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. Preface

Labor and plan together: work jointly with others in an intellectual en-
deavor: cooperation from all parties involved in pursuit of a common educa- *
tional goal—these statements all add up to collaporation. and focus on these
characteristics should be intensified. However. there have been charges and
countercharges by Colleges of Education. public school officials_ and class-
room teachers accusing each of being excluded in the decision-making pro-
cesses of promoting the activities of pre and in-service teachers. Each re-
fuses to relent any part of their domain for fear of domination by the other,
and students are caught in the middle. confused and frustrated. If this were
the case in the past. long are the days!

Today. Colleges of Education in conjunction with State Departments of
Education. administrators and cooperating teachers, and members of the
community interested in the promction of quality educational programs are
coming together in an effort {o design meaningful programs that will enhance
the teachers' awareness and knowledge of classroom teaching.

Such is the case with the following articles. All are concerned with collab/
oration. not for the sake of being heard. bt for the benefit of the studentS
and teachers. Earl D, Clark begins by synthesizing the cancepts.and compo- *
nents of collaboration, and prescribes the relationships needed between all
involved if quality programs are to prevail,

In the next three papers. specific programs of collaboration are presented.
Suzanne Kinzer and William H. Drumgond report on the University of
Florida Collaborative Model Project and how the “"Five Voices' contribute

+ to successful collaboration. Next. Molnar. et al.. describe the interrelation-
ship between students. staff members of ficld centers and university faculty.
And then. Rita Richey. Fred Cook and Robert Roth present Michigan’s
approach to initiating a CBTE program with emphasis on collaboration..

The foregoing articles. while distingt in their approach to collaboration.
are similar in perspectives. Each is concerned with affording quality pro-

grams to students through cooperativy efforts by all participants.

" Jyilinda C. Hagler
Professional Associate for
Communications/Publications. ATE
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Earl D. Clark
Kansas State University
Manhattan ,

A CONCEPTUAL BASIS
FOR COLLABORATION

a

This paper is not so much an exhortation on why collabor.ati'on between
schools and colleges is necessary. as it is on the basis for such collaboration.
We in teacher education cannot just decide that collaboration is good. We
must identify the basis for such-collaboration. This paper will explore
selected concepts certainly not in a definitive way. but at a depth as to
stimulate further discussion. To establish a broader basis for what is essen-
tial to the growth of teacher education is our goal. this must be done on a
firm foundation of a network of collaborative concepts.

[ will start this discussion on a personal observation. it's hoped that this
reflection will set the context for what is to follow: a reasoned statement on
the crucial concepts needed for a more mature look at the basis for collab-
oration between institutions that set the conditions in ficld experiences for
prospective teachers and institutions that help prospective teachers learn
conceptnal frameworks and professional knowledge as the basis for perfor-
mance in ficld experiences.

My intr¢duction to teacher education began in the carly 1950°s, This in-
troduction continues to this day because 1 have not scen a great deal of
progress Peyond the introductory stage. From personal observation and ex-
perience pne startling state of affairs became quite obvious to me. This
observationds further reinforced by reading historical statements. Relations
between ficld experience institutions and Colleges of Education seems to be
one of who can gain the upper|hund over the other: who can exercise control
over the other. The literature seems to present a sense of cycle. a sense of
one domain of teacher education waiting its turn to be *in charge for the
era.”” The great need for field experience stations has had a tendency to
swing the power to clobber. not collaborate. toward the schools.

Colleges were in a bind to place great numbers of prospective teachers in
field experiences. So school personnel wanted to dictate specifications. In
most cases these limitations and expansions were reasonable and added to
field experiences in terms of quality. inasmuch as colleges were pushing for
numbers from necessity. The cycle may be swinging back toward the col-
leges. Again the numbers (or lack of them) of prospective teachers and the
essential need for field experiences is the key function of these cycles.

l S
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The numbers challenge to teacher educators has been met. A challenge for
more quality is now apparent. In America’s attempfs to develop a universal
system of education one simple practical fact was apparent. Teachers and
great numbers of teachers were needed to staff this great educational exper-
iment. In fact. teachers literally flowed out of teacher training institutions
and they came throughfield experience situations in varying ways. There is
some evidence that the numbers of prospective teachers will diminish. So
the cycle of power has the possibility of swiggirg back toward colleges. But
it will not swing back as far as in the past. Administrators and teachers in the
schools have been well trained and know their importance in teacher educa-
tion. They have a part to play and are willing and able to comribute. This is
ideally the time to structure a firm feundation for collaboration between
schools and colleges.

Some Basic Concepts

Transaction

3

True collaboration. collaboration that is a healthy. growing. productive
affair. isa (;ansaclional relationship. A transactional relation consists of two
‘or more parties who contribute as equally as possible to generate a totality.
An interactive relationship tends to emphasize the contentration of power in
one sector at any one point in time. Interactive relationships are obtained
when both parties do not understand their parts in contributing equallv to a

. situation. There might be activity on the part of both parties but there is

_ .usually a dominance of one: one more active. one more passive. When both

Q
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are active in contributing. the whole is. indeed. greater than the sum of the
parts. When this happens it is a transactional system: it is a system of
collaboration, At this time relationships between colleges and field experi-
ence schodls can be characterized more interactive than transactional. (In-
tecactive is used in the literature and of course it sounds good. but the
rzferent for the word is not the type of relatiorship we ought to be working
toward).! )

Perhaps there are.many reasons for this lack of growth in both types of
institutions. but basically I suggest that it returns to not truly understanding
the nature of the problem of training a professional and especially & teacher
in charge of the complexity of a classroom instructional situation. What 1
mean by the phrase "*not understand™ is quite simply that teacher educators
do not seem to get down to the bare essentials of just what they are trying to
do and develop their discipline around some essential principles and con-
cepts:

‘Dewey. John and Arthur Bentiey ANOWING and the KNOWN  Boston: Beacon Press,
1949,
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"Probably one of the most essential concepts that influence the need for
collaboration was outlined by Ryté? in 1950. Actually Ryle was with a very
old philosophical problem. Primarily. he was exploring the clarification of
the mind-body duality problem and how our beliefs relative to the mind-
body duality influence our behaviors. In attempting a clarification. Ryle by
necessity became involved in epistemology (the study of what is knowing
and knowledge). You may: be (hmkmg that this seems a far reach from
teacher education. but the categories of knowledge he postulates seem to be
the very heart of the education of teachers and the foundation for the essen-
tial nature of the dependent relationships between two separate but related
domains of knowledge:; "knowing that knowledge and “"knowing how™
knowledge. Surely it is not only knowledge that differentiates a professional.
but also types of knowledge and their relationships.

Essentially Ryle points out that there are two basic types of knowledge
and two different ways we add to our intellects in these two domains. Ryle's
discussion of this epistemological problem of knowledge is not unique but it
is rather clear. Dewey? dealt with the two major domains of intellect in Art
as Experience and' more contemporary scholars have attempted to clarify
and show the significance of krowledge and sy mbols that are all around usin
our everyday lay and professional lives.* .

**Knowing That™ Knowledge

**Knowing that™ knowledge is symbolized by language and seems most
familiar, and yet this knowledge may not be the most common. It is know-
ledge that can be learned by the use of language. This type of information
represents conceptual knowledge. intellect that can be put into propositional
form. These are the intellectual concepts encoded by prospective teachers
and represented in either oral or written linguistic form. This cognitive or
intellectual or “"knowing that" knowledge is the basis or foundation for
decision-making in the second domain of knowledge. In other words **know-
ing that™* knowledge is the knowledge of our professional life space on which
we base our acts. acts that are purposeful in terms of pedagogical ends-in-
view,

**Knowing that* knowledge is encoded in our intellects by way of a pat-
tern of meaning called a concept. A concept is a unit or category of aware-
ness that is significant to us. It is significant to us because of its potential to
initiate and guide acts. The important fact for teacher education is that this
knowledge can be highly descriptive or it can be at a higher level of abstrac-
tion and can be conceptual. If it is conceptual it is more of an interpretive
type. If such knowledge is at a very low level of abstraction, at an almost

"

‘Ryle. Gilbert The Coneept of Mind New York Barnes and Noble. 1949
Dewey. John. Art as Experience New York Capricorn Books, 1958

Morris. Charles Signification and Sigmificance Cambnidge: MLT, Press, 1964,
3
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one-to-one correspondence with what to perform. then tt cannot be
categorized as professional. Broud) has pointed out that abstract knowl-
edge by its nature must be translated by the imagination of the practitioner
into performance acts. This is the freedom and responsibility of the profes-.
sional.

~Knowing How™ Knowledge

In a general way: this was the point that Ryle tried to make. There is no
**ghost in the machine” who directs our movements in & one-to-one corre-
spondence with our knowledge. Our acts are a separate part of the intellect
that must be learned as a separate component of knowledge different but
based on our intellectual knowledge. **Knowing how™" knowledge can not be
put info language. It is not an automatic result of “"knowing that.”” We often
overlook that we. indeed. **learn to do’* something: that we learn to teach as
afh activity. **Knowing how" knowledge, it must be understood. is a type of
knowledge that is encoded in the nervous system: it is stored and it is
retrieved as a separate manifestation of our total intellects. It is nonlingual
knowledge often called non-verbal.® Discussions about such knowledge as
pointed out earlier has been in the literature for years but we have neglected
to apply it to teacher education.

Such non-lingual knowledge is generally thought to be basically at three
levels of complexity. We all realize the body’s ability to encode at the sense
level and to retain and remember the experience, We "know'” what smooth
is like but we cannot tell somebody what the feeling of smoothness is. only
that it is. of course. not rough. This;tactile sense ts one of five ways we
encode knowledge of the world which we cannoi communicate in language.
The others are the senses of taste, hearing. sight, and smell. Notice that we
experience the smell of a burning tire but we cannot communicate what is
the smell. ‘

sBroudv. Harry S “"The Role of the Foundational Studies in the Preparation of Teachers.™
Improving Teac her Education in the United States. (Edited by Stanley Elam) Bloomington- Phi
Delta Kappa. 1967

#The distinction referred to here between non-hngual and non-verbal represents the need for
more preciseness on the part of teacher educators m their use of terminology There are
quahties such as tone, pitch, juncture to verbahizations in language which we “"know™ and us¢
and which must be accounted for as knowledge that cannot be communicated with language but
certamly is verbal, Such difficulties with terminology has caused Joseph E. Hill to use the
terminology “qualitative symbolic’” for manifestations of non-lingual knowledge after the writ-
ings of John Dewey and others For lingual knowledge Hill has used “*theoretical symbolic”” asa
category including written and oral language and mathematical symbohsm. The Institute for
Educational Sciences. directed by Dr. Hill has as one of its thrusts the learning modes of
people Certain people have a qualitative dommance and others have a theopetical dominance.
Such evidence can be used for diagnosis and prescription relative to certain types of learmng
objectives. In other words. what we seek 10 learn is dictated by two things. the nature of the
task to be learned and the way we personally learn best. In traiming a teacher both the theoreti-
cal and quahtative modes of conceptualization are important and must be accounted for accord-
ingly in the teacher education program.

4




The second level of complenity 1s the psychomotor level or the complexity
of performance. putting discigte movements together in a comnlexity of
activity.. Learning to nde a bicycle. learning the social interactive skills
needed at a cocktail party. and learning to teach are all skills at the
psych r level of complexity. Such skills can only be learned by having
actual experience with the state of affairs being encoded.

It 15 impossible to encode the skills of working with 30 students. with the
matrix of relationships. in a college classrdom, One must experience the
atmosphere. the movements. when to move. and feelings as an actyal par-
ticipant. These feelings and the entire spectrum of emotions are the highest
levelof non-lingual knowledge. Thus we can see that non-lingual knowledge.
at all three levels (sense. psychomotor. and emotions) are an integral part of
lcarning to maintain a classroom instructional situation. The sense level of
knowing how™" knowledge is more likely less significant to the actual prac-'
ticing to become a teacher but as professional knowledge which can be used
to design learning systems for children it is indispensable.?

Professionals by their very nature must deal with both domains of knowl-
edge. They must be competent in the intellectual or theoretical knowledge of
their field: ar understanding of the principles. problems. processes and
property of the discipline is part of the lingual knowledge of that discipline.,

This body of knowledge can be generally called competency as found in
the term competency-performance education when competency represents
the knowledge on which acts are based. The performance is an outgrowth of
the cognitive knowledge. o

“Qutgrowth™ is just (ne point that Ryle wanted to make. People can and
do interpret.theoretical knowledge in a number of different ways. A pattern
of teaching acts is a creative process. it is unique to the individual prospec-
tive teacher and must be worked out or learned in the actual process of
trying 1n a classroom with children and a cooperating teacher who is trained
and knowledgeable in working with teachers specifically in this|unique do-
main.

-

Summary to this Point

In ‘the above' presentation. I have attempted to outline a cung tual
framework wherein there are two different types of knowledge to be | med
by teachers. the conceptual knowledge that is general in nature and that

.- Which must be translated into performance. The performance itselfis a type
of knowledge. an awareness that must be learned as a separate increment of

ERIC

Aruitoxt provided by Eic:

_ % ) .

