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Summary

This project is a Preconference Research Institute program initi-
ated by the National Art Education Association (NAEA) and jointly fund-
ed by the NASA and the Bureau of Research, U.S. Office of Education.

The proposal for implementing this Institute program developed out
of a Similar preconference training program conducted in 1968 in which
Institutes were held at each of the four NAEA Regional Conventions.
Since 1969 is a National Conference year for NAEA and only one confer-
ence was scheduled, this project provided for two Institute sessions.
The first session was a program designed to train a small leadership
group who in turn served as instructors for the second session and could
continue as instructors in the future. The first Institute was held
January 20-24, 1969, at the Hotel Utah, Salt Lake City. The second In-
stitute, which was held for a large group of participants (100 persons),
was conducted as a Preconference activity held March 25-29, 1969, im-
mediately prior to the National Conference at the Statler Hilton Hotel,
New York City.

An initial familiarity with a behavioral model was achieved (11ring
the 1968 Institutes. In the 1969 research program, certain higher level
competencies were achieved for getting the behavioral model into opera-
tion. In addition, the intensity of the Institute sessions prepared a
large group of personnel who can conduct other programs similar in con-
tent and complexity. To protect the investment made in the 1968 pro-
gram and to assure greater participant progress, the 1969 program was
limited to those personnel who had the previous training experience,
and who had the conceptual background for dealing with the unfinished
instructional objectives.

The major content areas explored in depth in each of the two In-
stitutes focused on:

1) Instructional tools for producing behavioral change
2) Evaluating the results and improving the process
3) Behavioral curriculum models (as they are related to research

projects within a behavioral program

As indicated in the following final project report, it is believed
the research program successfully achieved its proposed objectives, and
that the extended learning experience provided for the participants was
highly beneficial and justified the procedural approach taken by the
project staff and planning committee. The training project has had a
national impact on art education programs. A survey sent to partici-
pants revealed that the learning and behavioral model are being imple-
mented in individual teaching practices and in the development of school
system curricula. Participants have been instrumental in initiating
and planning similar training for both local and state organizations.
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Although specific recommendations for future activities related to
this project are included in the text of this report, the two major ac-
tivities rec6.aended are 1) that the NAM appoint an ad hoc committee
for the purpose of establishing procedures for the collection, organi-
zation and dissemination of behavioral units or programs in art educa-
tion, and 2) that two project proposals be developed similar to the
activity developed in the 1969 Institute--one program focusing on meth-
odology of descriptive research and one program focusing on research
through a critical study of problems the research has thus far complet-
ed in art education. The latter proposal recommended will incorporate
research concepts developed by Jason Millman and will emphasize 1) the
identification of more useful research approaches or strategies relevant
to art education and 2) workshop activities covering knowledge and
skills in judging and scaling, analysis of variance, co-variance design,
and factor analysis.
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Introduction

During the spring, 1968, the National Art Education Association
(NAEA) conducted four Preconference Research Institutes on the design
of educational concepts. The programs were held immediately preceding
the NAEA Regional Conventions with one program provided for each of the
four Regional locations. Based on the results of the 1968 Institutes
and following the recommendations of the NAEA Research Planning Com-
mittee, the research activity described in this report was proposed to
the U.S. Office of Education and was supported through a Bureau of Re-
search Grant.

The intent of this research activity was to conduct two intensive
training sessions similar to the 1968 Institutes in which the partici-
pants would implement the knowledge and competencies previously gained.
The content for the 1969 Institute programs was based on the assumption
that the participants, having attained competent knowledge and skills
developed in the 1968 Research Institutes, would be able to perform at
a high rate of progress and could complete the cycle of learning exper-
ience necessary to researching and developing relevant materials for in-
structional programs. Thus, the original Institute goal, to establish
a base for objective research in art education, was also the major aim
of the 1969 program. The content and materials centered around the
analysis of measurable products of art education (visible behaviors)
utilizing concepts of behavioral objectives as an organizational system
for arriving at teacher competencies and skills necessary to developing
sound instructional curriculum. The general objectives of the 1969
Institute were:

To develop the participants' ability to:
1) Prepare the content of a unit for a behavioral objective in a

form which will transfer to regular life behavior
2) Provide for measurement of the behavioral results of a unit
3) Plan for research projects within a behavioral program

In order to present a view of the content for the 1969 Institute,
it is helpful to see a brief outline of the objectives which the par-
ticipants were believed to have achieved during the previous 1968 In-
stitute.

Three principal objectives were set up. The participants were to,
become able to:

1. Identify both behavioral and conceptual objectives for art ed-
ucation.

2. Write behavioral and conceptual objectives for art education in
a form which leads directly to unit construction and to instructional
processes and materials.

3. Identify and produce the component parts of a unit to make a
behavioral or conceptual objective operational for both instruction and
evaluation.
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The foregoing objectives required the acquisition by the partici-
pants of several supporting behaviors, of which five are listed here.

1. Identify and discriminate accurately between the conditions for
learning which are required to produce:

a. A change in the overt behavior of a person
b. A change in a particular concept in a person
c. Retention of an item of verbal information

2. Recognize and discriminate between these kinds of process-conse-
quence phenomena:

a. A human decision-controlled act
b. An empirical event or process in nature
c. A consequence produced by a human or an empirical act
d. A composite act-consequence sequence

3. Recognize and discriminate accurately between:
a. A behavior (the actual act or event)
b. A concept (a mental record of something)
c, An item of verbal information
d. A topical or other reference to phenomena or knowledge (a

title or name, topic, term of reference) whether it is
written out in full or merely named or alluded to

4. Identify high-priority behaviors and concepts in human life for
art education programs

5. Write a behavioral statement in a form which matches each of
these behaviors:

a. A human decision-controlled act, both linguistic and non-
linguistic

b, An empirical event or process in nature
c. A composite act-consequence sequence

In the opening session of both the 1969 Instructional Leadership
Institute and the Preconference Institute the material covered (above)
was briefly reviewed for the purpose of refreshing and clarifying ac-
quired concepts. This period of review was felt to be a great impor-
tance since the objectives for the 1969 program were contingent upon
and originally included in the instructional plan, and accordingly, are
believed to be necessary components for grasping a thorough knowledge of
the process for producing behavioral changes, instructional units, or
curriculum models.

