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FOREWORD

I am pleased to be agked to enter a statement concerning the Coufield project

in elementary education in the Oregon State System of Higher Bducabion.

The

Comfield project, from its inception to the present stage of its development,

has been a significant unifying force in teacher education in the state.

It

has brought the institutions of the state system of higher education into a
close and productive working relationship as they have re-thought together
the bases of elemertary teacher education and have evolved the concept of a
competency based, field centered, systems approach to elementary teacher

education.

The initial concept grew out of a cooperative effort of the teacher education

institutions.

At a given point in this interinstitutional cooperative venture,

the six teacher education institutions of the Oregon State System of Higher
Education agreed that the focus on planning for implementation ought to be
centered at the Oregon College of Education at Monmouth whose primary insti-
tutional focus is teacher education, and which has situated on its campus the

resources of the state system's Divigion of Teaching Research.

1t was agreed,

however, that teacher education representatives of all six institutions and one
private institution ought to be kept abreast of developments at Monmouth, and

ought to have a hand in aspects of the planninge

And so it is that the Comfield project has moved ahead at Monmouth, with
institutional representatives from all six state system teacher educaticn
institutions, a private teacher education institution, participating public
schools and the state department of education all involved. It has not been

easy. But it has been immensely stimulatinge.

More, the Comfield concept has become kuown among thoée outside of teacher

education circlese.

It was only this past week that an institutional. request

for authorization to launch an experimental honors type program cited the
Comfield project as the model upon which the proposed program would be based.

The Comfield project in elementary teacher education is far from completed.
Put significant strides have been made in planning the implementation of

this comcept in the Oregon College of Education.

And from this experience,

the other teacher education institutions of *the state - both public and
private - have gained greatily from the outreach that this experience has

given them.

The Comfield concept has been a great benefactor o the state

system of education.  No one can now foretell where its influence will stop.

Miles C. Romney

Vice Chancellor '

Office of Academic Affairs

Oregon State System of Higher Education
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FOREWORD

Progress toward the goals outlined in the following

report is already evident here; Many of the proposed
curriculum developments clearly are extensions of instruc-
tional patterns which are well established at OCE. Some

of the untested new procedures may prove to be impracticable,
and others may not work as planned. T am confident, however,
that all will be tried out in the foreseeable future, here

or elsewhere, whether-or-not the staggering cost estimates

are immediately provided,

Leonard W. Rice
President
Orzgon College of Education
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PREFACE

In the fall of 1967 the U.S. Office of Education initiated a
three-phased project designed to provide outstanding programs for
the professional education of elementary teachers, The first phase
of the project was to develop program models, the second to test
their feasibility, and the third, depending upon the results of the
feasibility study, to implement two to four model based programs,
These would serve as demonstration programs for elementary teacher
education across the nation, The rationale underlying the models
program was stated as follows:

Because of the key role that teachers play in
facilitating learning, particularly with young children,
he/she must have the most up to date theoretical and
substantive knowledge and professional skills to perform
successfully, To date, research and development activities
have generated new knowledge, materials, and methodologies
with great potential for improving the ef’ectiveness and
efficiency of the teaching-learning process, Tf funds are
made available, institutions should be able at this time to
completely restructure their teacher education programs to
include the best of what is now known and available (from
page 1 of the request for Phase I proposals),

Phase I of the project, to be completed by October 31, 1968,
was to produce general conceptual models or blueprints for exemplary
teacher education programs, In the request for proposals to develop
such models the task was defined as preparing '",..educational
specifications for a comprehensive undergraduate and in-service
education program for elementary teachers." 1In the context of the
request elementary education included pre-school, primary and
intermediate grades. However, there were two constraints under
which the developers of the models were to operate:

1) a "systems analysis" approach was to be used in their
development, and

2) the models were to be prepared ",..in sufficient detail
to enable ready development into operating programs and
full implementation by other institutions that train teachers."

The U.5.0.E,'s request resulted in the submission of some 80
design proposals from colleges, universities, and educational research
and development agencies throughout the nation. Nine of these proposals
were eventually funded to support Phase I development. The proposals
which received funding support were those submitted by Florida State
University, Michigan State University, Syracuse University, Toledo
University, the University of Ceorgia, the University of Massachusetts,
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the University of Pittsburgh, Teachers College, Columbia University,
and the Northwest Regional Educational Laboratovy in behalf of a
Consortium of institutions and agencies within the Northwest region
of the United States.

The Development of the ComField Model

In reaction to the US(I's request for proposals to develop a model
program, representatives of educational institutions and agencies in
the Pacific Northwest were assembled by the Northwest Regional
Educational Laboratory to discuss the feasibility of responding to
the request jointly. After considerable discussion it was agreed that
a proposal should be prepared by and submitted in the name of a consor-
tium of institutions and agencies in the Northwest, and that represen-
tatives from these institutions and agencies should collectively develop
specifications for the model program. The consortium consisted of
representatives from 26 colleges and universities in the Yacific North-
west; 5 state departments of education (Oregon, Idaho, Montana,
Washington, Alaska); Teaching Research, a Division of the Oregon State
System of Higlier Education; and the Northwest Regional FEducational
Laboratory. The rational: underlying the decision to move as a con-
sortium was twofold: a) the recognition that the development of a
teacher education program of “he kind anticipated was a task of suffi-
cient magnitude and complexity as to require resources beyond those
avzilable to any one institution, and b) the experience of several
members of the consortium in experimenting with the kind of program that
was generally desired.

The defining characteristics of the program desired by members
of the consortium were:

1) that the demonstration of competence in the performance of
specified teaching tasks be the basis for certifiqation;

2) that colleges and public schools be full partners in fﬁé

development and execution of the program;

3) that the program be individually adaptable or 'personalized"
to those going through it, and

4) that it be continuously open to modification on the ba51s of
cost/effectiveness and cost/benefits data.

More importantly, the model was to reflect a process. Generally
speaking, the application of systems design principles to the dewelop-
ment and operation of a model based teacher education program meant
that each of the functional parts within the program, as well as the
program as a whole, was to assume three characteristics: a) it was
to be designed to bring about a specified and measurable outcome;
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b) it was to be designed so that evidence as to the effectiveness with
which it brought about its intended outcome was continuously available;
and c) it was to be designed so that adaptive or corrective modifica-
tions could be made in the program in light of that evidence. 1In short,
it represented a process that required its user to know what it was that
he wanted to accomplish, order events in such a way that he had some
probability of accomplishing it, assess whether the specified events did
in fact accomplish that which they were intended to acccmplish, and if
they did not, modify them until they did.

For shorthand purposes, the model developed by the Consortium came
to be called the ComField Model, a contraction for competency based
and field centered.

Five products emerged from the work of the Consortium: a) a con-
ceptual framework for the model, b) general model specificationms,
c) specifications for the application of the model to specific teacher
education programs, d) statements of rationale in support of both sets
of specifications, and e) exemplars illustrating how various elements
within an operational teacher education program might look if they were
designed according to the specifications. By and large, these products
differed from those that derived from the work of the other model
builders, for with one or two exceptions the '"models" that others
produced were in fact designs for operatioual programs. By contrast,
and in keeping with the literal interpretation of the term model, the-
planners of ComField interpreted their charge as one of developing
specifications for a general purpose model that could be used as a guide
in the development of a wide range of operational teacher education
programs. In this sense, the ComField model is only broadly prescrip-
tive. Within the constraints of the conceptual framework and broad
specifications provided, it leaves the definition of particular pro-
grams to those who must develop and operate them.

The specifications that derived from the Phase I ComField effort.
their rationale, and exemplars of an operational program derived
therefrom are summarized in three volumes edited by Schalock and Hale.!l

1 .
Schalocl, H. D. and Hale, J. R. (Eds.). A Competency Based, Field
Centered, Systems Approach to Elementary Teacher Education. Vols. I,
II and III Final Report for Project No. 89022, Bureau of Research,
Office of Educatlon U.S. Department of Health, Educatlon and Welfare
1968.

f
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Testing the Feasibility of Implementing a ComField Based
Elementary Teacher Education Program

Following receipt of the nine models developed in Phase I of the
project, the Bureau of Research circulated a request for proposals to
translate the general models into prototype operational programs, design
a plan for their implementation over a five year period of time, and
obtain estimates of the cost that would be involved in carrying out
that plan. The Phase II effort was to be, in effect, a feasibility
study for the development, implementation and operation of a teacher

preparation program based on the specifications designed by one or more
of the groups engaged in Phase I. - |

At this juncture a new constraint was placed upon those preparing
proposals, namely, that proposals would be accepted only from teacher
education institutions that graduated more than 100 elementary teachers |
per year. This stipulation ruled out the pussibility of a second @
proposal by the NWREL as the agency representing the regional Consortium. |
This forced a decision to either identify a pilot or lead institution in
the region to carry the major responsibility for program development, or
to abandon the regional idea at the level of feasibility testing and
program implementation. Three factors led to the decision to move away
from a regional base of operation when applying for Phase II funds:

1) several institutions had the qualifications to serve as the
pilot or lead institution for the region and the selection
of one would have proved to be difficult;

2) when the focus of effort moves from model building to program
planning and operation the institution responsible for imple-
menting the program, and the state within which the institution
resides, must have greater control over decision-making

relative to the program than can be afforded through a regional
structure; and

3) the likelihood of support for long term program development and
operation is increased when the primary unit of operation is one
that has well established communication networks, functionally
interdependent agencies aad institutions, established mechan-
isms of finance and government, etc.

