Y - 1 c. Organization of the classroom for the school day: ‘hole
qroup plannina and discussion time, committee time, free
choice time, outdoor play and snack time.

Y - ‘i d. Definite roles for all adults in learning activities.

Y - N e. A plan for recording behavior of children,

Y - I 8., Learning objectives are individualized based on observed needs |

of individual children. (e.9. !lath qoals are developed, in part,
based on an assessment of each child's ability to conserve
quantity, area, volume, etc. Y.
Y - i1 9, an planning session participants contribute information and/or

suggestions during the planning session,
Y - 110, Some record of the planning session is kept.

Y - 111, 3efore the session concludes, the important decisions are summarized.




ITIl. Physical Setting

The way an environment is arranged affects how a child 1earns.

The physical setting, therefore, 1s viewed as a vital part of the
instructional program,

Learning becomes more meaningful as the child contribufES to the
development of the classroom environnent.

The environment provides the rmotivation to Secome 1nvolved’in
 learning activities as well as the means for such invo1Vﬂmnnt

An interest center (i.e, housekeeping, lihrary corner, game center,
etc.) is a physical area in a classroon vhich remains stationary
throughout the day and may be used during either committee tine or
child selection time. An interest center is not synonymous witn a
committee setting. Interest centers represent an aspect of ornaniz-
1ng]a classroom, while ccomittee time is a way of organtzing
children,
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I11. Physical Setting

Child-sized tables and chairs are arranged to facilitate small
group settings. Enough space separates all group settings so
that children and/or adults can move between settings. Seven
or fewer chairs are located at each’table. :

There is room for the whole group of children to assemble in one
area of the classroom.

A variety of materfals are visible and accessible for children's
use .

Children's work is dispiayed so children can see and use it.

Chii?ren S language is displayed so that children can see and
use. it

Some materials relate to the children’s experiences in the home
and community, reflecting the gistinc;iyeness of these children S:

a. Community setting (i.e. local natupal-resources. incustry.
landmarks). : ‘ '

b. Cultural environment (i e. cooking utensi]s, library, books.
language, pictures. food served).

Books written by the children are included in the classroom
library or book center and are easily accessible to children.

. Storage space {is proviiad for children s things -= in a place

where. children can get their materials without causing other
childfen to move or pause in their activities.

There-are at least 4 interest centers (1i.e. housekeeping. Tibrary
corner, game center, etc.) which remain stationary throughout
the day and may be used during either committee time or child

. selection time.

There are at least two more interest centers than are utilized
at any one time as comittee settings.

Over a period of time, interest centers are varied and/or
replaced.



IV. WHOLE GROUP PLAMNNING AND DICUSSION TIME

The planning, implementation, evaluation cycle allows development of an
environment that adequately facilitates growth and development of children.

Active involvement of the children in that cycle is basic to TELi1 implemen-

tation., . :

As the child plans and evaluates with the teacher he is involved in set*ing
up and assessing expectations for his own behavior and commits himself to
active participation in the learning environment. This planning also allows
children to participate in the development of a systematic approach to learn-
ing activity. The learning environment thus becomes cooperatively fnitiated
by adults and children. This cannot happen unless the teacher encourages
dialogue with children and between children. Direct questions requiring
exact answers will preclude cooperative planning with children.

Whole group activity timé should never be confused with whole group plahning
and discussion time. Whole qroup planning and discussion time is designed
to facilitate planning with children for organizing activities. !hole group

- activity time.is designed to make efficient use of resource persons, materials,

and equipment that are limited in terms of availability.

tthole group planning and discuss{on time may consist of several short sessfons

. during the day or of one session (e.g., last activity of the day to plan for

tomorrow). Also, it need not involve all students in one group. ‘hole group
planning and discussion time can be effective when teacher and assistant each
take half of the class and have two groups at once.

7
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IV. Whole Group Planning and Discussfon’ Time
Y - N 1. The teacher brings the children together as a whole group for
‘ planning, discussfon and evaluation. (Two groups are possible.)
The activity 1s clearly an element in the planning, implementa-
tion, evaluation cyc]e

2. Total time for planning and discussion time (not necess«r.ly all
T 1n one session):

Y- N " a, {is approximately 20 to 30 minutes for younger ciildren.
Y- N b. 1s less than 45 minutes for older children,

Y - N 3. The children {(as a group) talk as much as the teacher curing
planning time,

Y - N 4. The teacher expands upon children's comments and uses these as
a basis for further discussion and planning.

5. About half of the period is taken by each of the following:
Y - N a. child dialogue with another child (or children),
Y-N  b. teacher dialogue with child (or children).

Y -N 6. Over a period of time (say 3 days) each child talks during whole
group plann1ng and discussion time. ‘

(At ]east 5 different children talked today.)

Y-N 7. The teacher describes, reviews or develops with children activities
for part or all of the day.

8.. Children respond and initiate verbally to the activity discussion

by:
f-N . }. Asking questions.
Y- M b. Suggesting extensi§ns for prgvious committee activity.
Y-N ¢. Indicating preferences. | w
Y- H | d.__SugéeSting changes.

;
Y- N 9. All children are physically in the group most of the time.

Y - { 10. The teacher permits movement Within the group‘and allows a child
temporary solftude outside the group .if the chiid so desires.
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V., CREITTEE TISE

Children differ in their style of learning, the rate at which they
- learn, and what they learn rom participation in"a part‘cu1ar activity.

Organizing children into small groups allows for more individualized
attention to children's growth and development. It further allows
children to develop and generalize knowledge and skills to a variety
of behavioral settings. Peer interaction in ‘a heterogeneous setting
provides opportunity for peer mode}ing and peer teaching.