Since the purpose of tilts program was to extend and complete the
participants' competency, the following three key concepts for making
a curriculum transition to behavioral form provided the content basis
for material to be explored in depth:

A. Instructional Tools for Producing Behavioral Change
1. Selecting a project
2. Identifying required Type II and Type III behaviors
3. Stating the Type III behaviors as objectives

4



4. Stating the concepts for Type II behaviors
5. Identifying the media for the concepts and the Type III

behaviors

B. Evaluating the Results and Improving the Process

1. The concept of evaluation within a production system designed
for behavioral learning
a. The product of the project as a final test
b. Component subbehaviors as diagnostic tests of readiness,

and also as tests of achievement
c. Three patterns of testing and use of data:

a. To determine student achievement
b. To'improve the effectiveness of the program
c. For research on variables involved in the program

2. Making and administering test (or whatever means of measurement
are to be used)
a. Tests of competence in Type III behaviors
b. Tests of competence in Type II behaviors
c. Tests of competence in Type I behaviors

C. The "Behavioral" Curriculum Model

1. Form of the Content

The curriculum is made up of in-life projects in place of the
nonbehavioral subject matter of the traditional curriculum.
Subject matter is then reformulated as behaviors and reihtre-
duced in that form into the projects as needed for their suc-
cessful completion. Subject matter in its behavioral form be-
comes (a) a verbal expression by the learner of a concept or
decision, or (b) a nonverbal execution by the learner of a per-
ceptual act or a decision.

2. Criteria for Scope of Content

The full curriculum will contain all behaviors that are vital
in a full life, including all aspects of life such as social,
cultural, heterosexual, economic, political, philosophical, etc.

3. Criteria for Sequence

Projects will be provided within each
uum ranging from tasks of children to
with students moving up the continuum

4. Accommodation for Individuation

area of life in a contin
tasks of mature adults,
by manageable increments.

Individuation is achieved by (1) providing multiple alternate
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tasks with equivalent learning increments at each point in the
curriculum, so individual preferences can be accommodated with-
out sacrificing essential learning, and (2) moving students
through the curriculum continuum at their own individual rates,

It is believed that the participants, having focused on these three

key concepts in combination with the reading and instructional materials

prepared for their study, have achieved the abilities proposed for the

general objectives of the Institute (listed on page 3).

The content material outlined was covered by both Institute groups
with the Preconference Group (2nd Institute session) receiving a great-
er in depth experience and practicum time than the Instructional Leader-

ship Group. The Leadership Group, however, received an orientation pro-
gram designed to prepare them for their responsibilities as teachers of

the Preconference Group and subsequent groups. This orientation pro-

gram consisted of material provided in the following topic outlines:

The Concept of Research in Art Education and the Role of tha Institutes

in that Concept

MAJOR AIM:

To create conditions for research in art education based on evalu-

ation of the product of the educative process.

TOOLS NEEDED TO IMPLEMENT THE

A behaviorally oriented program within which various components
can be experimentally manipulated, and the effects of the manipu-

lation can be measured.

The specific parts of this program are as follows:

At the total curriculum level:
A scope and sequence curriculum design of behaviorized learner

tasks for all years and in all aspects of art education.

At the class level:
A repertoire of tasks within chat design, accessible to the

teacher for use with students.

At the individual instructional unit level:
The general components of any instructional unit:
1. The intended pattern of operation for the unit

This includes:
A. The task the student is to carry out
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B. The component learning increments the task is capable

of activating
C. The materials (media) for the increments
D. The intended influence system, with directions as needed

2. A set of teaching behaviors for the unit
A. Behaviors to elicit student response
B. Behaviors to maintain a working climate
C. Behaviors to direct attention to (or distract it from)

the task

3. A measurement concept for determining student achievement
A. Measurement of the student's product in his task (Mager,

Preparing Instructional Objectives, Chap.2)
B. Measurement of behaviors exhibited within the task

Type II behaviors (Overt verbal expressions)
Type III behaviors (Overt nonverbal expressions)

The Research and Develo ment Conceit sualit Control S stem

A concept of education as a production system:
The Components of any production system are:
1. An intended end product (a student with certain behavioral

competencies- -the "objectives")
2. The object to be shaped to the specified end product (a

student entering the system)
3. Materials to be applied to tt,- bject being shaped (the

behaviorized curriculum)
4. The process(es) of applying the materials (learning tasks,

response-eliciting devices, climate variables, and verbal

communication processes)

A conceptaLguality control
Control of the quality of the output through alterations in
the treatment based on measurement of the end product and

analysis of the source of any deficiencies in the end product

The elements in quality control of an educational treatment
1. An instructional program operating, within which experi.

mentation can be carried on (as described above)

2. A selected variable for manipulation, which may be any of

the following:
A. The student's task
B. The component learning increments within the task

C. The media (art materials and behaviors)
D. The teacher's influence system
E. The classroom climate variables
F. The verbal interaction variables
G. The task operation pattern variables

7



3. Pre and postinstructional measurement of the student
4. A feedback operation for determining and improving on

program quality

Steps for Inducting Art Educators into the Behavioral Approach to
Instruction and Research

I. Comprehension of the research model being developed

A. Product measurement as the research base
B. Behavior as the product
C. The behavior production system
D. The measurement-evaluation-feedback loop in the system

II. Comprehension of

A. The behavioral position, and
B. Its implications for

1. Tasks
2. Subject matter reformulation
3. Learner role
4. Teacher role

III. Use of the behavioral model for the Institutes

When the Institute is conducted on a behavioral model itself, two
values result: (1) Participants can regard the Institute as an
illustration of what they are expected to do in their own teaching
after the Institute. (2) The participants' behaviors can be shaped
at least partially within the Institute itself, in place of giving
them a body of verbal information which would have little effect on
their behavior after the Institute.

This procedure requires that the Institute staff be familiar with
the following aspects of planning and conducting the program:

A. The use of behavioral objectives:
1) Carrier projects and tasks
2) Learning increments within those projects and tasks

B. Sequencing of the content for cumulative achievement
C. Keeping participants engaged in behavioral responses which

permit shaping to occur

IV. Media

Participants will find it difficult to visualize their field in
behavioral form without examples of the several kinds of art be-
haviors involved in the whole field. A taxonomy of the objects
and events that constitute the field, in a form which permits the
participant easily to combine those substances with the various

8
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types of behavioral response, can overcome this difficulty.

Provision of models and examples greatly facilitates the formation
of concepts by the participants and provides patterns to help them
start on the production of units of instruction. These media will

enter into the operation as adjuncts to a flowing set of activities
and must therefore be ready in advance and immediately accessible
in operational form.