Given such constraints, the decision was made to carry out feasi-
bility testing and program implementation At a state rather than a
regional level. The strong ties established throughout the region in
the Phase I effort remained, however, and provided a basis for estab-
lishing a regional information network that was to carry the products
that derived from the Phase II effort should an institution within the
region be granted funds to carry it out.




Following the decision to seek funds to support feasibility testing
at a state rather than a regional level, representatives of each in-
stitution within the Oregon State System of Higher Education that pre-
pare elementary teachers, and Marylhurst College, a private liberal
arts college near Portland with a strong elementary teacher education
program, met to identify the institution that was to serve as the pilot
institution for the state, Oregon College of Education was identified
as that institution, and in cooperation with representatives from each of
the institutions within the Oregon Consortium and the Teaching Research
Division of the Oregon State System of Higher Education, prepared a
proposal that requested funds to carry out a Phase II study. The
proposal was subsequently granted and Oregon College of Education became
the pilot institution to test the feasibility of implementing a ComField
based elementary teacher education program on a state-wide basis.
Institutions comprising the Oregon Consortium, and their locations, are
listed in Figure 1.

Eight institutions across the nation received funding in support
of feasibility studies: Florida State University, Michigan State |
University, Syracuse University, Toledo University, the University of i
Georgia, the University of Massachusetts, the University of Wisconsin |
and Oregon College of Education. J

The Objectives of the Feasibility Study in Oregon

As originally submitted the Phase II proposal from Oregon College
of Education (hereafter referred to as OCE) contained eight objectives,
four of which were to be carried out at OCE, two within the state
generally and two within the region.

THOSE TO BE CARRIED OUT AT OREGON COLLEGE OF EDUCATION

1. Develop projections as to the nature of early childhood and
elementary education in the 1970's (as a basis for the design
of an elementary teacher education program for the 70's).

2. Design an operational teacher education program on the basis
of the projections developed in (1), and the specifications
laid down by the ComField model.

3. Establish plans for managing the implementation of the program
thus designed.

4, Determine cost estimates on the basis of the plans established
for program implementation.
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THOSE TO BE CARRIED OUT WITHIN THE STATE

5. Test the generalizability of the OCE management plans and
the cost estimates based upon then.

6. Establish a plan for coordinating the development, imple-
mentation and operation of a ComField based teacher education

program on a state-wide basis, and determine cost estimates
based upon that plan,

THOSE TO BE CARRIED OUT WITHIN THE REGION

7. Test the generalizability of the Oregon state-wide management
plan.

8. Establish and test an information network in the Northwest
Region of the United States, Hawaii and Guam that would permit
developmental work in Oregon to be disseminated directly to

institutions in the region interested in implementing a
similar program,

Unforfunately, less than half the funds requested in the original
proposal were made available and as a consequence considerable revision
had to be made in project objectives, The revised objectives were:

1. Establish projections for pre-school and elementary education
in the 1970's on the basis of a review of existing literature;

2., Design an operational teacher education program on the basis
of specifications laid down by the ComField model ;1

3. Establish the appreoyciateness of the OCE implementation plan for
other institutions i. the state by having representatives from
those institutions, the publjic schools that they serve, and the
State Department of Education serve on an advisory and review
panel relative to OCE activities, and by having OCE and Teaching

1

As originally planned, educaticnal projections were to be developed
under sub-contract by the Educational Policy Center within the Stanford
Research Institute early in the project so that they would be available as
a basis for all planning. When funds requested for the feasibility study
were reduced projections had to be developed by OCE and Teaching Research
staff as part of their general project responsibilities. Operationally
this meant that projections could not be completed in time to signifi-
cantly influence program design, '




Research staff reflect the products of the OCE effort against
the entire staffs of the cooperating colleges and schools;

Establish cost estimates for carrying out the OCE implemen-
tation plansg;

Establish preliminary plans for implementing a ComField based
elementary teacher education program on an integrated, state-
wide basis; and

Transmit the products that derive from all or the above to the

Nor thwest Regional Educational Laboratory for dissemination
to all educational institutions in the region that prepare
elementary teachers,

Procedures Employed In The Oregon Feasibility Study

By and large, the procedures followed in the project corresponded

closely to the objectives being pursued.

in a relatively fixed sequence:

1.

3.

Educational projections and the plan for implementing the proposed

model specifications were translated into specifications for
an operational program at OCE;

the program thus proposed was assessed for its acceptability
by representatives of all of the constituent groups involved
in the program (representatives of the OCE Coalition), and
by representatives of the institutions comprising the Oregon
Consortium;

a five-year plan for implementing the proposed program was
developed and verified by members of the OCE Coalition;

an estimate was made of the resources needed to implement the
program according to the five-year plan; and

dollar values were assigned to the resource estimates.

Moreover, they came into play

program on a state-wide basis were developed throughout the course of the

project,

The procedures followed in carrying out these various tasks

are summarized below,

1.

Task Procedure
Translation of model specifi- A cyclical process of stating,
cations into program specifi- reviewing, and revising by a
cations task force comprised of repre-

sentatives from the OCE
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2. Determining program
acceptability

3. Developing and veri-
fying the five-year plan
for implementation at OCE

4., Resource estimates for
implementation

5. Assignment of dollar
values to resource
estimates

XV

elementary education program,
the OCE administration,

staff and administration from
the public schools, faculty
from the Teaching Research
Division and students enrolled
in the elementary education
program at OCE

Continuous review of the pro-
posed program by represen-
tatives of each of the insti-
tutions within the Oregon
Consortium, review by each

of the constituent groups with-
in the OCE Coalition, and a
follow-on review by represen-
tatives from all constituencies
within the OCE Coalition within
the context of a composite
coalition planning exercise

A cyclical process of statihg,
reviewing, and revising by a
subset of the task force that
translated the mod«l into the
proposed OCE program; verifica-
tion by representatives from
all constituencies within the
OCE Coalition within the con-
text of a second coalition
planning exercise

~ A cyclical process of stating,

reviewing, and revising by a
subset of the task force that
translated the model into the
proposed OCE program, represen-
tatives of the management con-

sulting firm of Cresap, McCormick

& Paget, and by representatives

of Litton Educational Publishing,

Inc.

A rule generating and computa-
tional process carried out by
representatives of the manage-
ment consultant firm of Cresap,
McCormick & Paget, and verified
by a subset of the initial
planning task force




6. Educational projections A literature review and com-
for the nation pilation process by staff mem-
bers from OCE

7. Educational projections A field survey by staff mem-
for Oregon bers from Teaching Research

8. Planning for state- A cyclical process of stating,
wide implementation reviewing, and revising by staff

members from OCE and Teaching
Research, representatives from
the colleges and school dis-
tricts that comprise the Oregon
Consortium, the Vice-Chancellor
for Academic Affairs of the
Oregon State System of Higher
Education, and representatives
from the State Department of
Education

Products That Have Derived from the Oregon Feasibility Study

Five major products have evolved from the project:

1. A fairly detailed description of a ComField based elemen- |
tary teacher education program;

2. A plan by which tc implement that program;

3. An estimate of the resources needed to carry out the plan
of implementation;

4. A preliminary plan for implementing a ComField based ele-
mentary teacher education program on a state-wide basis; and

5. Educational projections for the state and nation as a whole, - |

In addition, a critique has been made of the national projections in |
light of a study just completed on the projected use of media in |
education; the literature has been reviewed on the historical use of ed-
ucational projections, educational doalitions, and collective bargaining
within the context of education; and some preliminary thinking has

been made explicit on maximizing the impact of a demonstration program
on the educational community regionally and nationally., The national
projections appear as Appendix A; their critique as Appendix B; the !
Oregon projections as Appendix C; the history of educational objectives j
commissions as Appendix D; and the history of educational coalitions as |
Appendix F. Notes on maximizing the impact of a demonstration program

on a regional and national level appear as Section VIII in Volume T

of the report,
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Plans for Implementing a ComField Based
Elementary Teacher Education Program in Oregon

As the U. S. Office of Education models program now stands, it is
planned that two to four model based programs will be funded for demon-
stration purposes. On the basis of preliminary estimates, full imple~-
mentation of each program would require funding of one to two million
dollars each year for a period of four to seven year~. Cost projections
deriving from the feasibility studies suggest somewhat higher figures.
While plans for the implementation effort have not as yet been coafirmed
by USOE personnel, no. have the funds needed for its support been com-
mitted, there is no reason to believe that the basic plan will be
changed. If not, by late spring of 1970 the implementation process will
begin. The State of Oregon, with OCE as the pilot institution, hopes to
be one of the federally supported demonstration programs. If it is not,
it will still attempt to implement the program that has been proposed.
In the collective judgment of those in the state who have worked on the
ComField model, it represents the direction in which teacher education
generally, and elementary teacher education specifically, should move.