TEor some background reading see B M, Grant and D.G. Hennings The Teacher Moves, An
Analyvsis of Non-Verbal Actiein New York: Teachers College Press. 1971 **The Challenge of
Nonverbal Awarencss.” theme of Theory into Pracnice 10:4,
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intellect. The theoretical and the qualitative types (see foothote 6) are
characterized as "‘knowing that™ and *‘knowing how'" modes of intellect,
often labeled as theory and practice. A problem that has long plagued
teacher education has been the inability (for several reasons) of teacher
educators to communicate the nature and importance of each domain of
training. There have been. for the most part. constant attempts to separate
and isolate the two domains from each other (witness the lack of collabora-
tion). The point 1 have tried to make is that both are important in the
education of teachers. The conceptual or theoretical without the knowledge
of translating it into performance is sterile; knowledge without conse-
quences. Performance without intellectual or thedretical context amounts to
mindless modeling of someone else's skills, We must understand that one
without the other is futility. bug togetherthey are a synthesized professional
teacher.

‘

Teachér Education and Teaching Education

We look at the education of a teacher as basically a four-year program
(hardly enough time to do what we ought to do). Teachers, as a professional
group. are unique in that they teach the culture. They use directly. in their
work. the disciplines of knowledge studied primarily in the first years of
college. This we will call the pre-pgrofessional phase of teacher education.

The professional phases of teacher education begin when prospective
teachers enter the College of Education and start the study|of instructional
theory; concepts of how to pedagogically reorganize thi1 disciplines of

ental level. A
teacher's expertise is in;his ability to plan and execute a system of learning.

*If curriculum is to be defined as a composite of student acts. learning cof-

tent. ends-in-view. and the relationships between the three. then teachers
must be trained to plan and put into practice such a curnculum

The professional phases are conceptuallzauon of the contenR ofcldssroom
instructional situations (' ‘knowing that™ k%wledge)and the second phase is
teaching education. < L .

i
i

Teaching Education

Teaching education is **knowing how"’ knowledge As pointed out earlier.
it can only be learned by actually experiencing the classroo . Prospectjve
teachers must. however. be in classrooms from **day one"" of this profes-
sional phase of their training. They must begin to encod¢ the knowledge of
**how to'" from the very beginning. In the field experience. the prospective
teacher from the beginning must be guided by a teacher who understands
that they learn about ted«.hing but do not learn how to teach in their cur-
riculum methods courses in college classrooms. This is a common miscon-
ception of teachers in field experience \nuatmns It iy rather strange that

6
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people who go through basically the same manner of training forget that they
did not learn the skills of maintaining a classroom instructional situation in a
college classro6m. Such&c{:ld experience trainers ought to be knowledgeable
in working with prospeci®ve teachers in this context of learning the *‘*know-
ing how™" knowledge of teaching. Also they should be aware that such
knowledge. if it is to be tloser to the professional spectrum which we désire
in the education of teachers. must be grounded in the theoretical knowledge
of the college course of study. This calls for collaboration. The dollege
instructor and the field experience instructor ought to ge together on what
they each think is important in their respective knowledge areas and coordi-
nate. This ought to be a continuing dialogue of the coordination of theory
and practice. of the theoretical and the qualitative knowledge of a profes-!
sional, Here is the key to compctent beginning teachers—a collaborative
synthesis of the two domuins,

There are possibly two other crucial concepts that need to be explored in
developing collaborative efforts. Both partiesneed to talk from a common
framework. and the field experiences must start at a low level of complexity
and bé guided to a level of complexity needed by an independent practicinga
teacher planning and maintaining a classroom instructional situation. -The
concept of levels of complexity will first be explored as an organizational
structure needed for collaboration and secondly the need for a mqdel for
communication model of categories ¢f the classroom will be presented as a
framework for dialogue among the three parties involved—the prospective
teacher. the field experience instructor. and the college instructor. Thiw is
the new team in teucher education,

¢

| -
. ’ \

The Levels of Complexity C(;nbept

.

w . has been reorganized and reorganized and reorganized almost to

de®h. But why do the great schemes at reorganizing the education of

teachers seem to fade away? And why does there seem to be only a little

cumulative effect of these greai schemes? Why do teacher educators con-

tinuously submit themselves to grandiose *'studies’ that suggest some new
 reorganization?

It seems that there is one simple reason for the continuing reorganization.
There is so little attempt at synthesis of basic concepts in teacher education.
Whether it is cause or effect. I can't say at this time. but everybody wants to
do their own thing. This may be what encourages cons*ant reorganization. *
There hat been little synthesis in pedagogical theory to guide the education
of teachers and to guide organizational schemes, Without connections that

. build on each other. isolated concepts slowly die. (.‘oncergs'_connected to-
gether build on each other to gain strength. Without the cd mulative effect,
another panacea is always better thun the most recent one that died. or

3 7 ’ .
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. anybody's bandwagon i$ better than a dying band. In discussing general .

instructiogal theory, Hosford" in clear {erms says: -
.. . We'have no thu»ryqofinstructlon—ln(v thearetical base from which to
-pperate the one process instrugtion man-hds always used ... *This L
seems a tudicrous position . . . aljost inconceivable—yet here we are.

.

. The bandwagon phenomepa ig teacbe;\cducation can be explained by
‘referring to a Jack -of "basic congf:plu'al frameworks based on research.”
Redrganization of and research on teather education ought to resnlt insome
cumulgtive effect for teachér ‘Educator&‘T is can only be done with an
emphasis on synthesis; deyeloping framévoeks for collzborative efforts.

The ‘concept discussed; i this’section comes frewm the fields of systems

\theery. linguistics or the figld of psycholingu’ “ncept is the con- '
cept of complexity.!” We are specifically g .he developing of
hierarchies of complexjty in structuring fiei.. . _.riences for prospective
teachers. But in devélopjng those hierarchies of complexity we need to
concern ourselves .with the ability to control the ascending complexity by

‘usiyg abstractions or generalizations. In other words. the practical .must be
tied to the theoretital. i '

In leamning how to plan, organize and maintaih the complexities of an
instructional situation, a prospective teacher must be allowed to add aspects
of the complexity in small steps. The classroom instructional situation (C1S)
can be ldoked at as a system and the system cannot be put all together in one
type of experience. o

L . Teacher Aides (TA) (Level 1) ] .

Conceptualizing of the CIS s to start from the very beginning of tcaching’“ .

education. The prospective teacher begins studying the CiS asa teacher aide '

(TA). The complexity of teacher aiding would be low because the emphasis

would be. in fact, aiding the teacher to carry out the instructional program. K
The TA would be concerned with learning the importance of the environ-

mental influences of the classroom. There would be chairs and tables to help
control, helping Students to orgarize ami execute bulletin boards. or the TA

w -ild organize and execute boards related to an instructional theme. There

would be duplication of materials and use of media for teachers. But teach-

A
»

e -
*Huosford, Phithp L. An Instructional Theors-A Beginming. 1 nglewood Cuffs. Prentice-Hall,
fne . 1973 ' -

aSuch research does not have to cume directly from teacher education ‘insomuch as it s an
apphied science as m all education See Pavio, Allan Imagers and Verbal Processes New
York. Holt. Rinehart and Winston. Dale, Edgar AV Methody i Toaching Nc»%ank Dyden
Press. 1969, see Chapter Four. “The Cone of Experence.”” pp 107-134, -

IThere.are a number of sources one could-read from different disciphines. Rapport, Anatal
“Muadgrn Systems Theary-An Outlook for Coping With Change™ XV: Simon, Herbert A “The
Architecture of Complexity.” X. General Systems, Yearbooks of the Society for General
Systems research, Bruner, Jerome § The Process of Education Cambnidge Harvard Univer-
sity Press, 1960. Dewey. John Experience wnd Education Collier Rooks: New Yyrk. 1963

‘ ‘
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Y:lizing the competencies and performances neede
p

ing is working with students and th;iT‘iw-s:uthprospeclive teachers must find
out about. Therefore teacher aides (TA) could be working .with single stu-
dents in a tutorial situation. Teachers would diagnose and prescribe. and
tedcher. aides would carry out such an instrugtipnak system. They would
have experiences with remedial concerns as well as cxperiences with gifted
children. Such TA experience could be related to introductory course work .

T -aching Assistants (TAT) (Level 2)

. The next level of complexity for prospective teAchers would have tasks
related to small groups of students with learning disabilities and students
who are gifted who need extra attention. This level would need much collab-
oration between school and college where the prospective teacher would be
* more of an assistant (TAT). THe TAT would become more knowledgeable
about curriculura. This-level of complexity would be coordinated with cur-
riculum methods.Courses. The TAT would. with the, guidance of the teacher
and college-instructor. develop instructional units (modules with instruc-
tional materials) for small groups or Individuals.«There would be an em-
phasis on developing kearning aid$ to'help students meet specific curriculum
objectives. Students would take a block of mgtiods courses dealing with
pedagogical concepts. and then translate them4nto units and materials based
on a specific need in the schooi. The tasks and materials and curriculum
units would be developed as an integral part of methods course work at the
university. Part of the experience would be a shared. feedback among teaca-
ing assistants at the college as to how and why materials and modules work.
Such development of materials and modules would require that the de-
pository concept of a materials center would change into a laboratory and
development emphasis where students would construct their own materials
and modules after becoming familiar with a great variety of commercial
models in various curriculum areas. At this level*of @grplexity of concep-
in teaching. there
might be a need for the Teaching Assistant (TA) to give diagnbstic tests. to
scribe needs. in a behavioral form. and then suggest activities. Such
experiences would.come from a base of very close collaboration between
school and college faculty. Both need to understand that each. school and
university. have a unique and vital role to play in synthesizing two forms af
knowledge. . !
We would now have prospective teachers working with small groups.

looking at instructional problems but spll not bging concerned with total

responsibility for the CIS. The next level of complexity would be responsi-
bility fo1 the total instructional program’. Now. it does not seem reasonable
to place an iexperienced person in a classroom with an experienced expert
and expect the mexperienced person to gain with the highest degree of
profit. Arthur Combs'' has simply stated this concern in the training of

— v

U ombs, Arthur The Professionat Fducanon df Teachers A Porceptual View of Feacher
Preparation Boston Allynand Bacon, 1968 . /
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teachers. Experienced. expert teachers do certain things in certain ways
only because they are, indeed, experts. Inexperienced prospective teachers
ought not to try many things in the same way as experienced teachers. Many
means ought to be modeled by prospective teachers to get a **feel” for the
approach, but not all approaches to structuring the learning environment
ought to be laboriously tried over and over to do it *‘just like the cooperating
teacher."" Inexperienced teachers cannot do what experienced ones do and
cannot do them to the same degree they do most things. This must be what
Dewey!? was referring to when he looked at student teaching as a’ time of
experimentation and ‘‘trying.”” Experienced teachess do things differently
because they work intellectually at a higher level of complexity than do
inexperienced teachers. They see the CIS as a general instructional system
and because of their perspective they are able to place concerns into
categories, and to rehate these categcries, in order to plan for solutions of
classroom problems. ..
Noller!? discusses this problem: .
Perhaps one of the primary sources of faculty commynication between
people and therefore one of the greatest inhibitors of creativity in human
relations is a misunderstanding or lack of understanding of the levels of

- abstraction. Often, the final determination of and the success of the
“‘best’" result will depend upon the ease of effectiveness with which it

tan be visualized. understood and communicated to one's self and/or
others at a given level of abstraction.

This difference in levels of abstraction between cooperating teachers and
student teachers has many implications for structuring the field experiences
of prospective teachers. At this juncture we are concerned with the point at
which the student of teaching starts looking at the total responsibility of the
CIS. In what way do we raise the level of complexity at this point?

- * o

- Team Student, Teaching (TST) (Leve! 3)

With a student teacher working with a cooperating teacher who views the
classroom at a different level of abstraction and with the jump in complexity
from small group to total classroom responsibility. it would seem that both
of these concerns. abstraction and complexity, gould be better dealt with in
a team student teaching approach during the first student teaching experi-

. ence. Two stident teachers would be assigned to a cooperating teacher. The
student teachers would explore the team-teaching concept while working
together on the same level of abstraction in learning to gain control over the
complexities of the CIS. '

. v

12Dewey. John. The Relution of Theory 1o Practice in Education. Washington: Associatipn , =
for Student Teaching. Bulletin No. 17, 1962, « '

13Noller, Ruth B, **Some Applications of General Semantics in Teaching Creativity."Journal
of Creative Behavior, 5:4,1971, 256-266.
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In some initial studies'* of student team-teaching we found that students
talked to each other to clarify many issues and worked out many of these -
issues that Yhey perceived as problems. that perhaps would not have been
petceived as concems by the college and field instructors. This team ap-
proach to organizing the instructional pi sgram allowed for shared solving of
the complexities. When a difficulty arises that ought to be discussed with the
cooperating teacher at once. two people could leave the room, leaving one
student teacher to carry on. As the initial student teaching experience, team
student teaching holds great promise for helping prospective teachers deal
with a higher level of complexity very effectively.

Single Student Teaching (SST) (Level 4)

But.there then ought to be a second student teaching experience where the
student teacher has a chance to build on his firm foundation to become
confident ip being able to control the full complexity of a classroom instruc-
tional situation. The student teacher would be a single teacher-in-training
with a cooperating teacher. Both the TST and the SST might be for eight
weeks in the sime room or the TST might be in a room for one-half day and
the second cight weeks the two students would shift to a new room with new
students for an all-day experience.

;
- v

The Internship (INT) (Level 5)

The dump and run philosophy might be characterized more appropriately
to the first-year teacker. We have done a very poor job of helping young °
beginning teachers become initiated into the full complexity of the first in-ser-
vice teaching assignment. Teacher Education and Training (known as the
St. James report) from Great Britain labeled the treatment of first-year
teachers a disgrace to the profession. We ought to develop the master
teacher construct or visiting professor program for first-year teachers. State
institutions could divide up the state. with the state department having a
segment. It would help young professionals gain control over the highest
level of complexity. Certainly such collaborative constructs between school
systems and college and/or state departments is one area that ought to be
explored if growth in quality of beginning teachers is one of our goals.