V. In-operation reshaping of the Institute

The Institute team finds it necessary to meet frequently to assess
participant response and progress, and to make useful modifications
in the program on the basis of feedback.

VI. Development of competence in preparing instructional episodes

Development of competence in measurement and evaluation
A. Presentation of concepts of measurement and evaluation
B. Practicum in specifying behavioral patterns
C. Closing on evaluation concepts as they apply to research and

quality control
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Methods

Participants were selected as follows:

In order to achieve the greatest amount of progress within brief
preconference activities, one Institute was held for a small selected
leadership group who in turn served as the instructional staff for the
second larger group of participant°. Since 1969 is a National Confer-
ence year, it was possible to hold only one Preconference Institute for
a large group. The first Institute was held approximately two months
prior to the second Institute, thus giving the instructional group a
period of time to absorb the research concepts, to engage in practicum
experience, and to refine carrier projects or art behaviors as instruc-
tional models for the second Institute program.

The Leadership Instructional Group was selected on the basis of in-
dividual performance at the 1968 Institutes and by recommendation from
the Planning Group Committee, each representing the four NAEA, Regional
areas and thereby assuring that participants were selected from various
areas of the country. There were 18 participants in this group.

Letters of invitation and application forms were sent to all par-
ticipants at the 1968 Institutes (except for those who were able to
attend the Leadership Institute), of the 175 possible responses, 115
persons applied for the Institute. There were approximately 15 persons
who could not attend, either for personal reasons or because of con-
flicts in their teaching schedules. There were 100 participants in at-
tendance at the Preconference Institute. (Samples of applicant forms
for both groups of participants are included in the Appendix D.)

The Operational Pattern: Institute time and experiences

The two Institutes were held at the following times and locations:

First Institute -- Instructional Leadership Group - -Jan. 20-24, 1969
Hotel Utah, Salt Lake City

Second Institute--NAEA National Preconference Group- -March 25-29,
1969, Statler Hilton Hotel, New York City

The two programs were held for 5 days each and each provided over 35
hours of instructional and learning time. The program consisted of
formal instruction by the project staff alternated with small group (10
participants per group) and individual working sessions, with greater
time devoted to individual learning activity.

It was originally planned by the project staff to provide equal
time for formal presentations and for practicum experience. This sche-
dule was maintained for the Leadership Institute, first because of the
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smaller ratio of project staff to the Leadership participants and
second, because of the need for direct instruction and clarification
of concepts by Drs. Woodruff, Clark and Davis (project staff members).
However, during the second Institute approximately 5/6 of the time was
allotted to practicum experience in which the project staff and instruc-
tional leaders worked individually with participants.

Planning and Evaluation Meetings

An initial planning meeting was held December 16-17, 1968, in
Washington, D.C., to organize and finalize preparations for the Insti-

tute programs. Following the Institute activities, a final evaluation
and report meeting was held May 27-28, at the O'Hare Inn, Chicago,

Illinois. Procedures for the Institutes, the findings, and recommenda-
tions for this report were formulated by the Planning Group. Members
serving in this capacity, as well as all project staff and instructional
leaders are listed in the Appendix A.
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Results and Findings

Results

The report of the results and success of this Institute program is
based primarily on three sources of evidence. These are 1) the data
and analysis gained from the pre and post tests administered to all par-
ticipants in continuous attendance at both the Leadership and the Pre-
conference Institutes. 2) the data gained from the questionnaires de-
veloped by the Institute evaluator (Dr. Silverman) and which were com-
pleted by the Leadership instructors on the final day of the Preconfer-
ence program, and 3) the final evaluation of both Institute programs
prepared by Dr. Silverman. Following are the results obtained from
these sources.

Pre and Post tests--Summary of Evaluations (prepared by Dr. Clark)

In those instances where participants did not complete either or
both tests, or where the reliability of their performance was in ques-
tion, scores are not included in the final computation of data. There-
fore, the number of test scores do not reflect the actual number of per-
sons who participated in the program activities. Further, it can be
noted that the number of test scores indicated for the Leadership In-
stitute is greater than the number of participants who served as in-
structors for the Preconference Institute. This difference is due to
the fact that several of the planning group members and persons who
could not attend the Preconference program took part in the Leadership
program. They did not necessarily serve as instructors. It is also
significant to observe that the gains in the following statistics appear
small in light of the amount of gain one might expect. This phenomenon
is attributed to three factors:

1. The pre and post test items were based on conceptual content.
2. Since the pre and post tests were constructed with the assumption
that a greater balance between formal instruct...on and practicum exper-
ience would be maintained, the gains do not reflect the emphasis ulti-
mately placed on practicum activities. Approximately 5/6 of the pro-
gram time was devoted to practicum sessions.
3. Correspondingly, 1/6 of the gains in performance are shown informally
but not in statistical data.
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Research Leadership

Summary of Evaluations

Institute Number of Pretest Posttest

Participants Mean Mean I: df

22 16.32 18.32 3.92 21

Preconference Re-
search Institute 64 16.06 17.16 2.79 63

<.001

0.01.

The data show:
In both Institutes, the mean improvement (between pretest and

post) was statistically significant; this improvement was more
pronounced for the Leadership Institute than for the Preconference

Institute.

Interpretation:
(1) The improvement was probably due more to a greater understand-

ing of the instructional materials and increased skill in

their application than to confounding factors such as, carry-

over effects from the pretest to the posttest.
(2) What might have accounted for greater improvement among par-

ticipants of the Leadership Institute than among those of the

Preconference Institute?
(a) Those in the Leadership Institute--perhaps anticipating

their roles as instructors in a later Institute--might

have worked more diligently under closer supervision than

those in the Preconference Institute.
(b) Participants in the Preconference Institute--perhaps as

a result of finding themselves in relatively isolated

groups with new instructors--may not have progressed as

rapidly as those in the Leadership Institute. (That the

instructors were not necessarily a more "select" group

is indicated by equivalence of pretest scores for both

groups.)

(A sample o! the Pre and Post test form is included,

Appendix B.)
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Group Leader Responses To Silverman Evaluation Front
Preconference Institute - New York City

I. Attendance in the sub groups was reported between 90% and 95% on
the average. Three groups indicated 70% to 80%.

II. Very uniformly the highest achievement was in item 1, where almost
100% were said to have completed Worksheets 1 and 2. At a slightly
lower level of achievement were Worksheets 3 and 4, around 94%.
Less conspicuous achievement was reported for a general evaluation
plan, the table of specifications, and a valid evaluation instru-
ment; but with little exception these were above 50%, varying from
there to 90-95%.