In attempting to assess the long range impact of the USOE models
program on teacher education in the nation, it is probably this latter
point of view that will have to be weighed, balanced or in some way ac-
counted for. If Phase III of the models program is carried out, it will
surely represent one of the most systematically planned efforts to im-
prove teacher education that has ever taken place in the United States,
one of the most expensive, and one of the few federally sponsored pro-
grams in education that is likely to have a major impact upon the popu-
lation for which it is intended. If for some reason the Phase III ef-
fort does not become a reality, or is drastically reduced in scope, it
is still likely that the long range impact of the program will be equi-
valent to or perhaps greater than any other single effort to improve
elementary teacher education thus far undertaken in the nation. The
opportunity to systematically plan such a program, and then to system-
atically test the feasibility of implementing that which has been
planned, is a rare experience within the education profession. It is
hard to imagine that the profession will not be the better for it.
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PART I

A SYNOPSIS OF THE OREGON ADAPTATION OF A COMFIELD BASED
ELEMENTARY TEACHER EDUCATION PROGRAM
AND JUDGMENTS AS TO THE FEASIBILITY
OF ITS IMPLEMENTATION




Contents

Chapter Page
1. A SYNOPSIS OF THE V'ROGRAM THAT HAS BEEN PROPOSED

BY THE OCE COALITION . . & &. & & ¢ & o ¢ o o « o s o 1

Defining Characteristics of the Program . . . . . . 1

The Structure of the Program . . . . . « ¢ « « « « & 17

The Content of the Program . . . . « « & & & o« o« & o 18

‘The Operation of the Program . . . . « « « « 4 « « .33

2. JUDGMENTS AS TO THE FEASIBILITY OF IMPLEMENTING THE

PROPOSED PROGRAM WITHIN THE OCE COALITION . . . . . . 39
Acceptability . . & & & v v v v 4t 4 4 e e e e e e . 39
Economic Feasibility . . . . . . « « ¢ ¢« « + ¢« ¢« « . 42
The Availability of Human Resources . . . . . 49
The Ability to Accommodate the Demands of Program

Implementation . . . . . ¢ ¢ ¢ v ¢ ¢ e 40 e e e e 52
Summary and Conclusions . . . . . . ¢« ¢ ¢ ¢ « « o . 53
References . . . & ¢ ¢ ¢ ¢ v ¢ 4 ¢ o o o ¢ o o 5 o o 55

3. JUDGMENTS AS TO THE FEASIBILITY OF IMPLEMENTING A
COMFIELD BASED ELEMENTARY TEACHER EDUCATION PROGRAM
ON A STATE—WIDE BASIS e & o & o ® e & e ® s ® e ® s 58

The Acceptability of the Program Proposed at OCE

to Other Institutions in the State . . . . . . . . 60
Acceptability of the Strategy Proposed for Imple-

menting a ComField Based Elementary Teacher

Education Program on a State-Wide Basis . . . . . 60
The Economic Feasibility of Implementing a ComField

Based Elementary Teacher Education Program on a

State-Wide Basis . .+ . ¢ ¢ ¢« ¢« ¢ ¢ ¢ o ¢ o o o o 61
Resource Availability . . . . ¢« ¢« ¢« ¢ ¢« ¢« ¢« « ¢« o & 65
Summary and Conclusions . « & ¢ ¢ ¢ ¢ ¢ ¢« o ¢ o « & 65

i b Lt b i Ll e e pebgh S0 £ s L L ihe e cmirs b 4 ARees ehiear b h b e %A 10 b A $ e M ¥ Fmbe et - ¢ bbb b2 PR e a e B o VN




CHAPTER 1

} A SYNOPSIS OF THE PROGRAM THAT HAS BEEN PROPOSED
s BY THE OCE COALITION

H. Del Schalock
Teaching Research

The proposed program can be described under four headings: the
characteristics which broadly define the program; the structure of the
program; its content; and its operation. In the present chapter a sum-
mary description is provided for each. An assessment of the ComField
model in light of experience gained with it in the feasibility study is
also provided. Parts III and IV of the report contain detailed descrip-
tions of the program.

Defining Charazteristics of the Program

Four terms broadly characterize the program that has been proposed
by the OCE coalition: it is competency based, field-centered, person-

alized, and systematically designed and operated. These terms carry the
following definitions:

Competency Based: the requirement that prospective teachers be able
to demonstrate prior to certification that they can perform, in a
variety of coniexts, the functions for which they will be held re-
sponsible as teachers;

Field Centered: the requirement that the institutions and agencies
responsible for the education of elementary school children, and
representatives from the communities they serve, join as full part-
ners in the design, development and operation of the program;

Personalized: the requirement that each student's program be plan-
ned and pursued in concert with his particular interests, objectives,
learning rate and learning style;

Systematically Designed and Operated: the requirement that each of
the parts within the program, as well as the program as a whole, be
designed so as to bring about specified outcomes, have empirically
based evidence as to the efficiency and effectiveness with which
those outcomes are achieved, and be adaptable on the basis of that
evidence. '

]
By and large these definitions are consistent with the specifications
provided by the ComField model, though in the case of personalization
end linkage to the field there has been considerable elaboration by

1
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the Coalition and members of the Oregon Consortium.

The OCE Definition of a Competency Based Program

As used in the ComField model the "performance of teaching func-
tions" means the realization of school objectives. In this sense, the
operational definition of a competency is the demonstration of the
ability to bring about a major objective of a school.

i Competencies that prospective teachers are expected to be able to

: perform prior to certification are of two kinds: instructional manage-

| ment competencies and instructional support competercies, Operationally,
instructional management competencies are defined as the ability to
bring about desired learning outcomes in children and instructional
support competencies as the ability to bring about changes in the school
context that are supportive of instruction. Examples of instructional
management competencies include getting a child or group of children to
be able to read at a given level of proficiency, work constructively

A in small groups, communicate with precision and clarity in written form,
or develop a sensitivity to the feelings of others. Examples of instruc-
tional support competencies include the development of broad curriculum
plans, the design and development of effective instructional materials,
the preparation and administration of tests, and the interpretation of
school policy or student performance to parents. While the specific
set of instructional management and support competencies to be developed
within the program are yet to be specified, program planning is based
upon the assumption that students will demonstrate 14 to 16 such
competencies for certification.l

1 One of the complicating factors in defining teaching competency in terms
of the realization of educational objectives is the problem of deciding
upon the level of generality to use in definition. In the matter of
reading, for example, competence can be defined as getting a child or
group of children to differentiate between the letters k, b and d, or

to "enjoy" reading, or to develop reading skill at a specified l.wwel of
proficiency. All are defined in terms of pupil outcomes, and thus all
meet the ComField definitional requirement of an instructional management
competency. Also, all are essential to the overall goal of "getting
children to be able to read." So, which is to be labeled a "competency"?

For purposes of criterion assessment the OCE coalition has chosen
to define as a competence the performance of relatively general schocl
objectives, for example, zetting children with given characteristics to
read at given levels of proficiency. By adopting such a strategy 'compe-
tencies" of lesser generality are treated as subsets of a criterion
competence, and are thought of as being prerequisite to or enabling of
a criterion competency. While the lesser competencies are to be mastered
in the course of the program their mastery has significance primarily [or
guidance purposes rather than criterion assessment or certification.

2
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A number of interrelated consequences follow from the definition
of competency as the ability to bring about school objectives. One
set pertain to the assessment of competence.

. lor, Operationally this means that the assessment of instruc-

Competence has to be assessed in terms of the products that
derive from a teacher's behavior rather than his behavior per
se, or the knowledge or attitudes assumed to underlie his behav-

tional management competencies requires evidence that a pupil
or set of pupils can in fact read or are in fact more consider-
ate of the feelings of others, and that the assessment of
instructional support competencies requires evidence that
curriculum or materials development efforts have in fact been
productive or that parents do in fact understand a school's
policy regarding the reporting of pupil performance.

While sucy an approach to assessment would appear to deny
the significance of what a teacher knows or does that is not
its intent. To be able to perform competently a teacher
obviously must have a wide repertoire of knowledge, skills
and sensitivities, but within the framework of a ComField based
program these are viewed from a professional point of view as
a means to an end and not as an end in themselves. In the
proposed program there must be evidence that that which is
known and that which can be done can be brought to bear in such
a way that the objectives of a school are realized. Any less
and there can be no claim to evidence that a prospective
teacher can in fact demonstrate the tasks for which he will
be held responsible as a teacher.

The commitment to such a point of view places severe
demands upon those responsible for program development and
operation but they are demands that are necessary if the major
assumption on which the program rests is to be met with candor.
It is a necessary assumption also if education and teacher
education are ever to move away from the point of view that
the performance of certain classes of activity on the part of
teachers - for example, asking questions, administering tests,
giving information through exposition, and guiding reading in
a workbook - are sufficient in and of themselves to bring
about learning in children.