.

Model of the Classroom Instructional Situation
We have sug'gcswd that learning liow to perform in a CIS cannot-be done
within gne type or one span of experience. Such a complex system is best

[}

4The author has worked with the team student teaching concept when Wayne State Umiver-
sity, College of Education and the Detroit Public Schools collaborated and when the College of
Education. Kansas State University and the Manhattan Public schools collaborated. Also see
Languis. Marhin, Stull. | orren. and Kerber, James. **Teaming: Innovation in Teacher Educa-
ton - Educational Leadership. May. 1969: Smith. E. Brooks. et al , “*Toward Real Teaching.
A Team Internship Proposal ** Journal of Teucher Education 14 1. Spring 1968 .

.
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learned in a hierarchy of skills best mastered in levels of complexity which
build up as a result of collaborations. cooperation and communication be-
tween schools and colleges.

Such relationships depend on a reasonable degrce of precise communica-
tion. In other words. we need to understand what each other is talking
about. This preciseness. as in all uses of language. depends on concepts
which serve as common referents for the parties in the communication act.
Inasmuch as she training. both in the college classroom and the field experi-
ence classroom. centers on the classroom instructional situation. a model of

the CIS was developed: This model is an attempt to categorize major com-.

ponents and not to be definitive, it has been found that in.the process of
talking about strategies prospective teachers themselves start to differen-
tiate various comporents in the process of curriculum planning and in dis-
cussing performance problems in field experience situations. Inasmuch as
instructors and prospective teachers have categories on which to base com-
munication. they tend to communicate. Presentation of such a model ought
to be made to prospective teachers from the very beginmng of their field
experiences (Level 1), Thus, target categories could be agreed on by instruc-
tors at college and in the field. and study of competencies and performances
"can be coordinated with collaborative efforts. .

l"

-~

ERIC




In looking at this problem of communication. what I discovered was that
definitions are a good start at developing conceptual frameworks but are
really a very low level of knowleage and are difficult to translate into prac-
tice. This realization led me to consider the value of conceptualization: the
consideration of conceptualization was 1eally the result of realizing that the
use of words in definitions 1 an attempt to name the essential categories of
concepts. And a conceptual approach encourages more freedom for pros-
pective teathers to manipulate factors in a CIS because no value structure is
implied 1n establishing attributes of a concept. '

{n working on this concept. [ began to see that in looking at the teaching-
learning situation I had to get at the generic. essential attributes or factors
that made up the two concepts. teaching and learning.

Concept of Method .

To conceptualize a relationship. one needs to have a more generic concept
than ecither teaching or learning. To show that they are related vr show the
existence of no rddtlt\Sshlp the concepts need to be looked at and modeled
using the same ground®rujes for both concepts. 1 hit upon the concept of
method. not methodologies. that were examples of methods. but the generic

concept itself.

Methods as a concept. as loosely as it 1s used in teacher education circles.
refers to four basic attriibutes of intelligently atte mpting to reach a goal. Note
that if any educational enterprise is intelligent. it can be analyzed and talked
about by using the condept of method. To understand the basic concept
ought to be one of the first pcd.ngngual concepts a prosputlve teacher
studies., .

The first attribute in method 1s the estabiishing of an nhjeulve AII intel-
lect acts (we prefer ~mtellect” because it would include all forms of
methodic functioning. i.e. cognitive. affective and psychomotor processes)
are cases of going toward a pre-set end-in-view. There can be accidental
adding of content in a prospective teacher’s store of knowledge but we can’t
say that it was methodic. It may be good but not methodically acquired.

Fo be methadic one must reflect en future ¢vents or resiilts. In other
words. for teachers to plan methodically for the learning activities of their
students. they must have a clearly dehneated objective, and teacher and

§ student acts must be related to the objective. This Basic concept in
competency/performance education is a psychological principle that has
been wiitten about for decades. Thus. to consider objecuves. to consider
acts and to consider that there must be a relationship hemwn acts and ends .
iw to have considered three aspects of method.

To engage in acts in order to realize an emd-in-view withaut some sort of
content is really impossible. In the same manner. it 1s rather difficult to
discuss content without putting it in a context of snmc ‘useful purpose

A teacher can methodically guide students toward a goal. To be
methodic the teacher must consider the connection between the acts, con-
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tent and end-in-view. These are the four, not three, attributes of the concept
of method. This simple concept can be one basis for collaborative effects
especially when such efforts are based on clear communication between the
training triad of college instructor, field instructor and prospective teacher.
In working with beginning students of pedagogy the level o1 abstraction in

which theoretical concepts are presented has been found to be crucial. Even

with students working right in classrooms at level one of field experiences,
the way the theory is represented needs to be lower than the language or
symbolic level. It was found that representingthe attributes of a concept
pictorially or model form was not only easy, it is sometimes fun because it
facilitates understanding. We created a simple analog model of method
which we have used to create a model of teaching and learning répresenting
an observation framework used by prospective teachers. -
- ‘

3
A

\

Figure 2
. Analog Model of Concept of Method

Y Yy -

=
A ’ C E

ACTS CONTENT END-IN-VIEW

Note that the analog model pictures.a connection between acts, content
and end-in-view. This would apply to one lesson plan or an entire sequence
of learning plans. Note too, that the end-in-view feeds back to both acts and
content for purposes of adjustment while making progress toward the end or
instructional objectives. ‘

&

Connecting Teaching and Learning S

[
We can translate the concept of method into a larger model that helps
explain why the compétency/performance philosophy of education makes

.good pedagogical sense. In trying to develop an observation model establish-

ing the connections between teaching and learning I developed a model of
instruction which pictures the connections,

The attributes of method can Be translated into attributes of teaching and
learning if we help prospective teachers learn one basic principle —teaching
and learning are methodic processes. If we accept this principle, we can say
that teaching can be conceptualized as teaching acts, teaching content, and
teaching ends-in-view. Learning can be conceptualized as learning acts,
learning content and learning ends-in-view, These simple conceptualizationy

14




RIC

\

reveal no startling new lnlormdtlon to hardly anyone in teacher education.
They become helpful when prospecu've teachers start connecting the con-
cepts to form a larger model as pictured in Figure 3.,

“*What is the purpose of teaching?"" is a question we can ask prospective
teachers. '*The transmission of knowledge'* answer ought to be rejected
because of their observation and for psychological reasons studied in their
course work. Language can be transferred but not the concepts that the
language represents. These types of discussions can cause a great deal of
cognitive dissonance in some prospective teachers but they can be helped to
see that ‘‘teaching.’” “as a specific. pedagogical term could only refer to
language behavior and later change this to svmbolic acts to include verbal
and nonverbal acts.

Lear 1ing can be seen to be an individual affair and that can only be done
by the person domg the learning. Prospective teachers can learn that the
purpo:e of teaching is to encourage students to become involved in learning
activities or student acts. This is one key to training competent teachers and
is one relationship between teaching and learning. The end of teaching is
identical with the beginning learning. In putting together a concept model of
the connections of teaching and learning. the attributes of teaching ends and
learning or student acts would have to go into the same slot (Figure 3) the
first connection in modeling the relationships of teaching and learning re-
quires perspective teachers to be designers of learning programs. not trans-
mitters of knowledge. This role is basic to effective learning programs in the
CIS:

The second connection comes from another question which can be asked
of prospective teachers. **What is the difference between teaching and talk-
ing?"" This is an interesting pedagogical problem which can be related to
college classroom or field experience situations. To fully understand the
answer and how it relates to teacher training we must carry through and
construct the concept model of the relationship of teaching and learning.

Figure 3
Attributes of Teaching and Learning and suggested Relationships
. —
! H '
e~ ] [
“x e ! =
TA 1C Te ! Sa Le T-S¢”
o H i
Teaching Teaching ! lLdthng. Student fearning [ &acher-Student
Acts . Content okads 0 Acts Content Ends-in-View

A
"We can only delineate between talking and talking as tcuchin\g when the
teacher has established an objective with the receiver of teaching acts. In
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other words there musi be a teacher-student end-in-view (T-Se®). This
synthesizes teaching and learning into one methodic whole which we call
instruction.

There is an explicit understanding on the teacher’s part as to the end-in-
view. This structures his teaching acts. teaching content and sets in the
nature of the student acts. This must be communicated to students. Random
conversation is not teaching. Neither is talking to a group about an area
without expressing a pre-determined end-in-view. in keeping with the nature
of methodic or intelligent learning acts. the student can not engage intelli-
gently in learning activities unless there has been established a pre-
determined end-in-view. This is good pedagogy and good learning theory:
What has become increasingly apparent to me is a growing sophistication on
the part of teachers and students concerning the value. relative to contem-
porary culture, of the knowledge or objectives being learned in today's
curriculum. For this reason there must be greater decision-making ®n the
part of teachers in developing sequences of objectives as to whether.they
can communicate the worth or value of the objectives they encourage their
students to seek.. For this reason. in this version of the model presented. |
have translated the teacher-student end-in-view into T-Se*. This **v’" sym-
bolizes that the concept of the commonly held ends-in-view of curriculum
must have an exponent of value both to teachers and to students.

Teachers encouraging learning and teachers communicating objectives are
the two major areas of intersection of teaching and learning that ought to run
thréugh both learning domains of the prospective teachers. Prospective
teachers learn to plan learning activities and. then. ought to be trained to
allow students freedom to learn-to-learn. Of course. what is modeled is the
basis for collaboration in studying the nature of teaching and learning. With
the addition of two aspects, that of assessment in a non-value judgement
context at the beginning of instruction and that of evaluation’ to see how
close students came 10 realizing the end-in-yiew. I have created a simple
analog model (Figure 4) of the egsential components that can be used when
thinking of. observing. working with. and planning for students the total
classroom in%ctional situation.'? . '

-~

“ .

Figure 4
Analog Model of Components of Classroom Instructional Situations
. — - 24
: "
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ASSESSMENT EVALUATION

1“The model of the classroom mstructional situation repre cated an Bigure 4 15 an adaptation
of a rescarch model for which the author was awarded one of the two 1974 ATE rescarch
awards
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Summary of Concepts for Collaboration

To collaborate. people must cooperate for collaboration to be produine
and growing. and it must be a two-sided or transaction relationship. Both
sides must have something unique and valuable to contribute and under-
stand the nature of both <ontributions. As teacher education attempts to
move more into the professional spectrum. it becomes more apparent that
two distinct types of knowledge (as found in professional levels of activity)
are needed and need to be learned in the appropriate context. “"Knowing
that'. or theoretical knowledge is the domain of the college classroom. When
stuch courses attempt to become ‘practice.”” they have lost theif unique
contribution in the training of a professional, **Knowing that™" knowledge as
concept frameworks is the bisis for translation into performance.,

Such performance or “knowing how " knowledge is a unique part of the
intellect. The skills of running a classroom instructional situation are en-
coded by participation in and observing of actual classrooms. Thus only
through collaboration of college and field experience personnel can we hope
to get closer to educating for professionalism in teacher training.

To facilitate such cooperative collaboration conceptual frameworks need
to be used at an abstraction level as to include the prospective teacher. In as
much as classrooms are the central focw of teacher education. 1 model of
the CIS has been suggested as a communication tool to be used for purposes
of communication between college and field instructors in collaboration at-
tempts. Without such concepts of communication for collaborative coopera-
tive efforts will detenorate into old interactive constructs? we then have
failed to grgw And our aim is to grow toward understanding each unique
sector of training in the education of teachers.

17
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Suzanne M Kinzer
William H. Drummond
University of Florida
Gamesville

PARITY'AND
EDUCATIONAL PROBLEM SOLVING:
A PROGRESS REPORT

\

The need to examine and re-examine educational goals and priorities al-
ways exists in a society such as ours where children and learning are valued.
Today's world presents unique situations and challenges which are causing
educators to question many existing practices. These challenges seem t&§
result from a set of conditions that are common to most communities:

o dissatisfaction with university-based teacher preparation and the result-

ing growth of field-based programs: '

elow teacher morale resulting in the growth-of unionism, collective bar-
gaining, and a new set of politics and professionalism:

e national. state. and local pressure for accountability resulting in man-
dates urging the decentralization of educational decision-making or a
“*returning of power to the people’’;

®a generalized concern for the provision of learning options at all levels
resulting in such developments as the voucher plan, free schools, ¢

CBTE, etc.; -~ )
®a pervasive disenchantment with the typical role of Colleges of Educa- *
tion: <

® 4 new supply and demand pattern in teacher employ ment caused by the
end of the teacher shortage. !

These conditions have caused a search for new patterns of behavior.
including new ways of working together to sffect change and innovation.
Some believe the nature of change requires collaboration. Others question
the efficiency and expediency of the process. Still others wonder what col-
laboration is all about. .

The University of Florida Collaborative Model Project, funded by the
Teacher Corps and USOE. under the direction of Dr. William Drummond.
was developed in response to these conditions. For the project's purposes |
collaboration is defined as an experience in working together to solve educa-
tional problems and goals. The model assumes that five voices have a stake
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in educational policy-making and should be represented with equal parity in
collaborative efforts.

These voices include;

» Public School Administration
. Professional Associations —Classroom teachers

University Faculty

Students in Teacher Education

. Community or Citizenry

The project called for additional operational guidelines including the crea-
tion of a support staff composed of a director. manager. assistant director
and cadre of graduate students in teacher, education. A staff anthropologist
was identified to observe and document the project’s history. A decision
was made to involve one university, three surrounding counties. and area
community colleges in the collaborative effort. And finally. the staff decided
to press for community representation from those population areas most
often ignored—the pvor and minority groups.