Open-ended activities which provide for a range of activity hased on
the range of children's style and rate of learning, provide for 1 in-
creased acceptance of the child as a successful tearner. Options

and varying degrees of skill sophistication in children should be
provided "for in each instructional settina

=4

! "Development of Options For Children In The TCL i Classroom," Dehls -
' and Wright, EPDA Summer Training :lotebook, 1472
See also "llritten Invitations To Learning,‘ Fraiser, OureIer, Smith,
and tlagner, "EPDA Summer Training tiotebook, 1972. r

&




e
R V. COMMITTEE TIFE
Y - N 1. Each day there is time provided for comnittee %Bkk \

Y - N 2. The kind of activity or options provided for, should be compatable N
(e.g., noise level of activities, utilization of space, ‘etc. ).

3. Rotation from behavioral’ setting to behavioral setting’ {s smooth:’

Y < N a. Children are given time to c¢lean up after activi»y, i¥ necessary,
before signaled to rotate to next committee.
Y - N b. Child knows when and where to move during committee work. ;
Y - N c. Individual and/or small-group activity is provided for children
S who complete comnittee activity before rotation time.
Y - N d. Child ‘can complete tha activity or is told the activity can
be continued at a iater time."
; o
\‘ -~ N o) ‘.Q- w QD‘
[+1] .2 2] 44 (33 [}
E E E E E B ‘
4., There are no more tnhan 6 © © © © o ©
children in a group. ' Y-NY-NY-NY-NY-NY-N:
6. Each group has a leader. Y-N YN Y=-NY-N Y- YN

a. Each child knows who is o
the leader. : Y-NY-HY-HY-HY-NY-

]
"
-

b. Leader's role is specified.Y -8 Y -1 Y -N Y-N Y-H Y -HN
¢. Leadership is rotated among |
the children (every child
gets a chance to be - : "
leader) Y- YN Y- Y-N YN Y-
6. There is a written invitation AN
at each setting that: Y-% Y-NY-HNY-NY-H Y-N
N ‘ :3} ¥
a. 1{s communicative, as evidenced
by children followed
planred activity. Y-NY-HNY-NY-HNY-@l'Y-N s

b. 1s complete - choices and .
expectations are listed N .
(1f necessary). Y-N Y-N Y- Y-NY-NY-H
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b $y ¥ -8 8 8
, ": VB : : - E
L | § F EB 8 &8 8
7. The materials at each setting'J - E : L
‘a, Allow children to foilow _ _ j b
: ;pianned activity. oYY Y Y-l Y it Y.
b. Are appropriate to planne& . f, : f | , e
activity so that each child p - \ i
\ can actively participate. . - Y -8 V.- il Y- Y-H§ Y. Y-l
. ‘ ' o o
. ¢, Allow each child to make : | o .
’ a choice. . ' Y-Jl Y-§ Y-'a'i Y -N Y- Y1
8. .Each activity is individuaiizpd CoT | ,
as evidenced by ’ ‘ U .
_ a."'Variations in approach to
’ activity, e.g. writing, } )
drawing, dictating, cutt~ng . R . o
out, etc. . , Y- % vt Yl Yo Y-
b’ Varfations injcontent of . .. ' iﬂ\B
‘children's productions, e.q. =~ . . : ,
drav fish, people, birds etc YN Y- Y- Y-HHY-HY-H
c. Variations in skill cophisti- : . ‘
cation, 1.e. qualitative .- T /
o differences in outcome. . Y- Y-H Y-l Y0 Y-i Y-
9. Each committee activity develops: . -
\ ro.. ) |
a. Lanquage » ' Y- Y-yt ¢\- ny-i Y-H
b. lotivatioh for Learning Yol Yol Y-i YeH Y-N Y-H
c. Intellectual Skills YoM Y-l Y-it Yo# Y- ¥-0
* di - Societal Arts and Skills Yol Yol Y-l Yol Yeil Y-t
N o
/ e n
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VI. CHILD SELECTION TIHE

Child Selection Time facilitates development of decisjon-making skills
in that children are allowed-to select from a number of activities. -
The environment thus provides honest choices for children based on
their interests and needs. Careful observation of children provides
necessary information about children's growth and development. This
information thus becomes the base from which activity options ave
developed.

" chivd Selection Time may be used to help the child deveiop commitment

to a task. In this case, Child Selection Ttme could allow the child
to change the activity until time is expired '

. The range of activ1ties planned by the teacher and children allow

children to generalize concepts and skills from one behavioral
setting to another such that learning is reinforced and thus becomes

‘to choose an activity for ‘the duration of participation time but not

more useful to the child. This organization of activities should be
. deveioped during the llhole Gioup Planning and Discussfon Time.

Over a period of .time the order of choosing activities should change
so that each child may have a chance to choose first. Dated records

- of choices should.be kept. Children should know that popular choices

not available to all children one day will be available on another

Mday.

B
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VI. CHILD SELECTION TINIE

Y - ! 1. During at-least one period each day evary child s given an
opportunity to choose an activity.- -

Y =« N 2. Children are able to select from a variety of actlvities:

a. at least three different activities are choice options for
each of the younger children, or

afb. flore than three different activities are cho1ce options for
"+ each of the older children.

.Y - M 3, Each child actively participates in the activity(ies) selected.

4, Each child selects an activity option based on information made
available by the teacner, ‘

Y - N a. The numbar and variety of options avai!able for selection.
Y - N b. The number of children who may participate in any of the \
' activity options.
Y - 1 ¢. Yhat options may extend beyond the physical limits of the
classroom,
Y - N 5. Essential supplies and mater1a1s are avilable at locations of
the activities.
Y - 1 6. 9ver a number of days each. cﬁild varies selection of activities.

-
[ ]
_—
~I

Records of some children's activfty choices are kept by teachers
and/or children,

Y - Il 8, Activities are apnropr1ate for the time allotted as evidenced
: by the fact that the child can-complete the activity or is
told that the activity can be continued at a Iater time.