By being forced to look at the products of a teachers behavior
when assessing competency, a competency is always situation
specific. Competence is getting a 6 year—old child in a class
of ten who is bright but visually handicapped to be able to
discriminate between all letters of the alphabet, or in
getting a 13 year-old boy of average ability in a class of
thirty, with little exposure to cultures other than that




reflected in his own relatively isolated mountain community,

to place value in cultures other than his own. As used in tte

proposed program competence cannot be thought of in an abstract

, or generic s2nse; competence in instruction must always be

. thought of in terms of the ability to bring about a specific

- outcome for a specific child or set of children who have
specific characteristics and who are operating in a specific
instructional setting.

3. By being situatuion specific competence must always be
demonstrated in a real-life setting. Real pupils working
toward real objectives must be available to students in order
to demonstrate instructional management competencies. Real
parents or real curriculum development projects must be avail-
able in order to demonstrate instructional support competencies.

4. By having to demonstrate competence in ongoing educational
settings procedures must be established that permit the college
and srhools to be reasonably confident that a prospective
teacher will be able te perform the functions expected of him
in a cooperating school before he enters it. This has led “o
the requirement in the proposed program that teaching compe-
tencies be demonstrated to criterion under laboratory or
simplified conditions prior to the assumption of supervised
responsibility for the learning of children in a school. The
assumption underlying such a requirement is straight forward:
laboratory or simulated conditions permit the demonstration
of competence under circumstances where the complexity of the
teaching-learning situation can be controlled and the possibil-
ity of negative consequences for children reduced. Once the
competence of a prospective teacher has been demonstrated under
simplified conditions it is reasonable to assume that he will
be able to enter live classroom situations, with supervision,
and perform reasonably well.

5. To insure that a prospective teacher is broadly competent he
must demonstrate each competency in a variety of educational
settings. Since the number of settings within which a compe-
tency can be demonstrated are essentially without end the
strategy of assessment requires that each competency be demon-
strated in situations which appropriately sample classes of
outcomes for classes of target populations within classes of
educational settings. A basic assumption underlying the program
is that each prospective teacher will be able to negotiate the
specific situations in which he is to demonstrate competence,
and that these will reflect the type of situations for which he
is preparing to teach. More will be said about negotiation
later.
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The definition of competency as the ability to bring about school
objectives also has far reaching implications for program design and
curriculum development.

1. The program must take as its point of departure and keep as its
point of focus the objectives of elementary schools. To meet
this requirement the program proposed at OCE calls for the
establishment of an Instructional Objectives Mechanism that
has representation from all of the groups that constitute the
OCE coalition. Functionally it is responsible for specifying
the pupil outcomes that are to derive from elementary schools,™
the non-instructional tasks to be performed by teachers in
elementary schools and the personal characteristics expected
of prospective teachers graduating from OCE. In its operation
the mechanism requires that all recommendations for such compe-
tencies be referenced against a) what is known about human
development and behavior, b) what is known about the present
social and cultural context, and c) what is known about the
nature of alternative futures. The basic assumption underlying
the operation of the mechanism is that by frankly facing the
task of specifying the outcomes expected from the schools, by
doing so with broad representation of those who have the
greatest investment in the realization of those outcomes, and
by reflecting the deliberations of such a group against that
which is known in the social, behavioral and biological sciences,
the best possible set of educational objectives will be derived
and they will have the best possible chance of being accepted
by those who will be affected by them. While any csuch list
of outcomes will be subject to continuous change, both as a
consequence of changing demands of the social system and chang-
ing knowledge of human development and behavior, it represents
a place to begin. Without such a beginning a ComField based
teacher education program cannot function.

The structure and operation of the Objectives Mechanism
that has been proposed by the OCE coalition is described in

L In line with current thinking both "process" and "product' outcomes
will be specified. Examples of process outcomes include a pupil's
being able to identirfy his own needs and commitments, beiug able to
select an appropriate course of action to satisfy them, being able

to evaluate progress towards their realization, and being able to
negotiate these matters with significant others. Lgamples of content
outcomes include those from the personal domain, e.g., self identity
and freedom from crippling emotions; from thc social domain, e.g.,
trust, consideration for the feelings of others and the capacity to
love; and from the commonly recognized "affective", "cognitive' and
"psychomotor" domains (for a preliminary taxonomy of content outcomes,
see Appendix A in Volume IL of the original ComField report).
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detail in Chapter 9.

2. Given the commitment to prepare teachers who can bring about
the objectives of elementary schools the curriculum develop-
ment process must be linked to the objectives of the schools.
In a ComField based program a four step process is followed:
a) specify the objectives of the schools; b) identify the
conditions that will bring such objectives about; c) specify
the knowledge, skills and sensitivities that are needed by
teachers to create such conditionsj and d) specify the con~-
ditions by which such knowledge, skill and sensitivity can be
developed. Once the latter has been specified it becomes
possible to design the learning experiences that will lead to
their development. These steps are summarized schematically
in Figure 2.

Pupil outcomes Conditions that Competencies Conditions that
desired. bring about the needed by lead to the

pupil outcomes teachers to knowledge, skill
desired. provide the & sensitivities
iﬁ "ﬁ conditiorns that ¥ teachers need to

bring about the provide the condi-
pupil outcomes tions that bring
desired. about the pupil

outcomes desired.

The goals of The instruc- The goals of The instructional

education tional program teacher educa- program within
within the tion the college
schools

Figure 2. The model to be followed in the design of a teacher education
' curriculum that prepares teachers to bring about the learning
outcomes desired in pupils.

The same process is followed in the design of curricula that
lead to the development of instructional support competencies.

While the logic of such a process 2 clear, and will be
followed in the program proposed at OCE, the information base
that exists in the fields of education and psychology on
which the design of such a program depends is extremely limited.
With few exceptions there simply are no tested, empirically
based "instructional principles" that speak to the conditions

6




or operations that give rise tc specific classes of pupil
outcomes for specific kinds of children within specific instruc-
tional settings. It is still not possible, for example, to
identify explicitly and with confidence the instructional
conditions which permit concepts to be mastered, attitudes to
be modified or chronic anxiety to be reduced for different
kinds of children in differing kinds of instructional settings.
It is evun less possible to specify the conditions for bringing
about such outcomes as trust or considerateness or self-
understanding. As a consequence it is not possible to go very
far in specifying the knowledge and skills and sensitivities
that prospective teachers need in order to bring about such
conditions. The same lack of empirically tested instructional
principles exists at the level of teacher education: there
still is relatively little knowledge that speaks specifically
to bringing about the mastery of the knowledge, skills, and
sensitivities needed by teachers in order to establish the
conditions required to bring about the outcomes for which they
will be responsible in the educational setting. As a conse-
quence of such a limited knowledge base the design of the
proposed program must of necessity depend as much on the
collective wisdom of those who are helping shape it as on
empirical evidence.

3. Given the requirement that students be able to bring about
selected objectives of a school in order to be certified
there must be evidence that learning experiences within the
program prepare them to do so. To insure that this is the case
the ComField model specifies that instruction should make use
of what has come to be known as "instructional systems'.

As used in the present context an inetructional system is
an empirically developed set of learning experiences designed
to bring about a given outcome for a given set of prospective
teachers with a given degree of reliability. The design of an
instructional system involves the systematic analysis of that
} which is to be learned, a systematic structuring of it from
the learner's point of view, and the specification of a set of
learning experiences which have a high probability of leading
the user of the system to a mastery of that which is to be
| learned. Within the context of instructional systems design
- learning experiences may include lectures, small group discus- |
sions, reading, observation of films or real life settings, '
laboratory simulation, micro-teaching experiences, etc. -
so long as they are organized around the development of
explicit performance outcomes that relate to explicit tasks
that the prospective teacher is likely to have to perform.

N

Whatever the learning experiences they are always designed with
' multiple entry points and multiple paths to pursue, thus




permitting students to enter at levels commensurate with
backgrourd and progress through them at a speed and in ways
commensurate with learning style.

The OCE Definition of a Field Centered Program

By specifying that a teacher education program shall be competency
based, and by specifying that competency shall be demonstrated under
both simplified and real life conditions, a number of questions imme-—
diately come to mind. Who, for example, is to determine the pupil out~-
comes for which teachers are to be responsible? Who is to determine
the criteria for judging whether or not a prospective teacher has
achieved those outcomes? What educational settings are to be used for
the demonstration of competence? How is one to know whether the compe-
tencies that have been identified are in fact the ones most critically
needed by teachers in a given setting at a given point in time? Who
is to determine when a prospective teacher is ready to proceed within
the program and how will this determination be made? Who is to deter-
mine when a teacher is ready to leave the program and enter the pro-
fession as a fully certified teacher?

By being field centered it is hopeful that the OCE program will
be able to arrive at defensible answers to such questions.