III. Most groups reported adequate mastery (about 90-100% success) of
differentiating between the three types of behaviors and identify-
ing products relevant for regular life behavior.

IV. The small group activity program was rated almost uniformly as the
most successful aspect of the Institute, with early division into
groups.

The major sources of less-than-desired success were attributed to
the physical facilities, which prevented adequate periodic total group
meetings; over-crowding; inability to hear in the large group; and
lack of time to finish. Some participants mentioned lack of adequate
exemplars.

Suggested follow-up activities are as follows:

1. Assemble a small group of productive people to produce substan-
tial sets of in-life behaviors, concept packages and skill
packages, and complete project models to serve as prototypes.

2. Concentrated efforts by a selected team to move as far as pos-
sible into the identification of content for an extensive if
not relatively complete art education curriculum.

3. State Institutes conducted by our trained cadre for disseminat-
ing knowledge of this approach over the country.

4. Establishment of some critiquing groups around the country who
could react to materials produced by various production teams
and send them back for follow-up work.

5. Specific effort to get individuals started on experimental re-
search in classrooms by manipulating independent variables and
measuring results.

14



6. The establishment of some kind of printed medium of exchange,
both for keeping up to date on improvements in technology and
for distributing and exchanging instructional materials pro.
duced.

7. Development of handbook-type materials which can be used to
assist new participants to become familiar with this approach
and to work with it at home.

(A sample questionnaire form for these responses is included in
Appendix C.)



Evaluator's Report - Research Institute in Art Education
Salt Lake City 1/20-1/24, 1969
New York City 3/25-3/29, 1969
(prepared by Ronald H. Silverman)

Since this Institute has tended to focus upon the utilization of
analytical and retrospective and introspective modes of behavior, it
would seem appropriate to approach the problem of evaluation from this
same position of emphasis. Therefore, ny evaluation will be concerned,
if not explicitly then by implication, with (1) identifying and charac-
terizing observed instances of behavior from which inferences can be
drawn about the extent to which the objectives of the Institute have
been achieved; (2) listing those properties which I believe are criti-
cal in forming an estimate of the relative value of the Institute; and
(3) speculating about the import of this enterprise for our field, view-
ed retrospectively, in relation to the evolution of art education, and
introspectively, in terms of where the field is at the present time.

The Institute's Relevance for Research

This Institute has been sponsored by the National Art Education
Association, and funded by the U.S. Office of Education, for the pur-
pose of establishing a base for objective research in the field of art
education. However, a casual observer of the materials and proceedings
associated, with this Institute might conclude that it had little to do
with research in art education, and that, instead, was far more related
to building art curriculum.

Such a conclusion would reflect both a very limited interpretation
of research and a rather myopic view of how curricula are formulated.
Consequently, to discuss the success of this Institute in terms of its
original goal of establishing a base for research in art education, it
would appear to be an essential first step to identify two things: how
the Institute is indeed relevant to research and what are the stated
delimitations of this particular Institute.

I should like to discuss the limits first, within the framework of
some of the phenomena we have encountered. For instance, I would con-
tend that the product to be produced as a consequence of participating
in this Institute is to develop the analytical competency required to
behaviorize the art curriculum. And, further, I would say that some of
the characteristics this product should include would be abilities to
do the following: describe the critical properties and make appropriate
statements about the behavior employed in making and examining art; dif-
ferentiate between concepts and referents for concepts; recognize the
essential nature of a carrier project; distinguish between cognitive

16



processes and observable behavior; and utilize an evaluation plan for
estimating and analyzing the outcomes of instructional procedures.

It needs to be stated, at least parenthetically, that anyone who
believes that the acidat of this Institute was to be something else,
for example finding ways for forwarding perceptual awareness, defining
the content of aesthetic education, or explicating the nature and devel-
opment of creative behavior, would be disappointed in and probably con-
fused by its content and processes.

The Institute's relevance for research is related to the abilities
previously listed. When one decides what it is that he wants to accom-
plish, or stated in more operational terms, what he wants his students
to get out of an experience in art education, and then proceeds to clar-
ify the nature of the sought for outcome, and delineates and implements
instructional and evaluation procedures which are relevant to its attain-
ment, he is indeed engaged in research. And the quality of this research
and the extent to which findings are generalizable are merely a function
of the extent to which rigorous controls have been imposed to account
for intervening variables.

Behaviorizing the art curriculum is just another way for saying
that by using a systems approach the teacher becomes a hypothesis maker
and a hypothesis tester.

In my view, acquiring a research orientation is both the great
power and the great promise of this analytical program in terms of its
potential for art education.

It is powerful because the art teacher who is also a researcher can
continue to examine the efficacy of his views and procedures and, there-
by, confront his students with art learning experiences which are truly
relevant to their wants and needs. And the promise of the analytical
approach is that through its use the teacher, individually, and the pro-
fession, collectively, can objectively examine assumptions, goals, and
procedures, which can, of course, eventuate in the constant improvement
of both what we are trying to accomplish and how we go about doing it.

Evaluating Phase One

Clarifying the issue to which this Institute has been directed and
then briefly analyzing its relevance to research brings us to an ex-
amination of its success in achieving its stated objectives. Because
there were actually two training sessions, the following interim evalua-
tion was made of the possible ways experiences acquired in the first- -

the teacher training phase--could be utilized to insure the success of
the second session.
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One impression formed as the content of the first phase began to
unfold, and which was confirmed in the second phase, was that we were
being presented with rather complex materials for dealing with rather
simple behaviors. As we moved more deeply into the materials, however,
it became apparent that Dr. Woodruff's formulations were not the source
of complexity. It was rather, (1) a reflection of how little thought
has been devoted to defining the content and learning objectives of our
field, and (2) the lack of familiarity with the language and manner in
which materials had been conceptualized.

In retrospect, it is interesting to note that this had not been the
case in the three day Preconference session held in the spring of 1968
which sought to develop abilities to behaviorize the art curriculum.
Evidently, it was a relatively simple task to make behavioral statements,
and many conferees were able to produce very adequate statements after
only three days of instruction.

However, after a few days of this Institute, the full impact of
the complexity of the teaching act became apparent, and what had here-
tofore been considered simple projects assumed new dimensions of com-
plexity. This occurred for two reasons: the necessity to focus on the
learner and his interest and desires, and the emergence of the impor-
tance of concepts in developing worthwhile learning units. The signi-
ficance of these two events will be dealt with more thoroughly in the
discussion of the values of this Institute.