The adults actively participate with children or observe and
record ciildren's behavior,:

10. That child selection time has been plannad {s evident by:

-
]

=

(G

Y - " " a. Availability of materials and their utilization by children.
Y - N . b. O:tg;owth (extension) of prior learning (e.g. committee time,‘
ete
\ — o~ o < v w
| -— £ & % % % 3
T Geetoment o .08 % &R &
a. Lanquage Y- Y- Y- ¥Y-id ¥YIHOY-H
b. Motivation for learning Y- Y- Y-} Y-U Y- Y-
c. Intellectual skills Y- Y-NY-l ¥Y-H"H Y- Y=-N
d. Societal art and skills Y- Y- Y-} Y- ¥Y-il ¥Y-N




. ‘\,m, EATING TIIE

Eating Time a11ows opportunity to (1) involve chi1dren in responsibility

for routines (i.e., serving of food, washing hands, prevaring tables, 3
etc.), '(2) stimulate landuage as children and adults are aliowad to

interact with one another!in a casual table manner, (3) obsarve children

as they socially interact/with one another, and (4) provide a variety

of tasting experiences which may extend and expand growth in all of the

four program goal arcas.

Hea]th habits are easily modeled and taught dur{ng this phase of the

schoo1 day. ‘ : N

. Tasting time as an activity in Committee Tima does not constitute

Eating Time, as all students participate in Eating Time daily. Eating- TR
Time must occur in the classroom, or as a class activity outside.

Ulen taoting time 1s used’ as\a committee act1v1ty, all the items in
this catagory should appiy.

' ) o : = “'(“; LR
! . Coe e T ek

B
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V1I. Eating Time

(Eating time refers to any time during the day vhen food and/or
drink are served to the children.)

Eating time occurs at least once during the day.

Children's conversation 1s encouraged at cating time.

"Adults and children exchange friendly conversation at 2ating time,

Some children assist at cating vime.

Adequate storage of food is provided to insure good food
preservation habits:

a. Juice is freshiy opened.

b. Food 1s covered unti) served.

¢. Food 1s storsd and placed away from contaminating materials,

The routine models good sanitary methods:

a. Hands are washed before eating.

b. Clean up procedures ar2 routine.

¢c. Adult modeling esnecially evident in cleaniness,

. ‘Over a period of time, a variety of food produﬁts allou children

to explore nev foods and unusual forms of familiar fcod,

Langua@e development is stressed at eating time, as evidenced
by discussion of taste, appearance, and oreparation of neu foods.
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VIIT. PHYSICAL ACTIVITY TIME
o

s

Physical Activity Time is viewed as one phasé of the total learning
environment.  This segment of the school day 1s focused on extending
growth as defined by the four prograri goal areas.

Adults assume 5 variety of actiVe roles during this vhase of the school
day -- observer, modeler, planner, facilitator, evaluator,

The outdoor environment {s preferred as 1t invites children to select
from a numbér of choices for activity. Activities may ercourage  °
active or quiet play; group or individual play; involvement with a
variety of materials (e.q. sand, water, paint, blocks, wheel toys,
balls, ete.) games with rules, free running games or use of a variety
of ¢limbing apparatus. The emnhasis is on variety and chaice which
necessitates observation and interaction on the part of the adult.

The outdoor playground and the gym should Le seen as 2xtensions of the
classroom where intellectual, socfal, and physical skills are developed,
Thus, physical activities can be included as options in committee time
and child selection time. Physical education should be planned accord-
ing to the needs of individual children to the same extent that any
societal art or skill is ptlanned. .

Y - N 1. Some time is allotted for physical ‘activity. (ilot a1 children
need to participate in these activities at the same time.)

2.  That physical activity has been planned is evident by:

Y - a. TheFe are tvo or more activity options for cooperative gamas.

Y - W b. Essential equipnent is available for activities. !

Y - 1 7 c. A1 children are physically active in some activity.

Y - I 3. The feachefland teacher -assistant accompany children (teacher
preferred if only one adult joes), and

Y - 'l a. actively participate in children's play, or

Yy - b, keep records of children's behavior.

Y « N 4; The teacher and/or teacher assistant model physical skills, use
of equipment and materials for the development of skills, an4
proper language. ‘ ‘

-
L




IX. UHOLE GROUP ACTIVITY TIE

Although this phase of the school day 1s not an essential part of TEEH,
it is important that teachers are aware of the possibility of using a
whole group time for special activities. !lsic, story telling, drama,
aritaxamples of activities that may be conducted within a wnole arcup
setting.

Yhole Group Activity Time, if used, will serve to complement the greater
“portion of the school day in which children are working in individual
or small group activities. !'lhen teacher and teacher assistant each take
a part of the group, the foliowing considerations apply to each group,

i1, During lhole Group Activity.Time, such activities as nusic,
sharing, story telling or story roading. vieuwing movies or
television programs may take plac ’

fl 2, Tne total time devoted to Yhole ”roup Activity Time uitiin the
_ classroom each day is less than 45 minutes. (It does not have
to occur at all and, if used, no one ‘periond exceeds 3 minutes.

It terminates earlier when chi1uien are not attendinn.)

3. Any whole group activity is incorporated with other activities:

M a. Children have been introduced to the activity and know why
they are participating.

il h. tlajor topics are discussed and/or foilowed up in Comittee
Time or Child Selection Time, ‘ '

N c. Adults participate in Hhole Group Activ1ty Time as uodels
" and instructors.

i1 4, The teacher permits movement within the group and allous a ¢hild
temoorary\solitudp if the child so desires. i
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IN THE PLANNING SESSION

By: Alice Smith and Amanda Phillips

: Doing a job well takes planning, and working in TEEM is no exception.
The sucess with which TEEM is implemented in the classroom is directly
related to the quality of planning sessions. It is in these sessions that
staff members and volunteers outline specific plans for classroom or-
ganization and interaction, here that they assess their past efforts to
facilitate learning. Tcachers, teaching assistants, and program assistant
discuss the interests, needs, and past experiences of individual children,
and use this knowledge to dotermine the leaming environment for the
claséroom.