In operational terms field centered, as used in the ComField model,
refers to the involvement of a coalition of educational institutions
and agencies in the operation of a particular teacher education pro-
gram. Within the context of the coalition there is participation in
decision making and the assumption of responsibility for program opera-
tion that is consistent with interests and potential for contribution,
that is, some within the coalition will engage in the identification of
program objectives, some in the development of curriculum and materials,
some in criterion assessment, etc. The central OCE Coalition includes
all departments within the college, students enrolled in elementary
teacher education, seven local school districts, Teaching Research, the
Oregon State Department of Education and the Chancellor's Office of the
Oregon State System of Higher Education. The overall OCE Coalition
includes, in addition, a management consultant firm (Cresap, McCormick
and Paget Inc.) a representatives of the educational materials produc—
tion industry (Litton Educational Publishing, Inc.) a regional labora-
tory (the Northwest Regional Educational Laboratory), the various
professional education associations within the state, and the citizens
within each of the school districts that are a part of the coalition.
The overall coalition is illustrated schematically in Figure 3.1
While the specific mechanisms to be used in enabling the Coalition to
function are yet to be activated they have been designed (see Part IV

1 The OCE Coalition rests within a state-wide consortium of such
coalitions. As discussed in the Preface and Chapter 2 the consortium
includes coalitions established around Eastern Oregon College, Southern
Oregon College, Marylhurst College, Portland State University, Oregon
State University, and the University of Oregor. '
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of the present report) and a plan for their interaction has been
specified (see Part V).

By adopting the ComField definitions of a competency based, field
centered program the OCE Coalition has assumed a posture that has far
reaching implications for the structure and organization of both the
college and its participating schools. Operationally mechanisms will
have to be established which permit equal participation in:

1) establishing the competencies that are to be demonstrated under
laboratory conditions;

2) establishing the behaviors or products of behavior that are
acceptable as evidence of those competencies;

3) confirming the demonstration of competence under laboratory
conditions;

4) establishing the competencies to be demonstrated under live
classroom conditions;

5) establishing the behaviors rr products of behavior that are
acceptable as evidence of those competencies;

6) confirming the demonstration of competence under field
conditions; and

7) the development and implementation of policy relating to the
teacher education program.

While these will represent far reaching changes relative to that
which now exists, perhaps the greatest change lies in the overall rela-
tionship of the public schools to the process of teacher education.

In contrast to being relatively passive hosts to student teachers,

staff within the schools will become actively involved at all levels of
decision making relative to the program, and they will have to assume
major responsibility for instruction and assessment within the program.
Both require the performance of functions that do not now exist, and

the creation of staffs who have a set of competencies that they currently
do not possess. The assumption of responsibility for such functions
will require major change in the operation cf sciicols, a redistribution
or reallocation of resources, and a major involvenent in tle preparation
of resident teachers to perform such functions

The CCE Definition of a Personalized Program

Individual éifferences in the learning patterns, capabilities and
preferences of students in a teacher education program must e more than
recognized. They must be taken into account fully in the design of

10
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such programs. At tae time the ComField model was first described
concern for individual differences focused primarily upon students
having options in the learning experiences available, learning
experiences being under control of the student, opportunity to develop
an idiosyncratic teaching style, etec. Further work with the model
suggested, however, that the personalization of a teacher education
program requires a number of additiomal elements. These include an
opportunity for students, within established limits, to:

1) contribute meaningfully to the design and development of the
program;

2) negotiate that which they wish to take from the program;

3) negotiate the settings within which the competencies negotiated
in (2) are to be demonstratcd;

4) negotiate the criteria by which judgment is to be made about
competence; aad

5) continuously assess the relevance of the objectives that have
been negotiated, and the relevance of the educational experi-
ences being pursued in relation to those objectives.

As such, the effort to personalize witain the context of a ComField
tased teacher education program is concerned with how students make
sense of or find relevance in an educational program in light of their
individual characteristics and commitments. It is also concerned with
the ever present tension between the individual and '"the system';
between the past and the future; between what is and what ought to be.

How does the program proposed by the OCE Coalition attempt to
deal with such issues? Generally speaking, by designing the program in
such a way that there are a wide range of options available to those
going through it and by providing the means to ensure that 1he options

chosen represent the best possible fit for the individual Ch0031n0
them.

Three vehicles are used in the program to facilitate wise and
personally meaningful choice: sponsorship, clinical supervision and
negotiation. As used by the OCE Coalition sponsorship refersg to a

continuing relationohip between a college staff member and a 'student
throughout the student's stay in the program. Sponsors and students are
to be matched as closely as possible in terms of interests and person-
ality characteristics, and are expected to come to know ome another well.
The aim of the sponsor-student relationship is to permit two people who
assume quite different roles and responsibilities within the program to
see one another as individuals - with needs and pressures and limited
abilities - so that reasonable and meaningful negotiations can occur
between them. To make knowing one another possible it is anticipated
that a sponsor will be responsible for no more than 15 or 20 students.

11 |




The clinical supervisor is a school based person who assumes
primary responsibility for instruction, assessment and the student's
welfare while he is within the school setting. As such he works closely
with the spomsor throughout the program and assumes many of the sponsor's
functions. It is anticipated that a clinical supervisor will carry
responsibility for 15 to 20 "clinical" students (students enrolled in
the clinical studies phase of the program) or 5 or so "interns".l

The vehicle designed to insure personalization is negotiation,
and within the context of the program proposed by the OCE Coalition
negotiation is to be translated literally. Operationally, negotiation
means that those who come to a negotiation do so with a position to he
negotiated. Negotiations will be carried on by a student and his
sponsor, and by a student and his clinical supervisor, with that to be
negotiated being nothing less than the total program in which he is to
engage.

The sponsor-student relationship begins as soon as the student
declares an interest in the teacher education program; the sponsor-
student-clinical supervisor relationship begins as soon as a student
enters the clinical studies phase of the program. The rationale
underlying the sponsorship and negotiation strategy is straightforward:
responsibility for program and professional standards must be insured,
but not at the price of denying the individuality of students in the
program. One way of accommodating both is to provide a mechanism which
lets gzenuine negotiation occur between individuals representing both
sets of concerns. Whenever genuine and fruitful negotiation cannot
occur sponsorship must be changed. The request for change may come
from either student or staff member.

As in any negotiating procedure provision must be made for
arbitration when successful negotiation cannot be carried out. 1In
the case of the OCE program this is provided by an arbitration board
that consists of a student, a college faculty member and a staff member
from the public schools. Given a functional student-sponsor relationship,
and a set of ground rules that say that both student and sponsor under-
stand that the outcome of any given negotiation is to be one that is
acceptable to both parties, it is anticipated that the need for
arbitration will be slight. '

The various facets of the personalization process within the
program are reviewed briefly in Appendix F and elaborated in Chapter 8.

1 For a summary description of the structure of the program see pp 17
and 18.
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The OCE Definition of a Systematically Designed and Operated Program

In line with the requirements of the ComField model each of the
functional parts within the proposed program at OCE, as well as the
program as a whole, has three characteristics:

1) it is designed to bring about a specified and measureable
outcome;

2) it is designed so that evidence as to the effectiveness
with which it brings about its intended outcome is contin-
uously available; and

3) it is designed to be adaptive or corrective in light of that
evidence.

This is the case whether the part in question is an instructional
experience, the procedures developed to personalize instructional
experiences, the instructional program as a whole, or any of the
mechanisms needed to implement the program. As such the program
represents a process or way of proceeding. It is 'goal oriented”,
characterized by ''systems design" principles, '"corrective feedback
loops", etc. In short, it is a process that requires the coalition
to a) know what it is that it wanfts to accomplish, b) order events
in such a way that there is some probability of accomplishing it,

c) assess whether these events do in fact accomplish that which they
are intended to accomplish, and d) if they do not, modify them until
they do. This process is represented schematically in Figure 4.

Commitment to such a process has far reaching implications. On
the one hand it has defined the way in which the ComField model has
been developed, and the way in which the program proposed by the OCE
Coalition has been derived from the model. It also defines the way
in which any other group of institutions that wish to form a coalition
and implement a ComField based teacher education program will have to
function, or the way in which eacli component within such a program
is to be given definition or made operational, or the process by
which a student going through the program is to identify and develop
the competencies that he desires to take from the program. On the
other hand it defines the process by which the program as a whole
must function. When translated into the instructional program gen-
erally, and applied over a period of time, it requires a series of
steps of the kind summarized in Figure 5. When translated into terms
that more closely approximate the actual operation of the instructional
program it requires a series of steps of the kind summarized in Figure
6. These are harsh demands upon anyone attempting to implement a
teacher education program and will obviously require a major reallocation
of resources and the addition of a large number of faculty having new
sets of competencies.
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While the incorporation of systems design procedures permits
a ComField based program to realize its objectives with a known
degree of reliability, continuously adapt to needed change, etc.,
its greatest power probably lies in its gemeralizability to the
behavior patterns of prospective teachers., As students move through
such a program they not only are made aware of the process by being
continuously subjected to it in their own learning, but they are also
required to reflect the process in their preliminary teaching. In order
to move through the program they have to establish desired pupil out-
comes, order events to bring them about, assess progress to see if
desired outcomes are being reached, and, if they are not, modify events
until they are. A major assumption within the model is that the
continuous demonstration of this pattern of behavior by prospective
teachers, coupled with their continuous exposure to it in their own
educational experience, will lead to the ultimate goal of any teacher
education program, namely, the development of generally adaptive,
functionally competent, self~directed carzer teachers.