With these decisions in mind. the first stage of the colluborative effort
began. A group of status leaders representing the five voices and three
counties were identified. Contacts were made personally and informally and
followed by letters of invitation to the first meeting. Forty-seven leaders met
several times and agreed to participate in the project. thus giving a sense of
legitimacy to the effort. The norm of equal parity among voices was estab-
lished early as the group discussed concerns and issues. and leaders began
as the group discussed concerns and issues, and leaders began the difficult
task of establishing guidelines for the formation of a policy working commit-
tee and identifying a statement of purpose from which that group could begin«
its operation.-In early deliberation much time was spent dealing with ques-
tions such/s: “"What's in it for me?"* and "Whgt does collaboration re-
quire”” These discussions ultimately resulted in an agreement to pyrsue the
following goal: . ) :

’

Nl Wt —

.. JTo expund the professionad growth opportunities of school and
uthivgesity personnel—uluimately to'improve learmng opportunities for
students ™ ‘ ' :

“

Leaders then cautdsed by “"voice™ and selected a policy warking committee
composed of 13 repgesentatives, threg flom cach of the five voices with each
county cqually represented. This working group named itself *The Col-
laborative Council."” (See Appendix A.) Almost immediately the Council
gave 1ty official sanction to the improvement of staff develgpment oppor-
tunities as a top priority goal. Since January 1974, the Council and staff have:
been involved n the following kinds of activities:!

I. A commitment was made to the edtablishment of a model for collabora-
tion which i\s orgamized so that equity of voting power 1s guaranteed among

1 Grass-roots in Newly Planted Tawns are fender Things ¥ B xcerpts trom a mimeo repott to
Feacher Corps prepared by Annd Nuernberger, Project Manager.
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the constituent groups The Council adopted procedures, such as llﬁ‘ grant-
ing of one vote to each individual. regardless of “vowe.™ status. or consti-

. tuency. which insured the realization of this commitment. Most decisions.
o far, have been made by consensus.

2. Soon after beginning. the Council requested additional information on
collaboration in general, and staff development and teacher centers in par-
ticular. In addition to attendance at the National Conference on Collabora-
tion, held in Gainesville in February 1974 information has been and is being
provided to the Council by the project’s hterature file and through informal
seminars. '

3. The staff prepared a brochure and a multi-media presentation which
outlines the structure and purpose of the model project for the National
Conference on Collaboration.

4. A three-day retreat was held February 12, 13, and 14, 1974, in the form
of a management seminar. The work of the group focused on the goal of
improving staff development opportunities with the institutions and organi-
zations involved n the collaborative project. These immediate objectives
were identitied at that time by the Council:

A. Develop a public relations program dedigned to give greater prigrity to
« teacher education and.staff development among the audiences of the “*five
voices.”’ 5
B. Document and share the step-by-step processes through which collab-
' oration is achieved.

C. Establish a viable model for collaborating locally.

D. MaKe ourselve ~ knowledgeable of the needs of p.fofessmnul personnel
in the three counties by gathering information systematically. In addition.
this retreat served as a skills training session for Council members. The
strategy used involved a structured: approach to building an action plan
which provided a system for the identification of goals. objectives,
priorities. and implementation strategies.. An increased feeling of trust and

R comfortablenes®among Council members also resulted from this activity.

5. The Council’s action plan included steps to gain support for the
. project’s goals through the use_ of existing channels of communications; -
faculty meetings, organizational’newsletters and meetings., legislative dele-
gation meetings, FEA convention presentation, ete. The Couneil also wrote
a position paper on staff development. and candidates for political office
have been informed of local personnel needs through regular contacts by
members of the Council. ~ :
+ 6. The Council participated with the project staff in the making of a train-
. ng film entitled **The Silent Agenda.” This film demonstrates some of the
difficultics collaborative groups encounter in working together and helped
the Council bring out some of its hidden agenda items .
For those beginning a collaborative venture, 1t seems appropriate to con-
tinue the story of the Flonda model irom the staft™s viewpoint. While we do
| not presumte to have answers for other locals or projects. this teftection may *
be of some help to those interested ighhe process.
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.
; During the pre-planning phase of the project. we began with a literature
. search. The staff was. at that point. looking for answers to the following
g kinds of questions:
’ o Who should be involved in collaborative efforts?
® What is collaboration? How shall we define it?
® Who should be involved in educational decision-making?
e How can and/or should poliey and operation be separated? -~
e What ster.s can we take to insure that people feel in¢luded rather than
excluded? . -
® How do we deal with conflicting institutional and individual interests?
o How shall we define community? :

e What about the representation questions? How should voices be

selected?

Educational literature on the establishment of collaborative efforts proved
inadequate for our needs. Historically. these efforts apparently were based
on the assumption that shared responsibility promoted improved teacher
preparation. However. few studies included any systematic evaluation to
support or refute that assumption. Typically those reviewed reported the
nature and accomplishments of various consortia or cooperative efforts in
teacher education. Only a few mentioned problems or pitfalls encountered.
and none made explicitthe processes used to set up and keep collaborative

. efforts moving. Thus. while literature sometimes indicated which groups
participated in policy councils. it did not specifically explain how. represen-
tati ere chosen. Steps involved inorganizing the working patterns of
councils were generally not discussed. and analysis of factors related to
successful arid unsuccessful efforts was almost non-existant. Terminology
also presented a problem. Were ~ooperative. partnership. consortia and
collaborative efforts the same thing?? ‘

Since the literature did not provite any definitive answers to our-many
~ questions. the staff relied heavily on personal experience and anticipatory
problem-solving strategies during the first year of operation. Several prob-
lems came to mind which had the potential of sabotaging the growth of any
collaborative efforts in our particular locality: .

@ lack of an explicit data'base from which operational guidelines might be
generated; ) '
®a uriiversity reward system with a set of norms that appears to fuster

competition rather than collaboration; . .
® a skepticism on the part of public school personnei toward university

faculty: . . ,, f
® a state-wide emphasis on accountability that was bemng Jinterpreted in a

competitive mode: =, )
® low priority placed on public school and university staff development:

!
-

[ . ’
Buker. M Damiel. Institutional Readiness for Collaborative Efforts an Teacher Educa-
tion.™ A dissertation proposal. University of Flonda January 1974)
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ean early skepticiém on the part of the collaborative council members

_toward tht project sta‘f-and each other.

., Ke®ping these problems in mind. we decided to begin by placing our
particulhr cqllaborative model in a system which would allow us to try it.
studgtt,.report on it. and revise as feedback indicated. This system includes
data from literature. council participants, an outside ebserver’s record, and
staff reflection_s and observations. Processing occurs regularly, and struc-
tures and strategies are analyzed and changed when appropriate. As a staff,
e have also identified a statement of beliefs from which we operate. Based
upon these beligfs, goals ‘and targets our particular collaborative efforts
have ‘been specified-(See Apperdix B). These are being examined and re-
vised continuously - . |

As one looks at the council's progress to date, it appears to have involved
itself in an on-going study of collaboration. Trust building, the exploration of
ways to make a difference in local politics, and the identification of ways to
share powdr among the five voices without “losing’’ seem to have been the
focus. These have been difficult issues to resolve, because mechanisms do
not readily exist in our various systems which facilitate dealing with them.
Despite the absence of legitimate power the Collaborative Council has influ-
enced local educational-policy decisions and should continue to do so as our
state moves in the direction of implementing the teacher center concept.
Some'generalizations have evo! ved from our first year's experience that may
ad¢ insight into the nature of the collaborative process. These “*learnings’’
are. as is the nature of the project, tentative and more process than product °
oriented: . )

1. Anthropological analysis appears to be a valuable data source from
which: the structure’and process } collaboration may ultimately be iden-
tified. To cite one example:* : ' ’

*The staff and Council should recoenizé\that the form and content of
the behaviors,and attitudes on which the prdgess of collaboration is built
are not common to all hfe styles. They al standard urbane, middle
- management repertoire. but far from universa .Wlhes«: skillgls <
recommended.’ .
Participants in collaborative efforts may function more effectively if they
can operate from a common knowledge and skill base.

4 2, Coungil members’ responses to open-ended questionnaires and staff
observations of.council meetings form the basis for the following additional
thoughts on collaborative efforts: Each voice appears to need time to deal
with ego needs and '"what is jn it-for me?"" Kinds of questions prior to
thinking *"collaborative; thoughts, It is appropriate to spend a great deal of
timte in early collaboratiVe efforts allowing individuals to edtablish feelings of -
identity and power before any powcr;s\haring can occur,

4 ;

[}
3

4 rsummary of Observations. Collaborative Mmiéf'l’nﬁcu Council™ A mimeo prepared by
Alanson Van Fleet. May 1974

Tt
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- ¢ Those 1n established ppwer pdsitions are more likely to be early and
willing collaborators |Rhcy have nothing to lose.’Later those with less %
visible power collaborate because they see a chance to gain. Collabora-
tion should be a win-win effort for all parties,

o Transfer of leadership from a support staff to a collaboration council is a
* delicate maneuver. It needs to be carcfully planned and implemented in
small but visible steps. Real council leadership can change climate and
interaction patterns dramatically. but timing appears to be a critical
variable.

e Those involved in collaborative_efforts often have conflicting commit-
ments . Probléms of time and energy drain are to be expected. .-

e Establishing commitment to a collaborative endeavor may require the
identification of achievable short range objectives and gpals. A retreat
for those involved. held far enough away from daily activities. helps to
accomplish this. ‘

¢ Council members eventually need some visible evidence that collabora-
tion efforts have the potential for making 4 difference,. ~

o The degree of status leader support from the various voices appear to
influence council members’ feelings of worth and competence as well as
the extent of their participation in meetings. .

e Literature from areas other than education (such as industry. manage-
ment. and military sources) has helpful data for collaborative and staff
development efforts.

o A support staff can model desired collaborative behaviors."An open and
relaxed climate seems to result from this effort.

e The collaborative process makes sense ideally. In reality it is slow,
tedious. pften not fun and. perhaps. a last resort to solving educational
problems. The idealism of it fades quickly. but commitments to the
people involved seem to grow among partizipants.

As one looks 1o the future of the Florida Coliaborative Model. the following
considerations come to mind: .

* e Somc¢ attempt shuld be made to identify compele'\mes needed’ for
effective collaboration. We have made a start in'this area. (See Appen-
- dix C.)
e Identification of skills training approaches (for human relations skill
N devclopment finance and budget components, and-analysis of the vari-
, ous organizational systems) and preparation of training materials is in-
dicated.,
¢ The support staff did attempt to provide a model of behavior that estab-
» ” lished an open and relaxed ‘umusphere for the Collaborative Council.,
An analysis of this “"modeling™ might provide additional insights and
guidelines.
e The question of the Council's continuity and future needs to be ex-
plored because of the temporary nature of all funded: projects. |
e Several questions related to representation still exist. The professional .
associations and school administration personngl have the only offi-
cially identified selection routines.” Students. university faculty and
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corcnmunity ’huvc somew hat fuzzy procedures, The question of rep-
~ resentation itself has been raised. Can any council member really rep-
., resent his “voice " 2 1s an unresolved 1ssue. _

e The Council may need'to re-examine its goal priorities in light of some
recent local happenings related to the teacher center movement. A
more appropriate goal may be to provide training for participation in
collaborative efforts. Thi- question will probably be an carly agenda
item as we resume operation in the Fall,

The Florida Model has been fraught with spurts of activity and plateaus of

inertia. Despite the frustrations, collaboration is still in the heads of those

who believe in it. However. we have lost some idealism or at least become
more realistic and pragmatic in our feelings toward the concept. The transi-
t:on from conflict and competition to sharing and cooperation is not an casy

BIOCEsS. : '

It is often difficult to understand where each one comes from. and as

Linus in a recent Peanuty cartoon put it: "

“*Just when we think we're winming . . . there's a flag on the play’™”

We are proceeding as the saying goes . . . very carefully.” Literature on
military strawegies and past history tell-us that circling behavior requires a
common encmy. Perhaps the enemy is us! - .

(This paper 1s intended as a first report. As observational data is analyzed.
structures and processe., for collaboration may emerge. These should have
potential for possible replication in other areas ynd will be reported in future
publications.)




Appendix A Q

. Vocational -
Chitdhood | Secondary Techmical Alachua | Bradford | Marion | | Atachua | Bradford | Marion
| d Co Co Cou County | Cou Co
_Education | E »ucatmn Education unty unty nty qy nty ynty ’
3 Student 3 Citizen ' 3 School Administration
Representaiives Representatives Representatives
Univers! Colle One From Two
Alachua Bradforr! Marion niversity g "
County County County other than of Community
Education Education College
3 Teacher . 3 College :
i .
. Representatives . Representatives

(5 Voices, 15 Participants),

Collaborative Council

Appendix B -

Proje"ct Staff's Statement of Beliefs

e Educational interest groups have some common goals.

e Establishment of an equitable power base for decision-making is a de-
sirable goal and a possible one to achieve,

¢® People, when given good reasons for doing so. are willing to change and

to explore new ways of working together.

e Educational change occurs collaboratively in a win-win frame. i.e., with
effort resulting in some pay-off for all. . \

e Sharing of needs. interests. ideas and resources will result in educa-
tional improvement.

e Cooperation and collaboration among institutions, agencies and organi- '
zations is more productive than competition and distrust.

e Consensus among interest groups (parents, students. teachers. state
departments, universities, lay citizens, etc.) can.pe obtained.,

e Meaningful change can occur only with gress-roots involvement.

e Groups must have the power to control their own destinies.
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" The Florida (\'()Ilaburuti\'c Model Project Goals

o Identification of mutually agreed upon goals and objectives for working
together on teacher education and staff development.

o Identification of ways and means to combine the resources of the col-
lege. school systems, professional organizations. and community to -
improve teacher education and staff development.

o Identification of collaborative arrangements that ensure parity.

o Identification of the elements contained in a successful collaboration.

e Creation of process-oriented workshop package suitable for use with
educational interest groups endeavoring to become involved in
competency-based collaborative arrangements.