Who Should Plan

Al1l thoso who will be working in the classroom should participate
in the planning sessions with the program agsistant. Teaching assistants
and parent volunteers can make a valuahble contribution in this setting,
based on thelr observations of the children and their familiarity with
activities relevant to the children's out-of-school experience. Staff
attending a planning session may vary from one time to the next, depend-
ing on the focus of the meeting and the availability of time. As the
staff members grow to understand better the ressons for planning it is
very likely that their willingness to take-time for adequate planning
will increase. Y :
Regardless of how many of the staff members and classroom volunteers
are attending, the basic format of a TEEM planning session remains ©
largely unchanged.

When and Where

It is xmportant for the planning team to decide on a defxnite place
and time to hold regular planning sessionis. It is dangerously easy to
casually drop into a classroom or office and call the resulting conversation
planning. Thus, there is a definite need to impress on those in decision-
making pOSitions the need to alot time within the school day for meetings
of a single classroom's instructional staff with the program assistant.

At the same time, TCEM staff must understand the limitations placed on the
- community that make it difficult to schedule such periods. Rather than
prescribe the time and place - since no two situations are alike'- Tucson
asks that staff memboers work with their administrators in a spirit of:
cooneratxon to seck the most equitable arrangements. However, whenever
possible, it is recommended that planning sessions take place in the
.classroom, where details of room environment may be recalled easily.

. .
. ! ) L
L ) .
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tlow To”Begin

Wherever the meetings are held, it is a good ideas for each member
of the planning team to bring to them specific notes ho has taken about
classroom operations. These might include observations about interest
" centers, behaviors of individual children, staff behaviors, and ideas
the participants have come up with for future activities. . The quality
of these notes, and the effectiveness of classroom record-keeping pro-
cedures, will largely determine the success of the planning session,

To begin with, the teacher and teaching assistant should take some
time to bring the program assistant, volunteers, -and others at the meeting
up-to-date on happenings in the classroom. Then all can compare notes
on how the children are responding to the activities available and the
success of the chosen activities in meeting desired objectives. How
realistic were expectations for the total environment, in light of
teachers' and pupils' objectives? Were individualization goals met for -
each child? How did the children react to the interest centers: werc
the centers success-oriented?  Were they challenging? Where do you. go
from here to extend understandinps and further achievement in the four

goal areas? This review and evaluation portion of the session will
provide substance for planning future activities.

Cues from the Children .

The primary measure used in evaluating classroom environment and
specific activities is the planners' observations of children. Children
offer many cues, and it is the TEEM staff's responsibility to listen and-
respond to them. Cues may be overt actions and expressions or a lack of
them. As teachers grow in understanding of the individuals in their
classes, they will be better able to "read" these cyes and learn from them
of the children's educational needs. Perhaps a child who was unable to
cope with a certain problem-solving task lacked certain underlying skills.
An excited voice may be a cue to unexpected interests, a hesitating question
may indicate confusion. Planning participants must review such cues in

~order to plan appropriate extensions of ege children's understandings.

Thus the planners' observations of children give shape to the future
activities. At the same time, their knowledge of available materials
helps enrich the content. It is important for them to be well aware, not
only of their student$' needs, but of the resources available to them in
the classroom, the school distr1ct the community.. Given that.some of
the children need skills development in a ceriain area, what is the most
effective way to help them achieve this goal? What activities might

. captivate their natural interests? Which will challenge them and yet keep
success .within reach? A ‘
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~ As the planners work through the activities for each interest
center they should be conscious not only of the specific needs of the
children that the center will meet, but also of the orchestration of
objectives in each of the four goal areas. Both guided and independent
activities must:-be weighted in terms of how well thoy provide for each
child's language development, motivation, intellectual skills, and
societal arts and skills. In the paper "Profossional Response,"* Dr.

Rubow suggests that planners might well ask themsolves the following
questions: ‘

1. - What language may be used and/or developed out of this
activity?
2. What intellectual skills may be used and/01 developed out of
this activity? - . A i

3. What socictal skill or skills, will be extended by part1cipa-
tion in this activity?

4. Does the activity have built into it's level of success for 5
EACH child? Is the activity related to real life experiences

of the child so that he i# 'invited' to participate in the
activity?

. .
Classroom interaction in TEEM depends on the processes of modeling,
reinforcement, orchestration, and individualization. We have already
mentioned that plans must be made to provide for orchestration-and indi- -
‘vidualization of classroom activities. The other processes are equally
important, though, and must not be forgotten. To accommodate them,
~planners - must discuss not only the materials and room ovganization aspects
of activities, but also the behavior strategies of teacher, teaching
assistant, and volunteers for adult-child interaction. Those new to the
classroom may need special guidance in learning to régard themselves as
models for children, and in learning to reinforce children for specific

appropriate behaviors. In addition, the reinforcing value of unsupervised
activities must be considered.

Before 1t Ends

Before the ‘meeting ends, then, the following decis1ons should have
been made ;
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>

1. How successful previous class activities were, and what should
be done to follow up on them in expanding children's understandings in .
the four goal areas. This should come out of the review and cvaluation -~
period with which the planning session began. Suggestions mado here for
future activities should not be basc¢d on "hunch and guess" but on shared
observations of specific behaviors of the children.

) 2. Objectives for the next day, and orchestrated activities to meet
these objectives. These are dotermined on the basis of conmon understand-
ing of long-range goals and sharing of information about possible appropriate
activities.