The Structure of the Program

The program involves three relatively distinct phases of work:
the General Studies phase, the Clinical Studies phase, and the Intern
phase. Operationally, the General Studies phase is defined as that
aspect of the program that does not involve responsibility for the
learning of children; the Clinical Studies phase as that aspect of the
program that involves responsibility for the learning of children under
simplified (laboratory or simulated) conditions; and the Intern phase as
that aspect of the program that involves supervised responsibility for
the learning of cihiildren in fully operational, rcal-life educational
settings. As such the General Studies phase of the program corresponds
most closely to that which has been labeled traditionally as the
"personally enriching" or "liberalizing' or "general education' dimension
of teacher education and the Clinical Studies phase corresponds most
closely to that which has been traditionally labeled the "professional
development" or "laboratory' dimension.

The Intern phase has no parallel in traditionally designed teacher
education programs, and it in nc way resembles the "intern' programs
currently in vogue. As used in the program proposed by the OCE Coalition
a prospective teacher enters the Intern phase only after he has demon-
strated a specified set of competencies under laboratory conditions, and
“his task within the Intern phase is to demonstrate the same or a higher
order set of competencies under real-life conditions. As an Intern a
prospective teacher is to assume supervised responsibility for the full
range of functions for which he will be responsible as a teacher, and
he will be held accountable for the systematic demonstration of compe-
tence in the performance of those functions. ,




R l A Lt

Two levels of certification are included in the pre~service pro-
gram: INITIAL and CONTINUING.l These correspond, respectively, to the
completion of the Clinical Studies and the Intern phases of the program.
As used in the proposed program INITIAL certification designates a
level of competency which permits the assumption of supervised respons-
ibility for the learning of children (a teaching Intern), and
CONTINUING certification designates a level of competency which permits
the assumption of full responsibility for the learning of children.
Certification criteria and processes are described in greater detail
in Part III of the report.

As currently planned, no firm time lines are attached to program
phases but in general, for students declaring an interest in teacher
education upon entry as a Freshman, the General Studies phase will last
for a year or two, the Clinical Studies phase a year or two and the
Intern phase a year or two. Some students may extend or shorten these
estimates, and students transfering from other collegzs or students
declaring an interest in teacher education after s year or more at OCE
will undoubtedly move through the program on some other time schedule.
On the average, however, most students will likely spend three to four
years completing requirements for INITIAL certification and one to two
years completing requirements for CONTINUING certification.

A schematic representation of program structure, the probable number
of years required to move through the program, and the certification
levels within it is presented in Figure 7. The broken lines in the
figure represent relatively flexible entry-exit requirements; solid
lines represent relatively inflexible entry-exit requirements.

The Content of the Program

From the point of view of the GCE Coalition two straw men exist .
today in programs that are designated to prepare elementary teachers.®
The first is the notion that one set of learning experiences have to
do with "personally enriching" or "liberally" or "generally" educating
a student. The other is the notion that another set of learning
expeiiences '"prepare professionals", or "train for a life of service".
When such a view exists within a college environment at best defensive-~
neas, mistrust, and lack of productive interchange occurs. At worst

1 A third level of certification, that of CONSULTANT, is zlsc used in

the program but it is reserved for persons in the field who have demon-
strated the competencies needed to perform as Clinical Supervisors.

As such, this is a level of certification that occurs outside of the
pre-service program and is not dealt with in the present context. It is
planned, however, tnat certification at the CONSULTANT level will be as
stringent and systematic a process as it is at the pre-service level.

2 Thanks go to Robert Albritton of the OCE education faculty for the
distinctions which follow.
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it leads to segments of a college faculty jealously juarding its
domain against encroachments by others or to denigrate the efforts
and products of the others as 'unreal" or "unimportant'. For the OCE
Coalition these are straw men that have to be put to the torch.

As a basis for understanding the position that the OCE Coalition
takes with respect to the relationship of "professional' and "liberal"
education, responses of a student to two different learning experiences
are cited. The first response occurs in reaction to a class in
geology.

”He (the instructor) really knows a lot about geology."

"Now that I know about rock formations I want to go on and
learn some more." '"When I travel through different types

of country I will now be able to appreciate it because...”
"He has everything so well organized that it's easy to

learn about minerals." "I like the way he makes each class
different because he has us do..." "I hope that I can teach
as well as he does when I become a teacher."

IThe second response occurs in relation to a reading methods class.

"I never realized that I read all those different ways."
"Now I know why I read slower in this kind of material.”
"When I get my own class I will begin to teach reading..."
"To encourage wide, recreational reading I am going to..."

Five points can be made &hout the student's response to these two
experiences which reflect the position taken by the OCE Coalition in
relation to the place of "liberal'" and 'professional education in the
lives of students preparing to teach.

l. Each learning experience always contributes to personal
enrichment and professional development.

2. The emphasis placed on the element of personal enrichment
or on professional development is often viewed by a student in
one way and by an instructor in another.

3. In each learning experience there is always an clement of
cognition and reference to a cognitive standard, an element
of affectivity and referenced to an affective standard, and
an element of evaluation and reference to an evaluative
standard. These three elements are always integrated by the
student and reflected against the cognitive, affective and
evaluative standards which he already holds.

4. A student respoads to a learning experience as a complcte
person rather than as a composite of categories characterized
by such labels as cognitive, affective and evaluative. Such
categories are useful for analytic—-descriptive purposes but
they have little basis in reality beyond that. ’
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5. The reality of any learning experience is intrinsic with the
student, not the subject matter or the instructional strate~-
gies that carry it.

As a consequence of this pcint of view the OCE Coalition treats all
learning experiences as both personally and professional enriching.

Having adopted such a view it needs to be pointed out that within
the program there is still a differentiation of curriculum as it per-
tains to the preparation of students who are generally knowledgeable
and professionally competent. While the differentiation is not as
severe as it is in many programs there are learning experiences
especially designed to bring about the general education objectives of
the college and learning experiences especially designed to bring about
professional objectives. Whatever their focus or intended function,
however, all learning experiences within the program are to be designed
ultimately in accordance with the requirements of a competency based,
field centered, personalized and systematically de51gned and operated
model of instruction. As such the content of the OCE elementary teacher
education program can be illustrated as in Figure 8.1

Within this broad framework four '"dimensions of experience' or
"curriculum threads" interface and interact, providing in combination
the planned learning experiences encountered in the pre-service program.
These include a FOUNDATIONS thread, a SELF-CONFRONTATION thread, a
PROFESSIONAL ORIENTATION thread, and a PROFESSIONAL TNTEGRATION thread.
The latter is composed of both SYNTHESIZING AND CONSOLIDATING experiences.

The Foundations Tlread

Foundations experiences support )oth the general and professional
education goals of the program. As ach they tend to carry one of two
emphases: one that leads to the realization of the general education
objectives of the program or one that leads to the realization of
professional objectives. Depending on emphasis the content of the

experiences, and to some extent the way in which they are encountered,
differ.

By and large, at least in the early years of the program, founda-
tions experiences are designed to meet general education objectives

! The point of view taken by the OCE Coalition in regard to general and
professional education is not to be confused with the position of the
ComField model. The model recognizes that each college has its own set
of requirements relative to general education and that the professional
education program must accommodate itself to such requirements. In
some cases this will mean that a ComField based program will have to
accommodate itself to a discipline major, in some cases an interdis-
ciplinary major, or in some cases simply to a fixed number of hours in
general education subjects.
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will tend to be organized around the disciplines that have sustained
liberal education over the years, for example, the arts, humanities,
sciences, etc., or around "issues" that crosscut disciplines. Also,
they will tend to follow traditional modes of instruction. This is not
to imply that such experiences will necessarily be organized according
to traditional course structures, or that instruction will take place
largely by lecture or discussion, but because of tradition, the logic
o< course structure as a means of presenting the content of disciplines,
and the fact that persons from throughout the college will be responsible
for providing such experiences, it is likely that they will assume

more of these characteristics than will the foundation experiences that
have a professional emphasis.

The outcomes expected to derive from these experiences are the
knowledges, skills and sensitivities established by the Coalition as
being minimally acceptable as evidence of a generally educated person.
The knowledges, skills and sensitivities now required by the college in
this regard are listed on page 70.

By contrast foundations experiences which emphasize professional
development will tend not only to carry different content but will tend
to be organized differently and presented in different formats. Ilere
foundations experiences will tend to appear within the context of
"instructional systems' (see the following section for a discussion of
the concept of an instructional system) and will carry content that
relates directly to the teaching process. As such they will become
an integrated part of the observation, practice and assessment exper-—
iences that are designed to lead to the demonstration of professional
competence. The subject matter of educational psychology, human develop—-
ment, instructional and evaluation methodology, the history and philosophy
of education, etec. will provide the subject matter around which such
experiences will be developed. The outcomes expected to derive from
these experiences are the knowledges, skills and sensitivities that
teachers need in order to create the conditions that will bring about
the outcomes expected from the elementary schools.