Tollaborative Maodel Project Targets

Q
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Where We Are Now

Ambiguous notions about collab-
oration exist.

bl

Vague expressions of collaborative
successes and failure.

inStitutional and/or interest graup
compnetition is the predominitg\
mode of operation.

Exclusive goal setting by. various
educational interest groups.

Inefficient, haphazard and costly
resource utilization.

.

ignoring differences, hidden agen-,
das. etc. results in cofiflict or
stalemates.,

Low priority placed on career long
teacher education and staff de-
velopment.

» Where We Want To Be

A set of assumptions appropriate
or basic to a collaborative mode ex-
ists. .

Successful strategies and processes
utilized in a collaborative mode are
made explicit.,

Power sharing or parity arrange-
ments from the basis for educa-
tioqal decision-making-

Identification of mutual or common
goals by diverse educational in-
terest groups in a collaborative
frame. -

Collabotative groups develop new
ways of sharing resources for
common-goal achievement.,

Acceptance and capitalization of
differénces among interest groups
is maximized.

Career long teacher education and
staff development is valued by the
profession and the community at
'Iurgc.
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Appendix C ‘

Competencies for Collaboration

A Beginning List

I. Help others identify mutually agreed upon goals and objectives for
working together on b-'lldmg cross-cultural community and involvement in
education.

2. Create and apply a set of criteria or guidelines for collaborative ar-
rangements that ensure parity, equitable power-sharirg.

3. Create a climate that causes groups to develop:a, commitment to
Looperaubn

4. Help others develop a readiness for changing outlooks. expectations
and ways of workmg

5. Create strategies for the assngnmem of roles and responslbllmu that
are accep(able to participating personnel.

6. Develop an implementation plan that allows those engaged in col-
laborative efforts to make day-to-day decisions, independently .

7. Suggest strategies for identifying resources ard utilizing them in new
ways.

8. ldentify issues involved in building collaborative efforts and antici-
pate possible questions such as: .

What strategy should be used for obhumnn community participation?

What plan is most appropriate for making initial contacts with mem-
‘ bers of various groups.

How can '‘real’’ feaders be identified? -

What are some ways to gather data on leadership panerns in unstruc-
tured groups?

How can student representatives become stabilized or can't !hey" ‘

. How should they be selected?, etc.

9. Help others continue the spirit of innovation by c.reanng an atmo-
sphere that fosters continuing ‘nnovation and stimulates enterprise.

10.. Design a set of procedures for implementing a collaborative effort.

11. Design a set of procedures for continual data collection on the col-
laborative process.
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PROJECT FOLLOWTHROUGH:
INTERDEPARTMENTAL COLLABORATION

Introduction ”

The Project FollowThrough Elementary Education program was de-
veloped ay a result of 4 general reorganization of elementary programning #t
the University of Wisconsin-Milwaukee. There is no tonger only a single
pattern available to elementary education students. They may now select
one of four models based on their interests. needs, and career plans. Each
model has a distinct philosophy and offers the students widely varying ex-
periences.

Project Follow Through 1s an interdepartmental effort. with staff members
drawn from the Departments of Curriculum and Instruction, Cultural Foun-
dations, and Educational Psychology. The staff shares many important be
liefs and assumptions which served as the basis for program development.
These beliefs and assumptions-are:

1. Students ought to be able to make choices about the nature and organi-
zation of experiences they have in their professional preparation. ’

2. Teaching is a cooperative activity and teacher education programs
should provide opportunities for cooperation in a professional context.

3. The functional separation of educational inquiry into the various areas
{e.g. cducatiopal psychology, administration, special education, ete.) for
rescarch purposes may not be viable in teaching students to teach.

4. Field experiences should be integrated with—not separate from
—course work,,

5. Practitioners in the field should be involved in the development of the
program.

6. Learning to teach is frequently stiessful and students should have easy
access to counseligg services. -

7. A wide variéty of human and matenal resources should be readily
available to students during their protessional preparation.

29
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8. The organization of teacher training programs should modeftheir value
. orientation .

A central problem for the staff in organizing a program which presented
students with choices and at the same time encouraged collabogative ac-
tivities was that many students seemed to neither want to make ¢ oices or
collaborate.. This phenomenon may be explained by the fact that the criteria
for success as a teacher is different than the criteria for success as a student.
Students in professional programs are people in transition and as such are
likely to move back and forth between student behaviors and teacher be-
haviors. Expecting that such role ambivalence would affect student be-
havior, fhie staff attempted to design a program to continually present them
with choices and opportunities for collaboration. The program had three
major componerus: Field Elements, Instructional Elements. and Coraimu-
nity Elements.. These components are displayed below., ’

Field Elements

"~
\¥ )
Al
E-S

1. Observation in Schools and Community Agencies
2. Service Experiences in Community Agencies

3. Student Teaching .

4. Individually Designed Follow-Up Field Placements

&

Community Elements :

| (0 )

[\¥]
)
[ ]

. rdlonxe
L IEE

N | -
1. Community Meetings
2. Support Groups
3. Informal Interaction
4. Advisors K

O
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Instructional Elements

@
1. Learning Unss

2. Independent Study s
3. Presentations by University Staff, Students and Resource People

The population of students in Project FollowThrough was drawn from
students just entering the School of Education. i.e. students beginning their
junior year. Studehts at this point in their program were selected for two
reasons: |)to rationalize a coherent set of field experiences for students over
a two-year period and 2) to provide students and staff’ with opportunities to
make decisions about the desirability of pursuing a teaching career based on
contact in the field. The program’s field elements proceed in a developmen-

- tal sequence from observations in schools and community agencies through
the student teaching caperience. During the first semester each student
served as a field worker for two days each week in the school where he/she
was going to student teach. In addition each student worked in a community
agency which served people from approximately the same area as the school
where the student was doing field work. This component of the program was
designed to meet the Wisconsin Department of Public Instruction Human
Relations Cade. The Code requires that students have *direct involvement
with members of racial. cultural. and economic groups and/or with organiza-
tions working to improve human relations, ihcluding intergroup relations.™
Each student spent a minimum of one-half day (4 hours) in a non-school
community placement. Experiences directly linked to public school pro-
grams were not considered. i.e. Head Start tutoring programs, after-school '
recreation programs. etc. Examples of the placements in which Project Fol-
lowThrough students were involved included:

o A hurchTspnnsored sewing. music. arts and crafts. drama. and scout-
ing frogram ,

e The Milwaukee Inner-City Arts Council Drama and Paint Box Pro-
gram : ’

e A community center offering recreational and medical services

e Cognitive mapping (assessing a child’s learning style) and team tutor-
ing at a community center —_—

e A Univensity of the Streets Education Program involving recruitment.
tutoring. and counseling community high school drop-outs

o Recreational programs within community housing projects

e An innovative community school’s parent subcommittee in charge of
planning **community”” curriculum

Each student was given a list of potential placements in the general arca of
the school in which he/she would be teaching along with a description of the

3
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probable activities within an agency or program. After visting each potential
placement students were asked to select the program in which they wished
to work. The staff of the host agency or program retained the right to refuse
to accept a student whom they believed should not be placed with them.

During the second semester student: did their student teaching four full ,
days each week in the school in which they had done their field work.'
Throughout the year field experiences were supervised primarily by the~
same University supervisor. That supervisor then became responsible for
advising the student in the development of a senior year program. A
student’s senior year may or may not include additional field work. Such
follow-up field work might be for any or all three of the following purposes:

1) further opportunities to develop teaching ability in an area of weakness, 2)
providing practice opportunities for new skills and 3) experience in a setting
significantly different from where the student did student teaching.

The Community Elements of the program are designed to be the mortar
which holds the Field Elements and Instructional Elements together. The

; dvelopment of the Community Elements of the program was aided by two
i factors: 1) complete control over the organization of students’ schedules and
2) the unrestricted use of an entire floor of an old campus building to
schedule as needed. This unusual flexibility in the use of time and facilities
allowed the staff to respond effectively as the demands on the program
changed. When there was a greater than usual need for the entire group to
meet to discuss a problem or share information the staff could expand the
length of the community meetings. Similarly the time the students worked in
’ their support groups or met informally or talked to their advisors could be
expanded or limited depending on the emerging needs of the group. The .
foundation of the program’s Community Elements are the support groups.
These are self-selected groups of 4-5 people working at the same school
placement. Support groups maintained their membership for the entire year
and served at least four important purposes: 1) provided a forum for initial  /
discussions about program changes or other issues students wished to de-
velop; 2) provided a secure and intimate group in which each student could
talk about his learning progress as well as any problems he was encounter-
ing; 3) provided a group to which the student could turn for opinions about
his work, and 4) helped meet those social and emotional needs of students '
which might otherwise be overlooked in a rather complex program.?
Tfsgnstructional components o? the program included learning packets

e

whicNcould be completed individually or by several students collectively.
_The ledrning packets were designed on a **go/no go"” basis. A student either

= ——— et . !
10ur program made tse of five mner-city elementary schools #§t the beginning of the year
each student had an opportunity to spend a day visiting each school. It was intended to give
students as much choice as possible in selecting their school assignments—ias 1t turned out
students demanded the nght to control the process of school assgnment. That »vent is dis-
cussed later in the paper. '
*The sepport group idea used n desigming the program was first developed in the NEXTEP

Fellowship Program at Southern Nlinows University-Edwardsville under the direction of Merrill ~
Harmin, ’
kW
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satisfactorily completed the requirements of the packet or did not: letter

" grades were not assigned. While some learning packets were required of all

Q
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students. most learning packets were available to be chosen by the student
in consultation with his supervisor.’

In addition to learmng packets. students frequently engaged in indepen:
dent study activities. Several students participated in an exchange program
with North Carolina A & T State Umiversity, many visited alternative
schools in the Milwaukee area. two participated at the, ATE convention in
Chicago and visited the ASCD convention in Anaheim. and one spent time
working in the Southeast Free School. an alternative public school in Min-
neapolis. Minnesota. All of these activities were scheduled in conjunction
with seminars and presentations called for by the learning packets as well as
presentations and activities developed by staff members in their areas of
responsibility .

Program Assessment

In any program where an attempt 1s made to design a program using
innovative or untested approaches. the twin processes of evaluation and
adaptation must precede further program development. Therefore, a fairly
extensive multiple choice questionnaire. designed by the staff to evaluate
students” responses to Project Follow Through. was administered to the stu-
dents at the conclusion of the first year of the program. after they had
completed therr student teaching. The students had been informed that the
purpose of the questionnaire was to evaluate the program and to help the
staff in planning for the next year. The only identifying information the
students were asked for was the name of the school to which they had been
assigned as student teachers. The instrument had four sections:

11 he follawing learmng packets were avarlable to students Required packets are ‘ed Three
of the five tequired packets were in response to the State Human Relations Code

“1 Classroom Organization Curniculum Package

It I istening Currrculum Package

11 Wnting Projects Curricuium Projedt

‘v Lutorial Fechmques Curpculum Package

v Lesson and Unit Planming Curnculum Package

Vi Interpersonal Commumeation Package ¢

Vil spelhing Instruction Curriculum Package

vilt Promoung Creatinty Curriculum Package

IX Art Instruction Carmicufum Package N
X Simulation Games and Role Plaving Curncotum Package
‘X1 Self-C oncept Curriculum Packoge

X Teaching and f.carmng in the Three Domains Curticulum Package

NHE Indiaduabzation of Instroction Curriculum Pachage
Xy Mathematics fnstiuction-C oncepts and Skitls Curnicutum Package

XV Racism in Instructional Materals, Currsculum Package
XV Sexssman Instructional Matesals Currreulum Pachage
AV Teaching of Suience Curricidum Package .

XV UL Motivaton and Tearning Curpcutum Package

33
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1) Choice Autonomy .
2) Evaluation of Program Structure

3) Interpersonal Influence

4) General Project Goals

_The first three sections were designed to assess the extent to which the

Q
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beliefs and goals set forth by the staff were perceived and met by the stu-
dents. The fourth section asked students to assess the various aspects of the
program structure.

For the purpose of analysis the responses to each question were tabulated
and the total response frequencies for each section of the questionnaire were
examined. Results for both individual school groups and for the total group
were compared. In this way. an analysis could be made of general trends for
all of the Project FollowThrough students as well as for each of the four
schools in which students did their teaching. A very brief description of each
of the sections and the results are reported below .

, ! -

1. Choice-Autonomy

This sectiog had two parts. In the first part. students were asked to indi-
cate the degree of autonogy they felt they had in choosing the various
program activities a5 well as the people they would work with. For instance,
they were asked to indicatehe degree of autonomy they perceived they had
in choosing the school where they did their student teaching. in selecting
other students, with whom to work and in deciding what to do while on
campus. For each question the degree of autonomy perceived was indicated
on a five-point scale ranging from a feeling of complete autonomy to a feeling
of no autonomy in decision-making.

Using the same questions and rating format. students were asked. in the
second part. to indicate the degree of autonomy they thought other students
in the program had in making choices. The purpose was to ascertain
whether individual students perceived themselves as having experiences
similar to the other students in the program.