- 3. Provision for needed materials. If any materials not alréady in
the classroom will be needed, the responsibility for getting these materials
should be delegated to one or more of the planners so that there is no
confusion about obtaining them. .

4, Clarificgtion‘of roles. What will be each adult's functions in
. the various activities planned? 1!ake sure that volunteers know what is
¥ expetted of them, and that they have adequate information to do their job
well, If the program assistant is to take an active part in class ac-
tivities, either as a model of teacher behavior or as an extra adult
helper, this should be made clear. If she is to serve as an observer, to
gather information for the teacher, the specific objectives of her ob-
servation should be clarified: is she to keep tabs on an indivigual child?
watch the way a group of children usec a particular interest center? see
if any one intorest center goes unused at free choice time? This should be
- spelled out in advance, to av01d wasted time and effort <o 0

In addition to these day-to- day objectives of the planning session,
there is a need for long-range goals. These full year objectives should
be outlined at a planning session early in the school term, and should
be reviewed periodically to see if daily activities support these goals,

. or if the goals need to be changed. ‘

Adequate time should-be allowed so that all concerned can partzcipate
in these sessions. It-is from then, through sharing of records, evalua-
tion, and establishment of short-and long-range goals and objectives, that
the daily orchestrated activities emerge. These activities form the sub~
stance of the TEEM experience, and only careful plann1ng can insure that -
they provide the best educational env1ronnent for the 1ndiv1dual children -
in a specific TEEH class.

*Carol L. Rubow and Joseph H Fillerup, "The Professional Response“
‘ (ACECE: Nov., 1970). WAvailablé on request from Eleanor itills, Arizona
Center for Early Childhood Education
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ARIZONA CENTER
FOR EDUCATIONAL
RESEARCH AND DEVELOPMENT

- N .

"EVALUATION OF SWMER TRAINING 1973 -

Please reépond to the following questions as fully and honestly as
possible. Your anonymous responses will help us improve future training
sessions, . 5

‘1 In your opinion, how doos this Summer Institute‘compare‘with previous
Summer Institutes?

Y / / ! /
Much Betterx Bettor About the . Poorer Yuk!

. same

2. Please point out what you think was especfélly good about this Institute.

t

3. Please indicate what you think was least accommodating about this
Institute. . o



4

i

4. List the three options or sessions that you atten&éd which bast met your
needs. Give reasons if possible. ,

5. List the three ¢ptions or séssions’tha;vyou attended which least met }our
needs. Give reasons if possible. '

6. Give at least one sugge;;ioﬁwfor ihprovingwfuture training instututes.

S
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ARIZONA CENTER FOR EDUCATIONAL . 4173
RESEARCH AND DEVELOPIENT -

PROPOSED TPAINIW: IN BEﬂAVIORAL OBJECTEVES

v
“Training strategles will Le based upon furtiier deliberation among
the Center staff and INPUT from communities, Please sugpest the mezis
ou wouyld prefer for learning hov to apnly behavioral objectives n
EEM, o ,. n?
Pronosed Area I: Introductionito'Behav}oral Obiectives {n TEE!
A. Reasons for the ennhaéis upon g:::t‘ None
‘behavioral objective in American i
ieducation. _ 12 3 4 5
e ) 'B.f TEZH rhilosophy contrasted with
‘ . other anproaches t? behavioral
objectives.,. e 1 2 3 4 5
. e ,‘ ey . " -
C. 'Proposed format for tne use of )
behavioral objectives in TERM, L2 3 45
D. MNeed for uriting behavioral ! '
{ - objectives in TEE'l, : 1 2 3 4 5
\ -~ Proposed Area II: Deveionins Behavioral Objectives
a Supervised oractice in writins,
behavioral objectives in TEEM
coal areas. o 1 2 3 4 5
, o
Pronosed Area III: Evaluatine Behavioral Ohiectives
SQperviaod*ptacEice in developing
records to assess proqress over - . j
oujectives. 1.2 3 4 5
Provosed Area IV: Implementing Dehavioral Objectives
Stratecies for'traihing teachers to use
behavioral objectives and using »
objectives and records in the classroon. | .2 3 4 5

?

0 ~

MOTE:t Please list other. concerns You may have regarding. e
behavioral objactives. S : .




e

State at least one behavioral objective which you would set for
yourself for each of the general areas wiiich have been proposed for the
Summer Training Institute. These objectives should be based on your
owvn specific needs. ' ‘

Atea 1 ~ Professional Response

Objective: | B

Area II - PIR Cycie

Objective:

Area III - Béhaviqtal Objectives * '

0bject1ve:>

Area IV -~ Learning Eavironment

OBjective:

Area V - Record Keeping

Objective: o




. THE PI% CYCLE IN TEEM

7

The Planning, Implementation and Evaluation cycle is viewed as the
vehicle for organizing the TEEM Program, The cycle ie ongoing and en-
compasses all phases of the interaction process. The following queationnaire.

. vhile not all encompaasing, focuses on knowledge and akills needed (0
- achieve success with the process. : :

Please 1nd1cate your understanding of the processes and epplications
involved in the following areas:

- Read each statement and indicate the degree of training “jou would -
need,
- Yark on scale 1~5 (l=greatest uced)
I. Rationale

A{ How great is your training need in identitying reasons

for the PIE cycle as a nart of planning? 1 2 3 4 -

1. Planning and anplying short term goals. 1.2 3.4 5

2. Planning and apnlying for long range goals. 1 2 5 4 S5
iI. Planning in tho PIR cycle. g i

Fae

A. How great 18 your training need in identifying the
process steps in planning as telaced to goal
o setting in TEE”? . 1 2 3 4 75 ¢

A\ ]

How great is your need in the followinp areas!