In keeping with the ComField model, a special feature of the '
foundations thread of the curriculum is the requirement that all students
show evidence that they have mastered the conceptual frameworks of
the disciplines upon which they are to draw as teachers of young
children. As used in the program a conceptual framework for teaching
a discipline is that which Bruner and others have called 'the structure
of a discipline'", and as such is assumed to be, simply, a conceptual

- framework around which the substantive content of a discipline can

" be organized and transmitted. It is that which, in Bruner's terms,
M. ..permits any subject to be taught to any child atiany level." As
yet the frameworks to be mastered, the persons responsible for seeing
that students master them, the nature of learning experiences to be used
in facilitating such mastery, or the point in the program at which
such mastery is to come about have not been specified--though mastery
obviously will have to be accomplished upon entry to the Intern phase
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of the program since students at that time will be responsible for
demonstrating that they can get pupils to master sucl: frameworks.l

Operationally foundations experiences will be concentrated in the
General Studies phase of the program, though not limited to it. Using
traditional course structure as a referent, as many as three or four
courses per term would be taken during the General Studies phase of the
program, one or two per term during the Clinical Studies phase and no
more than one per term during the Intern phase. The relationship of
foundations experiences to other learning experiences within the program,
as these vary across phases, appears in Figure 12, page 32.

The Self-Confrontation Thread

In the opinion of those who developed the ComField model a pre-
requisite to the meaningful personalization of any educational program
is the understanding of one's self. It seemed reasonable to assume,
for example, that in order for a mrospective teacher to make a wise
choice as to the educational context within which he wishes to work,
the competencies needed to perform effectively within that context, the
kinds of learning experiences to be pursued in the development of a
given competency, or in the adoption of a teaching style, he needs to
have a clear understanding of who and how he is as an individual.
Towards this end the OCE program provides for experiences designed to
foster sclf-understanding throughout the course of the educational pro-
gram. These are cailed self-confrontation or SC experiences.

The self-confrontation thread of the curriculum is an integral
part of a student's experience from the moment he enters the program.
In the General Studies phase the focus of SC experiences is upon self
in context. As such the experiences encountered by students as they
enter the college setting, establish increasing independence from family
and community or origin, find new friendships or establish new love
relationships become the vehicles by which an understainding of self in
context .is explored. Both the student's sponsor and the upper classmen
who serve within the Freshman Advising Program at the college take
part in this exploratory process.

1 The developers of the ComField model were aware of the potential
consequences of the specification that calls for the mastery of frame-
works for teaching disciplines. It was recognized, for example, that in
many disciplines these are not as yet identified. It was also recog-
nized that if persons in the disciplines would not assume responsibility
for helping students master them that staff within the education program
would have to. It was hoped, however, that this would be a responsibility
willingly assumed by the discipline areas and that the assumption of

such responsibility for students in education would bring the disciplines
and education together in a mutually rewarding and productive relation-
ship.
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As the student moves to the Clinical Studies phase of the program
SC experiences are designed to provide understanding of self as an
individual. At this level the self-confrontation process involves
responding to tests which are designed to assess commitments, beliefs,
personality orientations, etc. and engaging in a series of nonjudgmental
interviews in which the responses to those tests are explored. The
student's sponsor is responsible for this aspect of the self-confrontation
process.

By the time a student enters the Intern phase of the program the
focus of SC experiences shifts to an understanding of self as teacher.
Here self~-confrontation experiences take the form of video tape piayback
of actual teaching performance, clinical supervision interviews, small
group discussions that focus around peer reaction to performance, and
the like. A central thrust of self-confrontation experiences at this
level is their focus upon the definition of a teaching style that is
consistent with perception of self as individual and self in context.

The Professional Orientation Thread

Just as self-understanding is essential to wie2 choice within a
teacher education program so too is an understanding of the profession.
To facilitate choice as to educational context within which to work,
special competencies to be developed, or teaching style to evolve, a
prospective teacher needs to have as complete an understanding of
alternative contexts within which he might find himself as possible.
Knowledge of alternative contexts will also contribute to the meaning
taken from learning experiences encountered within the program as they
will provide concrete referents for these experiences. It is toward
these ends that professional orientation experiences are designed.

Like self-confrontation experiences professional orientation (PO)
experiences start as soon as a student enters the program and continue
throughout. 1In the General Studies phase of the program PO experiences
focus on the nature of the educational process generally, and as such
has students observe or in a limited way take part in a wide range of
educational settings. One form of such participation is service in a
school as a 'teaching aide".

In the Clinical Studies phase of the program a student will continue
to sample a wide range of educational settings, but these will be limited
by and large to elementary schools. A central expcrience that will
come during this phase is serving as a '"teaching assistant'. The
school in which this occurs will also serve as the laboratory within
which professional development experiences at the synthesizing level
will be carried out and competencies required for an INITIAL level of
certification demonstrated (see Figure 7, p. 19). In order to move
students across contexts it is probable that a teaching assistantship
will last only one or two terms at a particular school.
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In the Intern phase of the program professionally orienting
experiences will be limited to one school, but all of the professional
experiences engaged in by teachers in the school, for example,
professional meetings, inservice programs, and curriculum development
activities, will be engaged in by the Intern.

Throughout the program PO experiences will be without formal
assessment; they are intended to sensitize or orient, not lead to
mastery of a particular knowledge or skill. As such the professional
orientation thread of the curriculum is the only dimension of the pro-
gram that does not have formal assessment associated with it. This is
not to imply that PO experiences are without purpose or that their
impact is ignored. They are always engaged in for a reason, and the
conferencing that occurs around thL.m is designed to assess informally
that which is taken from them; but formal, empirically verifiable
assessment is not associated directly with them.

As in the case of self-confrontation experiences, specifically
designed professional orientation experiences are anticipated to
decrease in frequency as students move through the various phases of
the program (see Figure 12, p. 32).

The Professional Integration Thread

Conceptually, the '"professional" curricula of most teacher education
programs can be thought as being organized on a vertical axis, that is,
a given subject matter area such as child development, instructional
methods, or mathematics is organized into a course or course sequence
that extends from the simple to the complex. Also most subject matter
areas can be thought of as being offered relatively independently
of another, and requiring only a given level of knowledge or understand-
ing as an indicator of the mastery of a given area. Such a curriculum
pattern is illustrated schematically in Figure 9.
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Figure 2. A schematic representation of the curriculum pattern found
in most teacher education programs.
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Implicit in such an arrangement is the assumption that prospective
teachers, upon mastery of the various subject areas, can synthesize
or integrate them and bring them to bear in concert to accomplish the
outcomes for which they &are responsible in schools.

The ComField model specifies a markedly different pattern of
curriculum organization. Instead of courses crganized around disciplines
or subject matter areas a ComField based curriculum is organized into
"instructional systems' around competencies, i.e., around the outcomes
to be realized by the schools.l As such a ComField based curriculum
can be thought of as being organized on a horizontal axis, for each
instructional system contains pieces and parts of the various courses
offered in most elementary education programs, but they are organized
in such a way as to insure that the various knowledges, skills and
sensitivities obtained through such separate learning experiences are
integrated at a level that permits their effective use in carrying out
the functions expected of a teacher in a school. Such a curriculum
pattern is illustrated schematically in Figure 10.

INSTRUCTIONAL \COMPETENCE
SYSTEM ’

A

Child
Development
Mathematics/®
History
Educational
Psychology
Teaching

Methods
Student

Figure 10. A schematic representation of the curriculum pattern
found in a ComField based teacher education program.

Two observations seem appropriate in regard to the differences
perceived between the ComField curriculum model and the more tradi-
tional model:

1 An instructional system is defined formally within the ComField model
as a set of learning experiences that have a known degree of reliabil-
ity in fostering a given teaching competency in prospective teachers.

27

TOTes A arNMILe ket emek e b AR 1L h A e s e o 4de AL % Ay BB £ e e 6 £ M e A v s ot 10 8 e e A W S amab e o 1 A 1 e (R s a1 s




1) while the majority of the subjects taught in the present
professional education curriculum are covered within any given
instructional system, only that from within a given course
that is relevant to the demonstration of a given competency
is included in a system; and

2) the prospective teacher is not left to his own devices to
synthesize and/or organize the various aspects of subject
matter that comprise a given system. Each instructional
system has built into it the provision for synthesis and
consolidation of that which has been synthesized unt:il the
prospective teacher is anle to demonstrate that he can put
all of the pieces and parts together to bring about the
outcome that is expected of him.