Another impression which continued to plague me as I observed the
proceedings of the first phase of this Institute was that a few of the
participants lacked the requisite perceptual and conceptual referents
to enable them to use the system being presented by Dr. Woodruff in a
truly effective manner. When they were asked to produce behavioral
statements like those which were produced last spring, there was no
problem because this called for a relatively simple set of competencies.
But attempting to behaviorize a unit which could meaningfully involve
the student in the learning task turned out to be a far more complex
enterprise. And those few participants, even though they may have read
about and heard an exposition of the system for accomplishing such an

end, were thoroughly stymied.

In brief, they had difficulty in making sufficient sense out of
the materials to enable them to think adequately about and subsequently
produce a behaviorized unit. It was recommended that a good deal of
this confusion could be avoided in New York if the following steps were
taken:

First, whenever and wherever it is possible to do so, examples of
how the various aspects of the system can be employed should be pro-
vided. Further, such examples must be related to art phenomena.
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Second, models of completed carrier units dealing with art educa-

tion need to be provided. This should serve to accomplish two things:
the New York participants would have a clearer notion of how a unit is

constructed, and they would also have concrete evidence of the value of

making the considerable effort required to teach with an emphasis upon

behavior.

In addition to providing examples of how units are constructed,

this procedure should allow those who exchange student roles for teacher

roles to think through more thoroughly and to practice what they will be

attempting to teach in New York. This must be done in order to insure

that the many powerful ideas embodied in Dr. Woodruff's formulations will

not be dissipated or diluted by a lack of correct instruction or posi-

tive reinforcement in the small group sessions planned for New York.

Third, the teaching teams who will be working in New York should

not be formed on the basis of personal choice, as has been proposed.

Since it is evident that all of our participants have not assimilated

the materials of the Institute to the same degree, teams should be

formed so that levels of competency are adequately distributed. This

can be accomplished if the staff will use the data available to them- -

pre -post test performance and the ability to produce a worthwhile car-

rier unit--and assign team members accordingly.

Fourth, the New York participants should be moved into a practicum

session where they will grapple with the task of formulating carrier

projects as soon as possible. In this evaluator's view, there is no

short-cut way to deal with the task of behaviorizing the curriculum.

And, merely reading and hearing about the task before one is aware of

what it actually entails will be of limited vPlue.

Fifth, the group of participants in the first phase worked very

well together as students. They were very supportive of one another,

and the atmosphere was conducive to getting on with the task at hand.

Comments from this group relating to Drs. Woodruff's, Clark's and Davis'

materials, were very complimentary. It would not be overstating the

case to add that many participants were genuinely enthusiastic about the

whole enterprise.

These types of reactions also need to be generated within the New

York group. The nature of their receptivity to the content of the In-

stitute would depend largely upon the way they were dealt with by those

who were trained at Salt Lake City. Patience and guidance, and stick-

ing to the task at hand without digressing into irrelevant esoteric

areas are characteristics which needed to be displayed. The teacher-

trainees were more than aware of the problems involved in using the

systems approach ta curriculum building. As a consequence, they should

be prepared to truly empathize with those they would be instructing in

New York.
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Sixth, in relation to the foregoing, something needs to be said
about the purpose underlying the instructional approaches of Drs.
Woodruff and Clark. They attempted to help us understand the reasons
behind their particular formulations. This often required very involved
explanations, especially in the reading materials. I was surprised that
I had not been able to find any negative reactions to these extensive
explanations.

Nevertheless, I believe what I have inferred is that their purpose
needs to be made explicit in order to be prepared for questions which
could very well arise in New York. One might ask, "Why do we need all
of this material; why not show us what to do and let us get on with it?"

To deal with such questions, the analogy of the automobile might be
employed. "Show me how to drive and let me do it." Fine! But what
happens when the car bogs down. If you don't know what makes the car
go, you are stuck. If you know something about what makes it run, per-
haps you can identify why it is not running, which is, of course, the
first step to getting it back into working order. But as educational
leaders we cannot even be content with being able to identify why a
systems-developed behavioral curriculum is not working. It is often our
responsibility to design and build curricula, which means we must have
competencies analogous to those possessed by the automotive engineer.
We need to have a thorough understanding of the dynamics underlying a
behavioral curriculum, if we are to produce materials that will not be
subject to rattles and break-downs.

Drs. Woodruff and Clark have provided an opportunity to acquire an
understanding of these dynamics. And we must make every effort to un-
derstand and deal with them. There is no alternative if we are to func-
tion as autonomous creative individuals. Autonomy can only be achieved
when we have both the knowledge and skill to manipulate with great effi-
ciency the variety of inputs with which we are confronted. Otherwise,
we have but one recourse open to us: to utilize someone else's concep-
tion of what art curricula should be. And some other person's ideas can
probably never be totally relevant to our own idiosyncratic situations.

Evaluating Phase Two

Estimates of the extent to which the stated objectives of this In-
stitute were achieved were based upon personal impressions and the re-
sponses to a one page questionnaire filled out by the teachers of our
small group sessions held in New York.

The impression that several participants were unable to deal ade-
quately with the materials of the Institute while most appeared to have
a strong foothold was supported in the responses provided by our teach-
ers. The fifteen out of our fifteen teachers who returned our question-
naire estimated that 80% or more of the participants with whom they
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worked could adequately distinguish between covert and overt behaviors
and had adequately completed worksheets one through four. The term
"adequate" implies that our teachers believe the participant can use
acquired skills and understandings in his professional work.

They also reported that they believed 50% or more developed an ade-
quate general evaluation plan; eleven teachers indicated that 70% or
more produced an adequate table of specifications; and nine reported
that valid measurement instruments were constructed by 70% or more of
our participants. And further, thirteen teachers estimated that 70% or
more were able to adequately identify products that have a relevance for
"regular life behaviors."

These figures, coupled with my additional impression that our par-
ticipants reacted very favorably to the materials and insights provided
by Drs. Woodruff and Clark, led to the conclusion that this Institute
has been instrumental in furthering the ability of most of its partici-
pants to prepare the content of a unit for a behavioral objective in a
form which will transfer to regular life behavior as well as provide for
measurement of the behavioral results of a unit. These are two of the
stated goals of this Institute. And one can assume that the third goal
--developing abilities to plan for research projects within a behavior-
al program-- was also attained at least partially, since many partici-
pants demonstrated that they possess the potential to carry out such
projects.