1, Recalling cues oo 1 2 3 4 5

2, Discussing cues 1T 2 3 4 5

3. Identifying entry levels 1 2 3 4 5

4. Using records 1 23 4 5
B. lowu great is your trainiﬁg need in developine e

objectives for planning sessions? o - 1 2 .3 4 5
C. How great is your training need in developing ‘

strategies for planning-at varfous levels? s

1. Child-Child Level . I 1

2. Teacher-Aide Level [P 1.2 3

}} o




‘4

~“ -C, How great is your training need in developing
strategies for planning at various levels?
3. Teacher-P.A. Level
4, P.A.,-Field Rep. Level®
5. Child-Teacher Level
D. ﬁow great {s your training need in initiating

and conducting planning sessions for svecific
nurposes and goals.

I1I. Implementation in the PIE cycle.

Indicate your degree of nced 1in unﬁeretanding’
the process and application involved in the
following:

A, Practice sesgions in identifying necessary
organization techniques needed to carry
tirough planning strategies.

B, Practice sessions in resetting the
problem during the 1mp1ementation process.,
1, Direction of activicy
"2, Focus of activity
3. Professional responge to cues
'C, Practice séssions 1n identifying atrategiee

for carrying through planned goals and record
keeping during implementation process.

IV, Evaluation in the PIE cycle
Please 1nﬂicate yoq§ degree of rieed for:
A. Practice sessigns. in assessing steps of the
planning, 1mplementation of a cycle using recorda
kept during

1. Planning seseioq -
"2, Implementation session

B, Practice sessiona 1n deveiopment of scrategies
. for asscssing goals and objectives.

1. Levele - abilities
2. Styles of ‘learniag s
3. Interests }“v,'

-

3 . N . .(b-

[}

v W



C, Practice sessions in idencif;lng needs, 1 2 3 45
‘ / '
D, _Practice sessions 1in using needs as cues
N for extensions&&: planning. 1 2 3 4 5
E. Practice sessions in quastion-dsking as a '
means of-analyzing and assessing. | 1.2 3 4 5
V. How great is your trdining need in interviewing =
‘Cechniques used in PIE. C 12 3 4 5
. ‘ :
Developing skills in 1nterviewing techniques. - 1 2 3 "4 5

. LEARNING ENVIRONMENT

> 1 -
A4 -

Please indicate your degree of need{forvttaininéflﬁ‘the folloving statements.

< .
; : Great . No
I. Teacher Attitudes . . | leed ~ " Neéed
Assistance in getting your teachers to:, -
A. Accept and acéombodatg each child. \} 2 34 5
B. View her role as a facilitator (artangér)
: and mediator (interoretor), but not aa a o
dispenser of knowledge. ‘ 1 2 3 4 3.
C. Accept other adults as rwtual planners, v .
implementora. and evaluators. . . 1 2 3 4 5
- D Plah 1mplement, and evaluate with children. . 1 2 3 4 5
B, Accept the responeibility for planning , |
appropriate develoomental tasks for each child. 1 2 3 4 5
F. Allow children to have choice of activities _ _
in child selection time. 1 2-.3 4. 5
. ) ' . { e, : -
1, - Physical Setting S B U5 R
Assietance in training. for gectina your teachers toJ
. o [ \ .
A, Develop a rationale for room arrangement.\ N 1 273 4 5
e o B Provide for.a variety of materials and fi . ﬂz
. - getivities that allow for different ways of . R
v " learning. R o~ 172306 05
. . : . . : B " .- . ‘:\ ' 4' \




C. Utilize adjunct areas, such as hallways,
patios, etc. ‘

III, Expectation
-

A, Setting expectations formulated by knotsledge
and observation of the stagea in a child'
development=

1, Growth tovard more mature soeech

2, Search strategies

. Peraistance to a task _ _

o 4., Practice or rehearsing skills '

- 5. Hypothesis testing W

6. Decision making skills )

7. Ability to synthesize ‘ ‘
8, ,Qiscrimination - gelection ofﬁresourceé,

social interaction”

B. Teacher and aide expectation as an outgrowti

of record keeping, observations, and ‘total
';’ group D}anning. _

C. Child exvectations are an outgrouth of whole,
group planning and conferencas in which
individual etrengche. needs and goale are
decided.

" IV, Record Keeping and Cues

A. Practice using observation and record
keening .techniques for modifying the
N learning environment.

B, Practice using the various interaction ,
techniques of thé Professional Response.

.Contenc - Assisting your teachers {n the incorporation .
of that that {ie indipenous as part of the learning
environment.

v,

A, Use of. chiiﬁ‘developed materials, such. as;.
talking nurals, books, art wvork as vehicles
-for skill developmenc. -

‘ P
i

o

LW W W W W W W
- Y -
[V TUET ST TRV VI WY



S

. B, Use of materials found in the community by S . o
child or adult as tools for skill development. 1T 2 3 4 5

. €. Use of the child's immediate neighborhood
environment to elaborate and extend upon . e
his experiences. C v 1.2 3 4 5
D, Use of the larger enVixonment (field ttipB)
to extend his (child) awareness of his . _ o
surroundings. . , . o L2 3 4 5

E. Use of the field trip to provide continuity v L
- of the learning into the classroom. -1 2 3 4 5

F. Usé of animals, planés, and tools that help a -
child become aware of change through his

observations and dialogue about the above.: ]‘ 172 3 4 {J5{
VI."Othe; concerns in the aiea of Learning Environmeht . ‘;; 4. f’ 1
: R . RN
N S

n
.

On the back of this oage ‘sketch one of your claasrooma..
_position of ¢ : .. , e

—>-learning centers '
naterials in the leaining centers!
s dtner materials available for the! chtldren.
n‘ B - I " . » l - LIS v » .
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1.

L.
.

L - a,z

PROPOSED TRAINIVG IN RECORD KEEPIVG

Philososhy: - | R v

How preat is yepur need for training input in the
folloving areas: _

A,

D.