The responses to the first section of this part indicated that the majority of
students felt that they had a moderate to moderately high degree of au-
tonomy in rmaking choices. : '

The same kind of trend was found in the students’ responses to the
amount of autonomy they perceived other students i the program had.
Students at all five of the, schools indicated that other students had a moder-
ate to moderately high degree of autonomy in making choices. .

It is probable that the degree of autonomy the students perceived corre-
sponded to the autonomy they had. While the staff attempted to orient the
program toward student decision-making. a number of decisions were still
made for the students. In addition, other decisions were made by the stu-
dents within certain parameters. For example. while students could choose
where they wished to teach. they could only choose from among five

schools.,
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I1. Evaluation of Program Structure

In this section. those aspects of Project FollowThrough which made it
unique were listed and students were asked to rate them on two
dimensions.* First. they were to indicate how important they Telt each as-
pect of the program was by rating it on a five point scale from very important
to very unimportant. Second. the students were asked to rate whether their

+  experience with each aspect of the program was more positive or more
negative on a similar scale.; ’ 0

A subsection of the program evaluation concerned the students’ relation-
ships with the staff and with each other. This part was designedXQ assess the
sticcess of the staff in developing an atmosphere in which students felt free
to both express themselves and to cooperate with each other and with the
staff members. These interpersonal aspects of the program were rated on the
same two dimensions as the other aspects of program structure.

The majority of students indicated that the objective elements of the pro-
gram were viewgd as moderately high to highly ifnportant. When the stu-
dents were asked if their experiences with the *various aspects of the pro-
gram were positive.or negative. the response frequencies dropped slightly
. although they remained positive. ’

A similar pattern was found in the students’ reactions to interpersonal
aspects of the program. The majority of students saw these as highly impor-
tant and their experience was moderately positive.

These findings suggest that students did perceive these elements of Proj-
ect FollowThroygh as important and they reacted in a fairly positive way to

«  them. E *

o

111. Interpersonal Influence and Cooperation

s It had been hoped that the students would make use of a variety of indi-
viduals including other students, staff @embers, and cooperating teachers in
making decisions: This was construed as one dimension of cooperation.,

. Students were asked to indicate how important each ofsix groups of people
or individudls were in helping:them make decisions. The six groups were: 1)
my support group. 2) other students in the program. 3) my supervisor, 4)

‘Unic.fuc Elements of Project FollowThrough

A year-long field experience . .
. Staff composed of faculty members from various departments 1n the School of Education
. Availability of Umversity Psychological Services :

Opportunities to make choites regarding the nature of University and field experiences
. Developmént of strong interpersonal student and Staff relattonships
. Use of learming packets for instructional purposes '

Easy access to human and material resources provided in g Mmaterials center. a curficulum
library. and professional seminars ' .

8. Flexible scheduhing of activities stich a8 semunars, conferences, school-group meetings
and field trips to meet student needs and interests. '

3
~E O Y
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other staff. 5) the cooperating teacher and 6) my own‘interests. Activities in
which decisions were made included such things is choosing schools. ac-
tivities for the classroom. ang activities at the university. For each activity.,
the students were to indicate whether each of the individuals was a strong,
moderate, or weak influence. . ’ ’

In all five schools. students indicated that the cooperating teacher and the
Psoject FollowThrough statf other than the supervisor were very important
to the students in helping them make decisions. In addition. self:interest was
consistently a weak influence, This latter finding seems to suggest that'the
goal of successful intergroup cooperation was reached.

. In three of ‘the schools, Project FollowThrough students and the univer-
sity supervisor were both perceived as strong influences, while in the other
schools. these were moderate influences. C o2

More variability was shown in,_responses to the jmportance of school
group and support‘group influgnce. However. ei?'{er moderat  or strong
influence was indicated in all of the chools. ‘ )

The findings from this part of the uneslionnuire"}suggesl that there was a
moderate to strong degree of cooperatign among students between students
and staff and between students and coop\eralingteachers. he students were
able to sce others as resources and felt ‘(ree to give and receive help fro
them. . : .

The last portion of this section attempted to assess the type and extent ¢

cooperation between students and their peers. cooperating teachers. an

university supervisors. ) .

In general. students felt their sapport groups helped dhem examine byth
professional and personal concerns. Furthermore. a majority of studgnts
said they were satisfied with help they received from peers. especiall
school-related problems were concerned. Most students notg
actually tried the strategies suggested by their peers and beligved that their
support group was capable of functioning more efficient)y” av a problem-
solving group as the year progressed. This evolving group cohesiveness is
clearly illustrated in responses to the following question: =
“*How well were you able to cooperate with other*stijjdents in);ﬁ:’/proe
gram? . p

In September? In January? In May?* ,
On a five point scale. with one indicating *very well™ »

“not well at all."" most students marked three to descrigpZhow \u:_ll the

cooperated with other students in September. tWo aggiary. and one and

. two in Muy. This may indicate that as stu S accepted fnore resportsibility

in classrooms. they encaudiered simpAr problems. #nd that interaction

within the support groups was .enbanced as they shared perceptions.

%, methods. and materials. Also. studegts completed th questionnaire at one

of the final meetings at the end of a mntafly and phydjpcally demanding year.

Their perceptiops about the effectivgness of the g hup and the degree of

their cooperation were undoubtedly iRfluenced by a grosing personal confi-

dence. a sense of completion at the dod of their st {dcm teaclung experi-
* ences.and feelings of nostalgia. by

¢ indicuting
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The student teachet/coope. ating te wching relationshi- .as rated (nearly
unanimously) very satisfactory during both the first and second eight weeks
of-student teaching. This 1s not a surprising response in view of the fuct that
students carefully chose their cooperating teachers atter observation and
smill group instruction in several classrooms.

There was genetal agreement among students that their university super-
visor did understand their strengths and weaknesses as a teacher. There was
no agre¢ment about whether or not they were able to express their anxieties

" to their supervisors. Some students were perhaps indicating a reluctance to

influence their supervisors’ perceptions of them by confiding uncertainties
and apxieties. The support group seemed to be:a more psychologically safe
place to express doubts and fears. ™\ s

Students indicated that there was gyod communication between them and
their supervisors, This may be because of the close.contact with their super-
visors throughodt the year. '

IV. Generul Project Goals

The final section of the questionnaire consisted 0f twe aty-two statements.
The students were to respond to each statemeit with a Likert-scale type
rating to assess reactions to general project goals. Statements included in
this category concerned the community placement. planning for senior year.
meeting a variety of professionals in the field. etc.

The staff. in planning activities and seminars at the university. wanted to
encourage student interaction among school groups and interaction with a
large number of students in the project. But some students did not agree that
the staff completely accomplished that objective, Most students strongiy
agreed that program activities had enhanced interaction with large numbers
of students. The smallest school group. however. indicated only moderate
agreement. perhaps suggesting the desirability of the larger school groups
where most diverse points of view would more likely be represented amane
students. Th. students in this smaller school group became 2 very close kn..
g ~up and spent much of their time at the University together. rather than
interacting with students from other schools. :

While interaction with fellow students was not an interest or priority for
all students. a majority of the students agreed that they had had an opportu-
ffity 1o meet a wide variety of professionals involved in education. as well as
opportunitics to extend their educational experiences beyond regular uni-
versity and Milwavkee community activities.

~ . Y

Dilemmas T .
Ask a group of teachers te list shortcomings and weaknesses of university
programs in teacher education. Then be prepared for an exhaustive. detailed
énumeration of the problems in any given program. Problems encountered in
this operational system have stemmed. f ‘marily, from the necessity for
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mgking additional demands on the time and energies of the respective ad-
ministrative, academic and staff perscrinel. Other problems encountered
stemmed from the difficulty of trying to integrate both theory and practice

_into the group and individual experiences of the Project FollowTirough

students at the university and in the field placements. THe staff realized early
that it is one-thing to philosophize about integrating theory and practice,
freedom and authority, the individual and the group. To live and experience
the dilemmas of attempting to ‘implement these various syniheges is quite
another: By reflecting back upon the year, some-of these experiences stand
out more than'others in representing some of the irenical difficulties that
were encountered in working with students. ,

Perhaps the central dilemma that was continually faced in one way or
another is what Abfaham Maslow called thé **Hélpful Let-Be.” The staff
believed. that in order for students to grow in self-direction, both individually
and in groups. they needed freedom. At the same time it was felt that
students who have been conditioned to structured education for fourteen
years are not g-nerally ready for large amounts of freedom of decision-
making and need guidance. The problem of finding that right balance was
complicated by the. fact that it was often far from clear’ when help was
needed or whether the staff was just getting in the way of students exercising
decision-making freedom ™ * ‘*Helpful Let-Be™ balance may be trouble-
some for any teacher, but v a staff of six-were attempting to coordinate a
program for thirty-six, clar: ; of direction for this balance became con-
sciously elusive.. ) .

A memorable event which perhaps best portrays the irony of this theme

_happened early.in the year when the staff had set up a process in which they

were attempting to give the students some”choice of school placements.and
yet reserve the final decisions for the staff. What happened in the process
was that all thirty-six rallied together when the staff was not present, worked
out a-process of théir own that entailed all the fecessary compromises,.and
presented the staff with'a completed set-up. As it turned-out, -the school
groups could probably have not been formed better. And as a process in
decision-making, the Pivject staff could not have planned a better way for a
group ta experience a sense of community, especially so early in the year.
Yet, had the $taff intentionally given the students this freedom, the process
would probablyhave failed, perhaps ending with petty arguménts and domi-
nation by afe\&?l"hey took the freedom, and as Saul Alinsky would have
pointed out, that i$ why it worked so genuinely and productively. )
The yéar was one in which the give and take of freedom-an authority was
in continuous struggle. Although other interesting episodes took pl: ce, the

:staff never again experienced such a meaningful happening as that spon-

taneous prdcess of school placements. Often when staff members attempted
to allow students freedom of decision-making as a totui group..it fell flat.
Other times. some of the students attempted to take the authority away from
the staff. and the process fell short of any consequential activity. In these
situations. either their numbers were too small and inadequate support could

_not be rallied. or the staff communicated ambivalence about their freedom

by not being willing to negotiute’ or by being split among themselves.
_— ™ IR
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In looking back. it seemed’ that the more imp?)rldnl the smaller support
and school groups became for the students. the iess chance there was for a
sense of community operating among the total group. The process described
earlicr that concluded by the students forming their own school groups
placed those together who felt most comfortable with one another. The
results generally were cohesive small groups. The individuality-of the smaller

. groups was also enhanced by the fact that when choosing a school placement
+ the students were also choosing one of the staff members as a.supervisor.
and each of them had his or her own personallly and slyle Small group pride
and distinctiveness -seemed to be gamed for the price of a larger group
cohesiveness. In any case. the community meetings. with all members pres-
ent. seemed to lose its zest and potential for group action the more the year
proceeded. There was probably another important reason for this. The more
the students.were in their school placements and the more they*took on
ledchmg responsibility. the less important project members outside of their
own school became, It seemed that their self-interests were increasingly
rooted to their support groups and their sypervisor. Indeed. it was probably
the relduonshlps between studenls and their woperdung teachers that be-
.came the prlmc importance for most. The supervisor’s push to the school.
which wis to offer the students as much realistic experience, as possible,
seemed to have the corresponding pull away from the umversny and the
relationships that had been built up during the fall.

Although the tension between the practical iselated life of the school and
the reflective: and community life of the university was not new for staff- -
members. 1t was new for the students. Project students were very mugch
concerned about surviving in a shrinking job market. Since success in stu-
dent teaching was largely a day-to-day classroom affair, theoretical and
philosophical concerps lost out to the ever present question of what to do on
Moifday morning. ThEstaff had wanted to integrate theory and practice as
synergistically as possible. What was experienced for the most part was that
the more the students were given day-to day responsibilities of teaching in
difficult urban settings. the more they were vulnerable to similar conse-
quences of school routine and responsibiitties that teachers face.

- Gearing a teacher education program to the reality of urban teaching and

then fighting to find ways to pull students out of that reality so that their
viston ¢an be more anprehenslve was a constant problem for the Pruject
FollowThrough staff. It was similar to the kind of dilemma that was faced in
the attempt to offer students freedom while at the same time having definite
goals in muind for their program. And these were similar to the problem of
emphasizing individualized instruction and small group work on the one
hand. while at the same time trying to build a total sense of community
among a large group. Perhaps what was learned from all of this was that
many of the goals of the program were inherently .in conflict with one
another and that the more progress that was being made in one area. the
more the staft was having to give up in another. It was either that or giving
up some of the goals. The real guestion seems to be not whether universities
can—uor cannot—prepare teachers, Instead. it is whether the university can
possibly expect—or be expected—to do the job alone. 1t is unlikcly that we
¢
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can continue to hide teacher education programs in the university and ex-
pectour students to be in a position to cope in any real way with the complex
issues which confront today's schools. What is needed is a more broadly
based program in cacher education, in the university, in the schools and in
the community.

)

Future Directions

"Project FollowThrough has attempted to broaden the existing base of
teacher education by involving students in a sustained period of field experi-
ences. by relating field experiences to directed learning experiences, and by
promoting close inteiaction among students and betw/een students and staff.

“Fhese emphases will c@_tépue as the Project begins jits second year, but the
experiefices of . udents and staff have suggested additional goals as well.,

- One area to be cxplored concerns the possibility of a greater degree of
direct involvement by cooperating teachers and other school personnel.
Such’inyolvement could come about through the cooperative planning of a
$pecific program of preparation by the teachérs of % school, the staff super-
visor, and the students assigned to that sc)"iool. Many opportunities would
also exist for holding a senes of inservice programs for the student teachers
and all members of a school's faculty, with the programs planned and con-
ducted by a team of cooperating teachers and FollowThrough staff mem-
bers. The university seminars. held in response to student needs and as part
of the learning packets. could be conducted in the individual schools and '
attended by interested school personnel as wefl as by the student teachers of
that building Or perhaps time should have been saved at the end of the year
explicitly for the kind of questioning perspectives’ that were left out of the
semester of student teaching.