From a review of our teachers' comments, one might conclude that
some of the events that contributed to this positive assessment were
the opportunity to carefully analyze and develop sample but actual
carrier units and evaluative programs, as well as the necessity to be
highly specific and concrete about the content of the visual arts.

The one major shortcoming of this Institute, in this evaluator's
opinion, and evidently in the view of many of our teachers and parti-
cipants, was the lack of relevant, extensive, and diversified examples
of behaviorized art curricula. These models would have served to demon-
strate alternative uses of Dr. Woodruff's system and, thereby, minimize
confusion, and also enable our participants to become engaged sooner in
grappling with ideational materials, as well as products such as bowls
and placemats. I have no doubt, however, that the logistical problems
of providing such models overpowered the good intentions of our Insti-
tute staff, who are as cognizant of this shortcoming as anyone.

Some of the minor problems appeared to be related to the nature of
facilities, group teachers who were not always clear about how the
system should be utilized, and a lack of concern for such morale main-
taining functions as providing water and making proper introductions.
Concerns for the magnitude of the task evidently overshadowed concerns
for the morale of the group. In my view, however, this is as it should
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In my view, however, this is as it should be. After all, focusing on
the task of developing analytical competencies was what this Institute
was all about.

Values for Art Education

Now let us turn to the possible values this Institute could have
for the field of art education.

There can be no doubt that these past five days, coupled with the
series of three day Institutes held last spring, have provided those in
attendance with an unusual opportunity to acquire both the knowledge and
skill to deal with our field with greater precision.

A term such as "precision" has mechanistic connotations as do "ma-
chine" and "engineering," words often employed to describe aspects of
the system we have been attempting to understand and use. Since these
words have affective loadings which could potentially generate a great
deal of hostility among some of our colleagues, we must be certain not
to allow the medium--the words we use--to get in the way of transmitt-
ing our message--that a systems approach is a valuable device for think-
ing about and accomplishing important goals in art education. We need
to emphasize that through its use we will be able to do a much better
job of organizing, for educative purposes, the objects, events, pro-
cesses, and concepts with which we work. In this sense, we are doing
what the artist does as he attempts to organize the wide variety of
stimuli available to him-but for expressive purposes.

Humanizing education and making it more relevant to the learner are,
of course, the most valuable outcomes of using the systems approach advo-
cated by Dr. Woodruff. His insistence upon developing life-serving ob-
jectives which will actively involve the learner in acquiring important
understandings and competencies as he pursues the satisfactions of his
"wants" is of great importance to the field, especially because of its
present state of development.

Anyone who has been keeping up with the "cutting-edge" of art
education is certainly aware that it is no longer conceived of solely as
a means for developing expressive skills. Other competencies and areas
of knowledge are also being considered. Talking and reading about art
and critically examining aesthetic phenomena are included as relevant
behaviors to be utilized in the art class.

An instance of this movement toward developing a more comprehensive
definition of art education is embodied in the thinking of the committee
recently established by the California State Board of Education to de-
velop a framework for art education for the state of California.
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In their initial statement, the committee--composed of three public
school art supervisors, an elementary teacher, and a professor of art
education--concluded that art education should be concfived of in terms
of four areas of involvement: the productive, the critical, the cul-
tural-historical, and the philosophical, which would include dealing
with conflicting and alternative theories about the nature of aesthetic
interactions.

This type of proposal differs considerably from art education as
it is and has been typically practiced with its overwhelming emphasis
upon the making of art and the rote learning of the elements and prin-
ciples of visual organization.

On the basis of a surface response to it and other avant-garde pro-
jects and programs, one might conclude that art education in the future
will become far more dependent upon verbal materials. In fact, one can
view the schools generally and conclude that verbalizing, classifying,
memorizing, and computing are the' dominant behaviors. The danger exists
that art education, in seeking to become respectable, will join the pack
and become essentially a verbal and passive enterprise.

The central thrust of Dr. Woodruff's proposal is absolutely opposed
to permitting this to occur. :e insists that life-serving objectives be
the driving purposes behind the procedures initiated in our schools and
that students must be actively involved in educating themselves.

The overemphasis upon verbalism and passive learning which is char-
acteristic of the traditional teacher-centered classroom should not be-
come the means whereby cultural, historical, and critical concerns rele-
vant to the visual arts are introduced to children and youth. A systems
approach provides us with a powerful alternative for accomplishing this
goal while enabling the learner to fulfill his aspirations.

The carrier task, itself, is designed to serve as the means for
carrying the interests of the learner and those aspects of the subject,
both cognitive and perceptual-motor, which he must master to accomplish
his task.

To the extent that art educators can develop, and art teachers will
employ, significant life-serving learning experiences, the field will be
able to resist the tendency to become more verbal, passive and abstract.

What has been said here is not to be construed as denying the ef-
ficacy of verbalization. But it is essential to realize that develop-
ing verbal skills is not the central purpose of or major reason for art
education.



This discussion of verbalization is not to be confused with the
role of concepts in art education. Directing our attention to the neces-
sary explication of relevant concepts is another of the important values
of a systems approach. It enables us to focus upon the conceptual as-
pects of the objects, procedures, events, and consequences of art educa-
tion--something which is currently not widely practiced. And it is this
kind of focus that makes art worthy of being taught in our schools. A
recent statement by the Educational Policies Commission of the National
Education Association proclaimed that the central purpose of the schools
is the development of intellectual power. An emphasis upon how and what
to think about the visual arts will contribute to the attainment of this
purpose.

One of the persistent dilemmas we have had to live with over the
years is the inability to get people not involved in the arts to under-
stand the values of and necessity for art education. We must find ways
to demonstrate what art education can really accomplish. And such proof
must be in a form that will have meaning for a population which is, by
and large, aesthetically illiterate. Needless to say, we also need de-
vices that will provide valid information about the extent to which stu-
dents have been altered by our practices.

There is no doubt that the approach to behaviorizing evaluation pro-
cedures advocated by Dr. Clark represents a powerful tool for making ex-
plicit what it is that we have accomplished. It can also provide us with
the means for examining the entire teaching cycle.

Conclusion

Conscientiously utilizing Dr. Clark's formulations and the system
Dr. Woodruff has developed may well result in bringing more art to more
people. If this is to be accomplished, then what has been initiated in
this Institute must be thoroughly digested, and many behaviorized art
programs must emerge which will serve to demonstrate to the profession
the values of a systems approach.