E,

Record keeping provides a basis for more -
appropriate means of determining learning
activities.

Record keeping nrovidns a basis for individua—

lization and reinforcemont.

: Record keepin,, helns a child gee his oun

progress and take responsibility fcr hig ovm

-learning.

- Record keeping provides for a check of skills

and understandings.

Record keeping maintains continuity and

kprovides direction. ' y

Definition' Record keéping is a continuous,
cooperative process carried on by the adults
and children in varjous learning settings.

How great is your need for training input in the

AO'

B’f

'bteachers to know how‘

- following areas:

v

How .

1. To make records purroseful. .

2, To make recosz ongoing, :

3. To make records avoropriate to activities.

4. To individua)ize records. ‘ ‘

5.‘ To prepare récords tHar are easy to make
and use, : .

To what degree do you need help in training

. xb

"7“1. To make records purpoaeful.’
':;12. To make records ongoing. S :
_°’3, 'To make tecords angrOpriaCe cpiac;iyities.,iu‘,n

- Great

Need

- e

NN D N

D W W W

R

Yo

Need

WYom Oy e

L




4, To individualize records, ' 1 02 '3 4

5. To prepare records that are easy to make v

and use. ) 1 2 3 4

C. To vhat degree do yoﬁ‘need‘training input in

the following: .

t/hen and where ‘record information is taken, ﬁhat

is:-
1. Takihg ‘records 1in natrual settings. B S 3\‘>4
2. Takino records in a vaxiety of tines I ’
' chroughout the day.. 1 2 3
3. Objectives for the records taken. ' 1 2.3 4
‘ \ : N \

" D. To what degree do you need help in training
teachers to know when and vhere record informa-,
tion {s taken, that is:

1. Taking records in aatural settings. 1 2 3 4 |

2, Ta“ihp records in a variety of times . »
throuechout the day. ‘ : o r 2 3 4
) 3. Objectives For the records taken. . t 1 2 3 4

A~ Es How preat 1s your need for trainiap input in
s the following;.

The use of records during.

! \

1.~ Planning segsions

a. To individualize and to wmake decisions
-for the mnext day.,

1
‘b, To set long range poals. ; 1
1
1

2 3

2 3
2. Cpnferences vith children, ~ 2 3
3. Conferences wjth adults. 2 3

L

r

.f‘III. "Please list othor concerns you may hg&e in the arei of record kéeping,

; Pleaee read and detach tﬁe followiug sheeta. 1 he in;ormaiion :
T’f will help you in your own preparation for summer traininq. e

oI - .

W

ww W, w»



N L

IV. As a perticipant, please bring at least 3 different fecord keepino ’
forms that you have developed and/or used with teachers (also
children) in program classrooms.

‘\‘1 - i ) ‘ . - o \
N RECORD KEEPING BISLIOGRAPHY ' -

vRubow,‘Catdl. "Record Keeping - A Brief Outline," ACECE, 1971 (uirieo).

. Frasier, Ruth; Cloud, &aLe, and Our%}er, Eyéiyn. '"Record Keeping,"
ACECE 1972. oo :

Phillips,ﬂAmanda_aﬁd_Smi;h, Alice, "In thg’?lanning Session," TEEM
Exchange, Vol. I, No. 1, Fall, 1971, pp. 16-18,

A . '
Reschly, Dan and Committes llembers. ''Development and Use of Instructional
‘ Objectives in TEEM," . ACERD, 1973,

ADDITIONAL REFERENCES

Coheh, Dorothy . aund.Stern, Virginia. Observing and Rc—:cordin'7 the
Behavior of Young Children, New York, Teaclier ColleeL Prcss,
» Ikachets College, Columbia University, 1372.

Hassett, JOSuph D. and tleisherg, Arline,. Ooen Education-- Alternatives
Nitnin CQur- Tradition, New Jersey, Prentice Wall Inc., 1977,

Fuster, John, Discovery v Learnine {un the Primaty School (Students Library -
of qucation ediEion) London and Boston, Routledge and Xegan, Ltd.

To maximize your learning this summer, all of the above reading
‘should be read (or reread) before you arrive. The books listed under
"additional References" contain sone worthwhile information and some
examples of record helpinp forms. ‘

nese—books may,or ray no; be a part of the professional reference
-~ library in“your owm comrwnity. If they are, we would like to suggest
iy that you look through them for new thoughts and ideas. _