An additional area of emphasis shou d be directed to increasing the degree
of student-initiated learning. To this ead students could be expected to be
primarily responsible for designing special interest learming packets, arrang-
ing meetings with resource consultants and speakers. and organizing special
interest seminars or mini-courses. )

-

Conclusion

In planning and implementing Project Follow Through. the staff has at-
tempted to broaden the program’s base in several ways. A survey of recent
graduates by the University's School of Education was in accord with the
results of similar suiveys taken across the nation: the great majority of
graduates hgld found the student teaching experience to be of greatest value
in their professional preparation. Thus. a primary goal of Project Follow-
Through was to broaden its base through a major emphasis on field experi-
ence throughout one agademic year of the students” preparation. Such field
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. experiences being developed and supervised by staff members from various
areas of specialization. N .

The emphasis on sustained. field experience throughout two semesters
| proved to be of particular value in allowing FollowThrough students to
personalize their programs. By encox *>ring problems in the field. students
had the opportunity to analyze their own strengths and weaknesses in their
development as teachers. They could then select and work through appro-
priate learning packets based on their  cceived needs or interests. In addi-
tion. the fact that the field experie ¢s occurred relatively early in their
professional preparation allowed < dents to plan a program for their final
academic year which would refl  their continuing needs.

Project Foll. .. Ilhrough ha¢  dated and begun to evaluate -a curriculum
framework for the prepara® . of elementary school teachers. In the pro-
cess. the Project has developed methods for the operation of a new teacher
education program in the School of Education. The pilot project has pro-
duced evaluation tools and techmques for the measurement of the relevance
of the course of studies to the needs of the teaching profession and of the
effectiveness of interde partmental teaming and a year long field experience
to teacher training. ) ”
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Department of Education

State of Michigan

COLLABORATION IN
A CBTE PROGRAM

As the ~oncept of competency-based teacher education (CBTE) spreads .,
throughout the country. it becomes increasingly evident that there is a need
for cootdination of effort. Coordination should include sharing of materials
and progzram designs. and discussion of common problems resulting in
cooperative efforts directed at resolving these problems. A particularly im-
portant function of coordination activities is to meet the needs of thos who
are interested in developing new competency-based programs. Examples of
competencies. training materials. and other program elements would be of

+ value. In addition. models of programs and developmental procedures. in-
cluding techniques for collaboration. would significantly reduce start-up
time and problems. and reduce duplication of effort for new program de-
velopment. . ‘

The purpose of this paper is to describe one state's (Michigan's) approach
to that aspect of the coordination effort which relates to facilitating de-
velopment of new competency-based teacher education programs. Although
a more comprehensive program of coordination is underway. the new pro-
gramdevelopme nt aspect will be e mphasized here. This part of the total state's
efforts is exemplified by the Michigan COAST Project. a collaborative effort
to develop a model CBTE program for secondary teacher preparation.

Background )

Perhaps the most significant policy action taken by the State of Michigan
to initiate CBTE activities was in 1971 when the Michigan State Board of
Education adopted. in principle. actions to explore competency-based
teacher education. This was in response to a position paper by the Depart-
ment of Education staff. Although this established a positive atmosphere at

¢ the state level. it did not imply a premature commitment. The concept was
intuitively appealing and warranted exploration and study.
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It 1s important to note }A{ut interest in competency -based teacher educa-
tion in Michigan was not'limited to State agencies even during these early
years of CBTE. A report submitted tc the State Board of Education indi-
cated that at least seven programs at five institutions were known o be in
operation by 1972, Coe .

Consistent with the position o explore competency -based teacher educa-
tion. the State Board took a series of actions providing funds for program
development. As early as 1971, and prior to their policy statement. the State
Board approved federal funds for a systems approach to vocational educa-
tion at Wayne State University. In 1972, funds from the Education Profes-
sions Development Act (EPDA) Part B-2. were awarded to Michigan State
Unmiversity and Qakland Umiversity for development of programs’ specifi-
cally referred to as competency-based. This was the first action taken fol-
lowing the policy statement.

These initial programs provided the exploratory base required for further
action. On the basis of information provided by these preliminary studies
and reports of a variety of programs across the country. staff of the Depart-
ment of Education recommended the State Board award additional grants.,
The State Board requested funds and the Legislature responded by appro-
priating $100.000 for this purpose for 1974,

’

Current Position

The State Department staff currently supports the position of state facih-
tation of CBTE program development. instead of mandating CBTE. 1t is
within this context that the State program is*being developed. A necessary
first step was to determme what was needed to develop CBTE and how the
grants program could be utihzed to respond to these needs. Assumptions of
the grants program were that institutional staff would need staff support and
ume for program development which generated the need for accessibility of
materials. guidance. and program models.

In 1974 grants of $25.000 cach were awarded to four institutions for CBTE
design (University of Michigan. Central Michigan University. and a joint
Wayne State University-Ferris State College project). The purpose of the
grants program was to facihtate development of CBTE in the State by meet-
ing several objectives. Objectives included model programs designed in such
a way that they could be repheated. adapted. or adopted by any or all of
Michigan's thirty teacher preparation institutions. Collaboration was re-
quired since ehgible contractors were defined as consisting of one teacher
education institution and one or more cooperating elementary and second-
ary schools which agreed 1o jointly and cooperatively develop the teacher
competencies
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Grants Program Objectives

The specific objectives of this grants program may be classified under four
headings: structure. process. content. and evaluation. The structure objec-
tive required model orgamzational patterns for CBTE programs. in some
cases this involved re-structuring a single course and in others it involved a
total professional sequence. These models are intended to provide other
iftitutions with examples of possible structures.

The process objective is intended to provide models of procedures that
were used to develop programs and write competencies. The emphasis here
was to field-test procedures and identify problems of collaboration in pro-
gram development. These processes should again be replicable or adaptable
throughout the State. In view of the fact that most institutions wish to
develop their own programs and involve local districts. this may be the most
important objective. '

In terms of content, the grants program hopes to develop several products
which will be made available to other interested-institutions. The first of
these will be three sets of competencies developed by the four programs,
two sets will be in elementary education with emphasis on science educa-
tion, and a third set will focus on competencies of all secondary teachers and
will be jointly developed by two,grant programs. These competencies will
then be available for any institution to adapt or adopt. =

A second product will be a set of modules related to the® competencies
developed. These also will be made available to the State and will put the
competencies intc a training context. A third product will be any additional
training techniques or mmeriuls which lead to achievement of the competen-
cies. Some of these will be support materials for the specific modules.

An additional product will be assessment techniques related to specific
competencies. An asseysment model of the professional educational portion
of the teacher education program. i.e. assessment of effectiveness of
graduates, will also be provided. One of the critical needs in designing
competency-based teicher education programs is development of appro-
priate assessment jechniques. This product will hopefully provide significant
assistgnce to other pyogram de velopers..

There will be twg other product outcomes of the grants program. The
institutions receiving grants have acquired a variety of materials from across
the country. including program descriptions and development manuals.
which could be listed and made accessbile 1o others in the State. Another
type of resource is the expertise of those individuals currently developing
the CBTE grants programs. This will be a valuable source for consultation
on future projects and to other institutions in the State.

The fourth area which is an objective of the grants program is evaluation
data. One item of interest would be estimated costs of various program
elements. Total cost on a per unit basis, such as per module or per course
conversion, as well as distribution of costs in terms of resources. staff time,
etc.. would be of interest. Reactions by various groups involved (teachers,
students. faculty) as well as evaluation of specific elements should also be
collected and disseminated.
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An evaluation of the effectiveness of the program would be conducted,
both in terms of whether or not it could be operationalized as proposed. and
in terms of its effectivensss as a training program. It is doubtful, however,
that any real comparative analysis can be made on a short term project. The
program could, however, provide a basis for longitudinal and future com-
parative studies. \ ‘

A final type of evaluativg information would be a set of recommendations

" concerning the viability. of CBTE programs and identification of possible

future directions to take. This might include a discussion of elements of
CBTE that are and are not worth pursuing. Finally, it would be of value to
identify specific areas which need further development but appear promising
or essential. > ‘

This total approach describes a cooperative effort which required collab-
oration among the State Department of Education, four teacher education
institutions, and a number of public schools. The State Department, for
example, holds periodic meetings with all the managers of the four grants in
order to share ideas and discuss problems. In the following pages the
specific activities of two institutions involved in the program will be de-
scribed. )

Michigan COAST Project ~ |

The primary thrust of the Michigan COAST Project was to develop a
model for the preparation of secondary teachers. The model was to consist
of three major facets and to be designed in such-a manner that it could be
applied in a *'typical” secondary teacher education program. Several basic
assumptions were made in designing the model:

1. .It was to be competency-based.

2. It was to be concerned with those competencies taught only in the
professional education sequence that are commorn to all secondary teachers.

3, It was to be a total program, i.e. encompass the total professional
sequence'—not just a single course, or a series of courses,

4. It was to be a collavorative effort.

5. It was to have the classroom teacher as the primary decision maker.

6. It was to be designed and documented in a manner that would insure its
replicability.

~ w!

1A total secondary CBIE program would have competencies dentified for all portions of a
degree/certificate  General education. teaching major and minor and professional education
courses

3
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Thiee Facets of the Model

The request for proposal (RFP) under the State grants program called fora
model that provided for: |) teacher competency definitions.? ) training or
preparation materials, and 3) assessmcnt procedures.

The contractors had the responsibiljty to design a process for d ermining
competencies of all secondary teachers (COAST). This process. ok course,
resulted in a list of common secondary professional competencies.® °

A second responsibility was to design, or adapt, instructional materi
enable a prospective teacher to demonstrate selected competencies.
third, to design an assessment model to determine if the student
achieved a stated competency.

While the contractors had the responsibility to field test selected instruc
tional materials and portions of the assessment model. it was not a demon-
stration project. Rather, it was a design project. =

Wayne State University and Ferris State College agreed that each would
assume major responsibility for one of the sub-components and that the third
would be a joint effort. The responsibilities were:

1. Competency Design Model—Wayne State University

2. Assessment Design Model—Ferris State College

3. Instructional Materials—WSU and FSC . "

Both institutions agreed that if a model were to be replicable and feasible
to implement it had to be congruent with existing patterns of teacher educa-
tion. The intent. then, was to develop a model that would not be **shelved."”
but would be implemented.

-

-
A Pattern of Secondary Teacher Education

Most secondary teacher education courses fit into a pattern that consists
of several key elements, These elements usually are:

1. Units of instruction. commonly called **Introduction to Education.”

2. Units of instruction called ** Foundations «f Education®’ (psychology.
sociology. guidance. philosophy. etc.),

3. Units of instruction called general methods or special niethods.

4. Units of experiences called student teaching. interning. etc.

Cdnsequently. the participants had this **Model™ in mind. since most of
them had a similar set of experiences in their certification program. Thus.
the competencies that evolved from the participants’ input have application
to all of those basic areas of professional education.

‘A competency s o knowledge. shill or judgment which the studcme;nll demonstrate at o
pre-determined proficiency level before intal andror conuinung certificftion This defimtion
has been cited 1 Two VAE System Mudels (Detrost, Michigan Vocational and Apphied Arts
tducation) 1972, p 2. “
See Appendix A fur the hist of competencies common to all secondary teachers which was
generated by project participants, '
a &
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Competency-Based Programs:

Competfncy-based teacher education (CBTE) is an approach to instruc-
tional program design which placed primary emphasis on the following oper-
ations:

1. The products of a proggam and the steps toward achiexement of those
products and spegified in advance of instruction in behavioral terminology.
These products and instructional steps are the competencies and the per-
formance objectives. r o

2. Students must demonstrate specific behaviors before they can progress
to the next phase af instruction.

3, The competencies and the performance objectives provide the basis for
assessment and evaluation. ‘

4. Instructional materials are designed which allow for efficient learning,
self-pacing, and the use of alternative delivery systems.

S. Programs are developed in cooperation with public school personnel.

6. School-baséd experiences are incorporated into the teacher education
programs. .

Fhe basic problem to which this project was directed is how to design a

Jnodel framework for a teacher preparation program appropriate for the
training of secondary teachers in all disciplines which incorporate these
concepts.

’

[§ .
Competencies of all Secondary Teachers

In issuing the RFP for this project the Michigan State Department of
Education assumed there were some competencies common to all secondary
disciplines as well as some thagwould be unique to specific disciplines.

Secondary teacher competency definitions are . . . extended to include
competencies common to all secondary teachers. as well as a series ot
specialized competency areas relating to certain programs for secondary
level students. Support for the concept that there are common secondary
level competencies and specialized competencies is derived from the
conclusion of the Wayne State vocational teacher preparation program
staff that about 90 per cent of the vocational competencies that they have
defined are common to all vocational teachers. An illustration of
specializéd teacher competencies might be those required of the teacher
of physics or chemistry. an area that gees well beyond the pupil perfor-
mance objective definition in science. yet is an important pupil needs
area.