I am certain that such an accomplishment would be the best possible
way to express our gratitude to Ashael Woodruff and Cecil Clark for the
many hours invested on behalf of the future of art education. It will
also serve to validate the support of this Institute by the National
Art Education Association and the U.S. Office of Education.

If we continue to behaviorize art education, it is my considered
opinion that the expenditures of time, energy, and funds allotted to
this Institute may well prove to be one of the best investments the pro-
fession has ever made.
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Conclusions of Planning Committee:

The results of two Institute programs, reveal several observations
and outcomes.

1) That the decision to extend the learning experience of the 1969 In-
stitute participants was beneficial not only to the participants'
achievement, but supplied evidence of their motivation and commitment to
research concepts presented by the project.

2) In light of the complexity, knowledge and skills inherent in develop-
ing research behaviors, a followup Preconference Institute was necessary
to the protection of our commitment and investment made in the 1968 In-
stitute program.

3) The data gained from participant pre and post tests, and from evalu-
ations made by the instructional staff, indicate that a significant im-
provement was made in conceptual understanding and in performance tasks.

4) Increased time scheduled for small group activity, particularly where
participants worked individually and directly with an instructor, con-
tributed significantly toward comprehension and mastery in differentia-
ting between types of behaviors and in producing viable carrier project
models.

5) It is concluded that the degree of success achieved by this research
activity justifies the time, effort and funds expended. The degree to
which the activity has an impact on the future growth in art education
programs depends on the participants' effectiveness in implementing
similar learning situations within their local institutions and state

systems. Much of this success has been evidenced through reports from
participants who have implemented the training experience in their teach-
ing practices. Many participants have been instrumental in initiating
and planning similar training programs for local and state organizations
In part, their effectiveness can be increased when provisions are made
for producing and disseminating a body of project models to serve as pro-

totypes for art education curriculum.
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Recommendations:

Based on the results of this project activity and the impact it
has had on current art education practices, these next steps are
recommended:

1. The maintenance and continuation of the goals which the Research
Institute project has achieved requires:
a. a pool or extensive body of usable (behaviorized)

objectives and program units
b. an ad hoc committee, composed of Research Planning Group

members and the instructional staff, who can set up a com-
mission and/or develop a pool of objectives

c. the committee should make a survey of participants to find
out what they are able and willing to do toward development
of behaviorized objectives

d. the committee be charged to implement what has been achieved
so far, they should determine the procedure and organization-
al structure for such a program, and they should determine
whether a proposal for support funds is needed

e. personnel who are developing objectives or projects but who
are not necessarily teaching them. They can: 1) produce
exemplary types, 2) produce systematic diagrams of what com-
ponents are, and 3) disseminate material already produced.

f. personnel recommended to serve on this committee--such as
Del Dace - Ladue School District, St. Louis, Missouri
Perry Ragouzis - Colorado State University
Gordon Kensler - University of Oregon

2. A commission should be appointed to review the NAEA goals.
Accordingly, the Research Planning Group is writing a letter to
the NAEA Board of Directors recommending that the Board take a
broad view of the Association, and to consider projecting the
direction of the field and the possibility of a systems approach
in establishing this direction.

3. There should be a continuation of similar kinds of preconference
research activities implementing behavioral systems but which
emphasize affective (attitudinal) outcomes and/or methodology
for descriptive research approaches. Two courses of action are

suggested:
A. A project should be proposed for training in the methodology

characteristic of descriptive research in which the focus is

on simple, efficient and practical research techniques.
B. A second project should be proposed for training in research

techniques based on Jason Millman's approach.
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APPENDIX B

National Art Education Association Workshop, 1969
Instructional Assessment

Match the following by placing the appropriate number on the appropriate line:

A human decision-controlled act
An empirical event or process in
nature
A consequence produced by a human
or empirical act
A composite act-consequence
sequence

2. (1) Behavior
(2) ,Concept
(3) Item,of verbal information
(4) Topic

Blooming of a flower
Painting a landscape
Smog

Mixing colors
Practice in drawing; smoother
lines produced

Rain

1700 boys participated
Mental image
The date of the war as 1941
Molding a piece of clay
The Civil War
Mediating variable

The remainder of the questions are multiple choice. Read through all the alternatives
for a question before making a selection. Always try to select the most appropriate
or most correct alternative. Select only one and circle it.

3. According to your reading, what types of projects should predominate a life-internship
curricular pattern?
a. Conceptual rather than verbal projects
b. Want-serving production projects
c. Any projects whose primary function is to produce some form of learning
d. There are no predominate types of projects; all should be equally present

4. Why is it important to be able to identify the four critical aspects of learning
(learning task, pattern of eliciting student responses, etc.) in any intentional
learning situation?
a. So that..potential teaching behaviors in that situation can be identified
b. To make certain that the learning situation in question is, in fact, a

true learning situation
c. So that one can observe the student's learning sequence
d. So that the carrier projects will not conflict with the learning tasks

5. Suppose you are interested in researching a behaviorally oriented art curriculum.
In the research enterprise, one's task is that of identifying relationships between
single variables of sets of variables. If your selected dependent variable is
"a change in the students art behaviors," which one of the following would be the
most profitable independent variable.?
a. Any behavioral performance as indicated by some assessment instrument
b. Any type II and III (but not I) behaviors
c. The four critical aspects of learning (learning task, pattern dreliciting student

responses, etc.)
d. In general, any want-satisfying, motivating, in-life behavior
e. Sex, I.Q., age, and other similar variables
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6. How can traditional "school" behaviors be differentiated from daily, "in-life"
behaviors?

a. School behaviors generally have high transfer value while life behaviors
are rather low in transfer value

b. School behaviors result from direct experience with subject matter (e.g. history)

while life behaviors arise from direct experience with objects and events

c. Scholdil behaviors are mosaic in nature while life behaviors are mainly found

in small bits and pieces
d. School behaviors result mainly from want satisfaction while life behaviors

typically arise from a cognitive imbalance in the organism

7. According to your reading, any given curriculum can be identified as being in one

or more of the following forms: (1) Experiential and perceptual, (2) Conceptual,

(3) Symbolic and verbal, (4) Behavioral. If onedefines education as "the
production of competence in the essentials of complete living," then which of the

following forms would oe essential to the curriculum?
a. Behavioral
b. Conceptual and behavioral
c. Experiential and perceptual, conceptual, behavioral
d. They would all be essential