PIE
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SESSIONS | 4 . | LEADPER. | Tucsday’ | Wedneeday Thixsday J Frid
R e S o 18:0019:4501:45 8:0019:45 1345 18:0019:4501:45]8: 00
.’RECORP KEEPING s . " .|Nicholson g L PR S /"J".‘xj —
- RK 24, 25% - Stratégies for Gibson Q RN B B s S N P R
‘tra{mng teachers the RKf process |[Cloud ). ~ A s S N\‘* Sy
- RK 26% Workshop training . Ourséler T s It~ 3
teachers in record keepmg C hchol‘wn‘ | T | 3 i
RK 27% Practicum in desigaing_.{Oursle -~ ) i Bt T ,
new record keepmg Hevxces ~  {Gibson ' : T
oo : . {Nicholson i} ' .
’ 'RK 28 Record keeping as an on- [Oursler 3 ' 3 . s
. going and purpdseful necessity, S ‘ i : : S
RK 29,/Record keepmg an . [Oursler ' .
: 1mpon’{ant cog in the' learning , t ) ‘ 4 "
environment/open classroom N : ‘-
RK 30 a, b¥ The when and where Oursle‘r f R P
of taking records (offered twice) : : : S i
7 ) - . = g ‘ , . i .
- INDEPENDENT STUDY  |Wagner y | .
Open - Kalley 1 {11 ] RN
Kesource Person - A Day in - . ‘
TEEM . Lehls . 1 : .
Creative mcwement \vxdeo tape Wagner | : N
. R2cord Keeping - logkmg at Qursler ' :
samples, sharing iddas and ’ " 1 . 1
making record forms ' . -1 41 o
 OPTIONS - - | ._ | ;
Optxon 31% Psychology in change Burns . IR IRt~ | IR {"IR |
in human relationships - ' A I et
- Option 32 Conference wath Frasier ol
children ___|Smith . . _
' Option 33 In-depth I.EIR Frasier : .
,; 'Optxon 32 T, L I, : : Reschly N 2 |-
’ : _|Sabers i . 4 :
~ Option 35 Researsh repdrt on  [Brody N N T B! A ‘ :
o personal space , R ‘ : b . 1 5
Ophon 36 Falm Open ﬂlass-c Kelley AL T
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5" \ss1oN ‘Leader |_Tuesda ,_jf“eﬁd__n‘e_sday Thursday Frida
o _ |B:009:45 54516200 [9:45 1:45 [8:0019:45]1:45 8:0009:
INSTRUC'I‘IONAI OBJECTIVES ’ ) o
" +1,.0, 11 -~ Introduction - Reschly 16 16 16 )
I, O, 12% (12; 13) - Developmg Sabers N e _ = [ '
Instructiongl Objectives- ‘ U - bl N BTN ] e
1O, 13% (12, 13) - Record Cloud T =T RNt Sovs el LA I I
‘Keeping for Instructlonal C Frasijer N R Bt *~~—+- o
Plectlves - ‘ o | T
14%, (l?. 34y - Imple—* . Mwandishi | - ¢ - 1.
Qmentmg Instructional Objéctives | Tombari . . . - .
" LEARNING ENVIRONMENT ﬁ;,r‘f“t - - f -
~'L,E, 1, 2, 3% Openness, Dehls W22 JFT3 T 777 |2
‘ L B, 4, 5 6% (Repeat of 1, 2, 3)} i“'“‘”"’“"”"”'F“" 4
Cpenness. o . 2 |2 {FTy 21
L.E. 7, 8- Skills assocxated L -
- with stages in child devclg_p_ment y 4
1, ..CYCLE Arrigo _
PIE 2Q - Teacher needs Wagner 3 3.
'-PIL Zla -~ Child needs " . 3
- PIE 21b - Child needs (teachers |
. only) 4 . p
- PIE 22a, 235% - Planning, Hart “teulsul
Implementing and Evaluating an | Smith ‘VZ 5 !
activity with children - Gibson R e
" PIE 23a, 23b %'« Repeat of 22a, o g S
s ZZb ’ " . Ve \. .
PROFESSIONAL RESPONSE gl’l;‘fs" \ - /7 ER A
PR 15, 16% - Pe rsonal character Robinson ‘ \4 \ SH | {4 |
istics of a facilitator of learning | ' '- N
PR I5b¥ - Facilitators of learn- | ! 0
ing (teachers only) :
‘,PR 17 - In the classroom Frasier N
‘Butts - 5 3
R i8a, b% - Modeung the role “Smith" Y
~{y"learner . Hudson _ g o .
EKCg# Learmng Potentxal ”Burt;‘g 6c | : |15 ,
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EEE ) , Tuesday - ' Wednesday T‘mrsda rl
-SESSION = - L Leader 8 00 9:45, ljs 00.9:45 1:45[8 |8: 18:00°9745 ] ‘g 00]
Option 37a% _Slide instructisn _ﬂ»{ggobs (. !, 1 \ SH “\ \,,;SH ]
Option 37 b* Videv instruction | Jacobs T i , ; ! T
H : - . G : i
Option 37c Slide and vidso Jacobs :SH. i T T
. . instruction (1 sessiasn) e T o : ; ped
S Option 38. The consultatizn | Tombari 5 i gt
“ process : : o ST { R i ; oe
Optian 39 Planmng with 1 Wagner -~ i .’ , 7 l Sl
“children _ Dehls - "+t I} i i ! : oo
‘Option 40 Grown-up games: Smith- | N j : ; R
playing games that increase { Cleud B s Nt ' oL - )
ihterbersonal awareness ' Hudson | i A ! L l i ;
Arrigo ). I b : L
: Optwn 41 Articulating Plagenan Bergan 13 + be q 4“1 m 4 v
. principles in the classroom e i Fa S ]
Option 42 _ Art Worksh‘ip Hudson 1 ! e L i s
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Assessment Questionaire

The Veeds Assessment Questionaire was based upon edch ‘of the five

' ba51c areas. Each area had a variety of 1tems which were assessing the
many different aSpects of that specific area. The analysis of the ques-
tionaire provided the following information:

w

1. Means an:' standard deviations of each of the five areas for the
> Follow -Through Project.

By ranking these means one can get a rough estimate of the needs
in training for the entire Follow-Through Pro;ect.

2, Means and standard deviatxons of each of the five areas for .
a spccifxc comnun1ty.t
e
- . By ranklng these means one can net a rough estimate of the needs‘
in training for the specific conmun1ty represented

3. Means and standard dev1atxopsrof each of the items within an
~area fbr the Follow-Through Project and for'a specific community.
These means provide  a ‘more accurate representation of specific needs
as assessed by this instrument. _

4, Percentage respendlng to each of the options within a specific
item.
These percentages provide a better descriptién:of what is;creating-
the variability as represented in previous three types of information.

5. "ﬁcores" for each of the’ comnunity personal on each of the five
areas.. .. ( o SR e TN TN .wwmww~‘w«-»mf—~“““*"f*ff

LR These "scores" {sum of items within the area) prov1de an indicatxon
 of each potent1a1 participant's needs.4 : j L

EOE 3 ; : ,__’ AR

'::mﬁhity.f This 15 the individuaiiiation process so valued by TEEM.e'f”

T ‘e