Preliminary analysis of the input from our participants indicate high
agreement on approximately 80 common secondary competencies. Many of
these competencies were similar to those found in:

1. The Florida Catalog of Competencies

+-Request for Proposal for the Development of Competency Based Flementary or Sccondary
Teacher Preparation Program Models,” Michigan Department of Education. October. 1973
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2. “'Generic Secondary Competencies’ from the University of Houston

3. Wayne State University Pre-Certification Competeficies for Vocational
and Applied Arts Education

4. Ferris State College Secondary List of Competencies

%t also appears from preliminary data that few. if any. specialized
professional education . ompetencies will be identified. Each participant was
asked to generate one or more professional educaticn competencies that he
or she believed were unique to a given discipline. These *‘specialized com-
petencies’” were subjected to panel and total group analysis (and voting). In.
every instance it was determined that the so called **specialized professional
education'’ competencies (that of an English teacher. for example) were also
used by other disciplines.

Collaboration

Two important aspects of the Michigan COAST Project are collaboration
and replicability of the model. Collaboration involves some basic decisions
which often create major role changes for teacher educators and classroom
teachers involved. Of primdry importance are: Who is going to be involved
in the decision-making? And. Who is going to have the controlling voice?

. Typically..academic qualifications have warranted control. and the college

professors were most influential. Butcollaboration implied that this position
was altered. The extent of change was dependent upon some underlying
principles. C . '

The principles affecting the collaboration procedures of the Michigan
COAST Project were:

1. Project participants were selected with approximately a 3 to | majority
to the classroom teacher representatives. ’ :

2. Collaboration was established on as broad a scope as possible.

3. Project participants controlled all decision-making.

First. the participant selection process was broad. accounting for wide-
spread collaboration with heavy weighting in favor of the classroom teacher.
Collaboration usually implied joint curriculum development efforts between
the university and the classroom teachers and/or school administrators. The
Michigan COAST Project involved a more complex collaboration scheme
super-imposed on the basic teacher-teacher educator design.

There were five types of collaboration: 1) Inter-university. 2) Interdisci-
plinary. 3) University—LEA (Local Educational Agency). 4) LEA—LEA.
and 5) University—State Department of Education cooperation. The project
participants were first clustered generally around two teacher training
institutions—Wayne State University in Detroit. and Ferris State College in
Big Rapids. Wayne State is a large urban university with approximately
33.000 students. 6.000-in the College of Education. It is the tenth largest
university in the United States. with the fifth largest graduate school. Ferris
State is in a community of 10.000 people in a rural central-lower Michigan
district. The total college has 9.000 students. with approximately 500 in
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education. The teacher educator participants are from the faculties of these
two $chools. Thus. there is a cooperation between two institutions with
vastly different characteristics.

All participants are involved in secondary education. They represent Six-
teen disciplines typically taught in junior and’or senior high.schools. Prior to
selection a grid was constructed which attempted to cover all disciplines and
proportionally represent all LEA's and both teacher training institutions..-
Thus, professors and. classroom teachers. were selected with a pre-
determined ratio in mind, . | ’

Classroom teachers not only interacted with the university personnel, but
they also interacted #Rh teachers from a total of five school districts. Eighty
representative teachers were gelected from the Detroit Public Schoopls, the
Grosse Pointe PublicSchools (a suburb of Detroit), the Capital Area Career
Center (a career education school near Lansing, Michigan), the Big Rapids
Public Schools, and the Reed CitysPublic Schools. (Reed €ity is a rural
community 50 miles north of Big Rapids.) Figure 1 below shows the break-
down of classroom teachers represéntatives. Finally, the college project
directors were working dire&y with the Supervisor of Teacher Preparation
of the Michigan State Department of-Education. This communication facili-
tated state coordinatien of CBTE program development activities.

With this crossisection of educators involved in the project, and.the 3:1

.ratio of classroom teachers the program development decisions were clearly
- made on a broad base with strong field support. The actual decision-making
process, however, was still carefully considered. A majority vote would
. carry a motion, and all decisions were made on the basis of a written ballot
which followed a general discussion. While balloting was perhaps not always
necgssary, the process did create a credibility which university communities

" ha\E_?)ot always enjoyed with classroom teachers.

Replicability P
- K - , *r
_ While all of these procedures were designed to insure a truly collaborative
effort, they alsg aided in another major goal of the Michigan COAST
Project—the design of a program model which could be replicated in any of
* the 30 teacher training institutions in the State of Michigan. To develop a
case for replicability, the following principles were adhered to:
A - |. Participants should be selected from diverse geographical areas, from
diverse disciplines, and diverse types of communities.; .
2. Participants should be viewed as representative of targe/groups of
teachers and teacher educators who might well be implemem{ng such a
program. ¥ .

3. Efforts should be taken to C({nﬁrm the program’s competencies by

other groups throughout the State.

4. Records should be strictly képt of all events.

Much of the initial foundation for replicability stems from the diversity of
the collaborators. Detroit is a large,-urban, area covering the entire gamut of

50

-

P

,




g

\ Figure 1
A Summary of Michigan
COAST Project Participants .

o . : Total

Art ¢ UL e -] 4
Biology - vl 2l L
sBusiness II il | ], 2 6
Chemistry : . - 'f | |
Distributive [:Iduc. 1 | | K}
English 2 | | 2 ’ | 7
Foreign Lang.
French, Span. N 1 2 11 4
Gen. Sci. | 2 1 i | 6 A
Home Econ, I 2 1| 4
Ind. Arts | I Ll 4
Math. ' rle 22 2 9
Music ) 2 113
" Phy. Educ, N 1 il 4
Physics -~ : I 1
Soe. Studies .
Hist\Govt. F 22| | s]u
Speech : I ' 1 e 2
Voc. Tech.
{Auto Mech., . ) -
Machine Tool) | K} 2 1 7
TOTAL 11 916126 |8 6 14 | 80
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cconomic levels. ethnic and racial groups. and social environments. Grosse
Pointe 15 a white. generally middle and upper class suburb. The Capital Area
Career Center has a student population from throughout "~gham County
with the exception of Lansing.” Big Rapids is a small. western-Michigan
college town with strong rural influences. and Reed City can be classified as
a rural non-farm cogmunity. Thus. students may be urban. rural. suburban,
small town., ‘

However. another major task of the project which promoted replicability
was the validation of the competencies identified by the project participants.
The competency validation study consisted of a statewide survey which
obtained the ratings of each competency by secondary teacher educators.
classroom teachers in all represented disciplines. parents. high school stu-
dents. college pre-certification students. and principals. Over 3,000 instr.-
r ~ants were mailed to the geographical areas surrounding the thirty teacher

~ung institutiond-in Michigan. These responses were analyzed in terms of
weographical area. type of community. disciplines. knowledge of teaching
and knowledge of CBTE. The results of this survey then became input for
the project participants to revise the competency list so that *t would be
more acceptable to the teachers of Michigan.

While there are specific products which were derived from this project (a
list of competencies. sample test items, a set of iustructional modules. and
supporting audio-visual materials). the most important results were the
field-tested procedures which a group can use to develop a CBTE program.
it's the replicability of prpcedures rather than the adoption of specific prod-
wets which can be most Aaluable. Thus. documentation manuals were pro-
auced which detailed all steps followed in the cooperative development of
the CBTE model program. This manual became a “"how to™ bock and was
distributed to each Michigan teacher training institution. The competencies
and instructional materials® were furnished with the documentation manu-
als. Video tapes which describe the project were also made available and can
be utilized-by others who want to follow the same procedure.

The manal itself included the actual procedures to be followed, advar.-
tages and disadvantages of the procedures. the products which emerged asa
result of followipg edch series of steps. and a list of pertinent available
resources.

T'here are some general observations which can be made as a result of this
experience. First, there does not appear to be as many difterences among
groups of people as one might think in terms of priorities for teachers and
students. perceived probiems. and simjlar solutions. Rural-urban. physics-
physical education, n-state- out-state, —none of these factors seem to
create general splits in opinion. And in a similar vein. these project partici-
pants have dentified competencies very similar to other yroups with

[

‘The Capital Area Career Center is als . one of the few schools which 1s involved 1n the
training of its teachers so they can bettes smeet their own unique teaching-learming situaton

“In the cases where media was produced, only media deseriptions have been provided
Although actual materials were produced at cost for interested Michigan institutions
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amilar tasks (The standard cry from some quarters is that we should not
move ahead with CBTE program development until we know what the
competencies are. Our data does not support this. It could be that perhaps
the teachers do knew 1o a great extent what the competencies are'which they -~
need.) . ' )

Second..the procedutes pne selects in the planning of a collaborative
CBTE venture tan determine the smoothness of the sailing. Arguments, and
the topics of arguméntsican be predicted: Confusion points can be predicted:
1ssiles can be predicted on which decisions will have to be made. The _
Michigan COAST Project.is but one of many projects throughout the coun-
try which are not dnly designing CBTE programs, but are also discovering
what the best approaches are when working with large groups of people in
‘curniculum development.” . - 2

Finally. the traditional isolation of teachers in the various secondary dis-
ciplines may not be warranted. Whilé specializations are still vital, and
content competencies can not be ignored. there is great room for common
instriction and, learning with secondary education students grouped to-
gether, Perhaps the indwvidualized nature of the module can provide some of
tie discipline examples. and mixed groups can provi'df some -of the inter-
disciplinary strengths which so many schools are trying'to build through spe-
ctal programs, .

Voo o

Summary .
- . N\

+ The piocess discussed in the preceding pages provides a description of
.one state’s approach to initiation of CBTE pregram development with em-
phasis on collaboration. The efforts by the Wayne Stat» University-Ferris
State College project provide specific examples of how the overall strategy
has been vperationalized by one project. Hopefully, the entire cooperative
effort will produce a synergistic effect and lead to future stafewide planning
and coordindtion Figully. it is proposed that this state approach 1y replicable
ar adaptablé by other'states. - !
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Appendix A

Institute for the Research and
Development of Competency-Based
Teacher Education Program
- Wayne State University -
College of Education
Division of Teacher Education

Michigan COAST Project

’ v
Pre-Certification Competencies
of Secondary Teachers
e

Plan

The teacher will:
1. Identify departmental program goals (25)*
2. Determine students’ needs and goals for success.ul completion of a
r‘ourse of study. (2)
3. Select content appropriate for level of class. (9)
4. Analyze the learmng task (skifls. operations. and procedures)and put
them i in sequence. 22) -
5. 'Involvestudents in classroom. pifning. (36)
6. 1Formulate performance objectives for lessons. units. and courses.
< (10) |
. 7. Develop instructional units. (17)
8. 'Construct a lesson plan. (32)
. 9; Develop time allotments for lessons based upon data. (40)
10. Select strategies. materials. supplies. equipment. and media which
provide suitable alternatives for students, (1)
I1. Accommodate individual differences among students. (1)

v

Instruct

The teacher will:
12. Provide studenis program goals and performance ovjectives t
«  instruction. (30)
13. Use a vanety of techniques to achieve instructional objectives tor
vach student. (7)
14. Communicate effectively. (41) ,
15. Be enthusiastic. interesting. and motivating. (15)

*Competency ednking priorits of project parlicipants !
' 54
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Demonstrate knowledge of the subject matter.. (5)
. Be flexible in following and/or revising original plans. (18)
. Encourage participation and involvement of all students. (11)
19. Adjust to students’ individual differences. attitudes, needs and in-
terests. (4)
20. Implement the problem-solving process. (52)
21. Aid students in the development of values and decision-m~king. (19)
22, Operate machines and equipment necessary to implement use of ma-
tenals. (45)

Guide

The teacher will:

23. Help students develop confidence and feel good about themselves as
human beings. (14)

24 Encourage students to have mutual appreciation and respeet for fel-
low students. (27)

25, Recognize learning problems and counsel students with respect to
them. (55) a

26. Assist.students with occupational problems. (42)

27 Use available services to deal with behavioral and per -onal problems.
3Dh

Evaluate

1
-

The teacher will:

28. Design and admimster needs assessment instruments. (26)

9, Establish eriteria for evaluation of plans for lessons. units. and
courses. (40)

30. Evaluate the effect of the teaching stiategies in achieving the objec-
tives. (29)

31. Use a variety of techmigues to assess a student’s learming. (44)

32 Develop a variety of test items that are valid and reliable. (49)

33. Evaluate student progress and inform each student of his/her prog-
ress. (8)

34 Include students in evaluation. (54)

35. Report pupil progress in a variety of forms. (38)

16 Measure long-term effectiveness of a program, (29)

Manage

The teacher will:

37 Handle classtoom routines efficiently. (48)

38. Provide stiucture. organization. and explanation for each learning
activity. (21) )

3
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39. Organize supplies. equipment. and other physical resources within
the instructional area and improvise 1if necessary. (37)

40. Keep organized records. (39) %

41. Develop. accumulate . organize. and revise instructional materials as
needed. (24) .

Supervision

The teacher will: i

42. Manage one’s own time. energy. and intellect. (46)

43. Develop a learning environment which encourages both responsible
social interaction and personal self-concept. (12)

Puhli(‘#gnd Human Relations

The teacher will:
44. Involve parents in the learning process using regular procedures. (51)
45. Interpret current educational trends to the community. (53)
46. Practice professional standards 1n attire and appearance. (34)
. Respect and support the rights of students and staff. (6)
. Respond with sensitivity to the needs and feeling of others. (3)
. Accept and appreciate differences between and within ethnic groups.,

. Cooperate,with staff. (43},

Professional Role

The teacher will:

51. Stay informed of current trends and developments in education. par-
ticularly in the special field. (16) .

52. Participate in professional meetings and organizations. (28)

53. Treat all students fairly. (12)

54. Treat each student as if he/she can learn. (23)

55 Meet ethical standards. (20)

56. Demonstrate knowledge and understanding of differences 1n matura-
tion. (47)

57. Participate in formulating and supporting rcasonable school goals.
-policies. and procedures. (33) '

S8 Demonstrate a knowledge of teacher contracts and the laws regarding
teacher responsibilities. (50)