8. When an academic subject (e.g. history) is "behaviorized" what happens to it?

a. Academic behaviors are translated into in-life behaviors
b. Specific content (e.g. Events leading up to the Civil War) beqomes more

applicable to the use of history in everyday life

c. It is stated as a set of measurable activities
d. Overt proceses (e.g. appreciation) are translated into covert behaviors

9. What is a carrier project?
a. Any feedback activity in the quality control loop
b. Any adjustive behavior
C. Any in-life project which allows the learner to attain a want - satisfying result

d. Any project which permits small learning increments

e. Any project which has as its end the production of learning

10. Suppose you plan to formulate some instruction on the basis of your component task

analysis of some desired behavior. What would be two components of any desired

behavior?
a. Covert and overt components
b. Concepts and instrumental competencies
c. Identifying and matching components
d. Content and behavior components

11. What is the major difference between a behavioral objective and a conceptual

objective?
a. Conceptual objectives cannot be stated as in-life behaviors, whereas behavioral

objectives are almost always stated as such.
o. Conceptual objectives are typically inclusive in scope, whereas behavioral

objectives are usually small and piecemeal in nature.
c. Because it is in a covert form, a conceptual objective can never be stated

as a set of. observable behaviors
A conceptual objective is not usually stated in a behavioral (visible) form
(out could be).
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12, If, whei; working in a quality control system (for an art education program),
the measurement and evaluation component indicates undesirable aspects of the
finished product (student), in what component would the first change most
likely need to occur?
a. Instruction or treatment component
b. Outcome or objectives component
c. Learner component
d. Measurement and evaluation component
e. Research component

13. Why is it impossible to conduct research on an art curriculum for which there
are no identifiable behavioral outcomes?
a. Measurement of a given program is possible, but more than one program would

be necessary for research purposes.
b. Research implies a comparison; no comparisons are possible when there are no

criteria (outcomes) for evaluating the "effectiveness" of one program against
the other.

c. One does not research programs, but rather outcomes of programs.
d. Since one does, in fact, research programs rather than outcomes, the

identification of behavioral outcomes is really not necessary.

14. How does one measure a covert behavior?
a. Through the selection and use of a well-validated measuring instrument
b. By measuring its qualities
c. By translating it into an overt behavior
d. By making it specific enough to be behavioral

15. What is the purpose of a Table of Specifications?
a. It assists the evaluator in selecting the appropriate type of testing

instruments
It presents specifications of the measuring instrument to
a given set of objectives
It insures a variety of types of test instruments
It insures a balanced sampling of desirable behaviors and
measurement situation

b.

c.

d.

be designed for

content in the

16. According to your reading, which of the following represents the most compelling
reasons for a curriculum taken directly from the out-of-school lives of people?
Out-of-school curriculum tasks--as opposed to academic tasks--
a. contain greater motivation and show greater transfer
b. are more readily learned, and retained longer
c. are more easily taught
d. require fewer carrier projects

17. In a behavioral curriculum, into what form would the familiar subject matter
fields (e.g. history) be translated?
a. Into a set of independent and dependent variables
b. Into the four critical aspects of learning
c. Into a natural phenomenal form (environmental objects and events)

Into a conceptual form in which the referents can be indirectly experienced



APPENDIX C

NAEA PRECONFERENCE RESEARCH TRAINING PROGRAM
Teacher report to the Evaluator

STATLER HOTEL Room no. No. of participants Teacher

Please provide us with your best and most candid estimate when respond-
ing to the following questions. Please return your completed form to
the evaluator in person, or to his hotel mail box (1605), prior to 6:00
p.m. this evening, Friday, March 28.

Check the appro

I. What perce
of your se

II. What perce
the folio
plies you
ability to
on the jo

1. Complet

quate l

2. Complet
quately

3. Develo
ation

4. Produce
io

5. Constr
sureme

III. What perc
adequatel

6. Differ

and II

7. Identi
vance

7../ 7V UV /V LCOO
priate column 100 to to to to than

90 80 70 50 50

nt of your group attended all
ssions?

nt of your group accomplished
wing: (the term "adequate" im-
believe the individual has the
use skills and understandings

)

ed worksheets 1 and 2 ade-

ed worksheets 3 and 4 ade-

ed an adequate general evalu-
Ian_

d an adequate table o( speci-
ns

cted a valid evaluation (mea-
t) instrument

nt of your group are able to

ntiate between Type I, II,
behaviors -...

.57 products that have a rele-
'or "regular life behaviors

IV. Based upon the insights you have acquired in our three Institutes,
what do you believe is the:

8. most successful aspect of this Institute

32



9. least successful aspect of this Institute

10. most logical next step to be taken toward "behaviorizing" the art

curriculum



f

APPENDIX D

NATIONAL ART EDUCATION ASSOCIATION

1969 PRECONFERENCE RESEARCH TRAINING INSTITUTE APPLICATION

1st Program Participants

I would like to participate in the 1969 Research Institute Program.

Yes No

I will attend both the first program, January 20-24 (as a participant),
and the second program, March 25-29 (as a training instructor).

OR

I will not be able to participate in the first program, but will attend
the second training program, March 25-29.

If I am accepted for either or both programs, I will attend all the
sessions for which I am registered (each program is 5 days).

I would like hotel reservations made:

Yes No Salt Lake City on Jan. through Jan.

(single) (double)

Yes No New York City on March through
(confirmation cards will be sent.)

(single) (double)

PLEASE PRINT
(name)

position or institution)

(address)

(city) (state)

RETURN THIS FORM TO: H. James Marshall
National Art Education
1201 Sixteenth Street, N.W.
Washington, D.O. 20036
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(zip)



NATIONAL ART EDUCATION ASSOCIATION
1969 PRECONFERENCE RESEARCH TRAINING INSTITUTE APPLICATION

I would like to participate in the 1969 Research Institute PI:ogram
being held March 25-29. Yes No

My attendance at this Research Institute is with the understanding that
1) I was a participant at one of the Regional Institutes held in the
Spring, 1968, and 2) that I am committed to participate in the 1969 In-
stitute for the entire 5 day program.

I would like a hotel reservation made (single double

for arrival in New York City on March through
(please specify dates)

(Hotel reservation cards will be sent to applicants for confirming
arrival and departure times.)

PLEASE PRINT
(name)

(t?sition or institution)

(address)

)

(city) (state)
Name and address of Administrator requesting letter for released time:

(name)

(address)

(position)

(city)

RETURN THIS FORM TO:

(state)

H. James Marshall
National Art Education Association
1201 Sixteenth Street, N.W.
Washington, D.C. 20036
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(zip)