Four classes of learning experiences are found within each
instructional system: a) orienting experiences; b) foundation
experiences; c) synthesizing experiences; and d) consolidating exper-
iences. Operationally these are defined as :

Orientation Experiences: definitions, concrete referents and
models of the competency that the set
of learning experiences entailed within

an instructional system are to bring
about

Foundations Experiences: a set of learning activities designed
to enable a prospective teacher to

master a given bit of knowledge, a skiil
or a sensitivity

Synthesizing Experiences: a get of learning activities designed
to bring about an integration of the
knowledges, skills and sensitivities
mastered through foundations experiences
at a level that permits the demonstra-
tion of competence under simplified
(laboratory) conditions

Consolidating Experiences: a set of learning activities designed
to bring about an extension .0f the
competencies demonstrated under simpli-
fied conditions to the point where they
are applicable under real-life
conditions

As used within the ComField model a learning activity is defined as a
set of events which leads to a desired outcome, for example, a set

of referents needed to understand the objective of an instructional
system or a set of readings and discussions that lead to the mastery
of the conceptualizations that are assumed to be prerequisite to the
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performance of a given competency.

All classes of learning experiences contain multiple learning
activities. As such they provide options for students with alternative
learning preferences or needs, an opportunity to cycle through numerous
activities to bring about a desired level of mastery or a required level
of competence.

Implicit in the ComField definition of a learning activity is an
assessment function. In each learning activity, as well as in each
instructional system as a whole, assessment has two focis

a) assessment to determine whether a learning activity or an
instructional system as a whole can be bypassed because of
existing mastery, or if it can't, to determine the point in
the learning activity or in the system as a whole where entry
should be made, and

b) determine when mastery or criterion performance has been
reached. 1 '

The major classes of learning activities that appear within an
instructional system are shown schematically in Figure 11. Detailed
definitions of these activities appear in Appendix C. An example of
an instructional system is provided in Appendix H. Detailed
directions are provided for the development of instructional systems
in Appendix I.

Procedurally, a student's progression througl an instructional
system is largely a matter of his own choosing. When he first enters
a system he is provided an orientation as to the nature of the compe-
tency that the system is designed to bring about, that is, he is given
examples of what the desired competency looks like. From that point
on, however, progression through a system is under the student's control,
If he thinks he can demonstrate the desired competency without special
study he may ask for criterion assessment immediately; or he may engage
in a series of foundations activities, return to the orientation activi-
ties, and then engage in synthesizing experiences until he is able to
demonstrate competency under simplified conditions. Another student,
or the same student in a different system, might choose to engage in
synthesizing experiences before encountering foundations experiences -
to see what it is that he really has to do before launching into the

1 As indicated previously assessments relative to mastery of the
individual knowledges, skills and sensitivities that derive from
foundations experiences are to be used for guidance rather than
certification purposes. So too are assessments around practice
activities that lead to synthesis or consolidation. Criterion assess-
ments relative to competency demonstrations are made only when a
student requests them.
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process of building a foundation on which to do it - or he might cycle
between synthesizing and foundations experiences repeatedly. The only
constraint on a student's progress through a system is that he be
accepted as an Intern before he is free to engage in consolidating

‘experiences or to ask to demonstrate criterion competency under real-

life conditions. In Figure 11 the double line between synthesizing
and consolidating experiences represents this constraint. Beyond the
one constraint, however, and the requirement that the first experience
encountered in any system be an orienting experience, a student's
pattern of movement through a system is one of his own making.l

As with alil other curricular threads, the professional integration
thread extends through all three program phases, though the extent to
which students engage in PI experiences varies by phagse. In the
General 5tudies phase relatively few integrating experiences are
encountered, for relatively few professional competencies need to be
demonstrated by a prospective teacher before entering the Clinical
phase of the program. The number of integrative experiences increase
markedly when a student enters the Clinical phase, however, and they
increase even more when he enters his Internship. In this sense, the

professional integration experiences follow a pattern that is esgentially

a mirror image of the foundations experiences. DMore is said of the
relationship between professional integration experiences and other
learning activities in Par. III of the report.

The Interaction Between Curricular Threads

The instructional program that has been proposed by the CCE
Coalition nas been designed to maximize interaction between curriculum
threads: professional integration experienceg draw upon information
gained in foundaticn experiences; professional orientation experiences
provide referents for all other learning experiences; and sclf-
confrontation experiences both draw upon snd provide a basis for all
other experiences. Moreover, negotiations between sponsor and student
and clinical supervisor and student are intended to further interlace
all that is gained from the program. The relationship between :
curricular threads in the program is shown schematically in Figure 12.

1 When an instructional system first goes into operaltion there will be
no particular basis for predicting the "best path' through the system
for a particular student. As time passes, however, and as students
with known characteristics pass through a particular system, it will

be possible to obtain Jata on "preferred" or "wost likely to be suc-
cessful" paths for students with particular characteristics. Once data
of this kind become available the potential for prediction, and there-
upon the possibility for effective guidance, will come into being.
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he Operation of the Program

The instructional program proposed for elementary teacher education
at CCE has been described briefly in the previous section. The descrip-
tion of the program, however, and its operation, are two different
matters. In order to actually operate such a program, that is, to
develop it, to have students interact with it, and to evaluate its
effectiveness oOver time, a variety of supporting functions nust be
brought to it. The purpose of the present sectiom is to describe these
functions and the mechanisms which carry them.

in order to provide the means by which instruction within the pro-
gram can meet the specifications set for it, thirteen separate though
interdependent supporting functions must be proviced. Eleven of these
are essential to both the implementation of the program and its long
term operation; two are required only for its implementation. The
eleven basic functions are: |

1. an instructional objectives function;

2. an instructional design and development funct.ion;

3. an instructional operations function;

4, an information management function;

5. a data generation function;

6. a cost accounting function;

7. a staff selection and development function;

8. a program policy and review function;

9. a program execution function;

10. a program adaptation function; and

11. a facilities, equipment and supply function

The two functions specific to program implementationlare:

12. an accommodation function (which facilitates the integiation
of the emerging and the on-going programs); and

13. a dissemination function.

In order for a supporting function to be achieved, a structure (or
set of substructures if the function is complex) must exist to carry the
operations that carry out the function. In the Oregon adaptation of
the ComField model the composite structure(s) needed to achieve a
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supporting function is referred to as a "mechanism".. As such the
proposed program requires thirteen separate mechanisms to enable it
to operate as designed.

When first encountered, the reaction to both the concept and the
number of mechaniems proposed can be one of dismay. The very term
suggests an impersonal, "mechanistic", dehumanizing quality, and their
mmber suggests a totally undue emphasis upon that which makes the
program work. From the point of view of those who have desigred the
program, however, or for that matter those who developed the original
ComField model, neither is the case. 1In fact, just the reverse is true.
In order for instruction to occur in any educational setting a host of
supporting functions must exist: program objectives must be established,
instruction must océur, students must be evaluated, information must
flow, records must be processed. In most teacher education programs
such functions are taken care of as a matter of course by administrators,
registrars, counselors, instructors, and maintenance personnel, and 3
the structures needed to support them are an integral part of a college
organization. In a ComField based program, however, new functions must
be performed, or at least old functions need to be performed in new
ways, and as a consequence, new structures are needed in order to perform
them. The commitment to a field centered program, for example, and
the commitment to a coalition of institutions and agencies to operate
it, has far reaching implications for the establishment of operational
policy, the specification of program objectives, program execution, etc.
Similarly, the commitment to the personalization of instruction has
far reaching implications for the number and kind of learning exper-
iences needed to accommodate students in the program, and the proce-
dures by which students move through such a program, the facilities
and equipment, data generation and information management systems needed
in their support, etc. The mechanisms proposed within the OCE program
are those seen as being needed to carry out the functions required to
meet the implications of such commitments. They are, in a sense, the
vehicles by which the program can become personalized, data dependent
and field centered, and as a consequence must be planned and provided
for with the same care that curriculum is planned and provided for.l

The structure, function and composition of each of the thirteen
mechanisms, and their interaction, is described in detail in Part IV
of the report.

1 Another indication of the centrality of the operational mechanisms

in the proposed program is the fact that all costing for program imple-
mentation, and its operation subsequent to its implementation, has been
based upon resource estimates projected for the operation of the various
mechanisms. Estimates of the resources required to operate each
mechanism and the dollar estimates associated with those projections

are summavrized in Part VI of the report.
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For purposes of description the thirteen mechanisms have been
grouped into four clusters: those which pertain directly to the
instructional program, those which support the instructional. program,
those which are related to the management of the over-all program,
and those which are designed to meet the specific needs which emerge
when attempting to involve a wide range of institutions and agencies
to change from ome educational program to another.

Actually such groupings are more than a writing convenience for
they parallel closely the clustering of the various mechanisms asg they
operate in actual practice. Functionally, for example, there is a
close working relationship between tte Instructional Objectives, the
Instructional Design and Development, and the Instructional Operations
mechanisms. Similarly, the Data Generation, the Information Manage~
ment, the Cost Accounting and the Staff Selection and Development
mechanisms operate largely as a unit in support of the instructional
mechanisms and the over-~all program management mechanisms. Much the
same kind of clustering occurs with the Program Policy, Execution
and Adaptation rechanisms -~ the mechanisms which previde for the
integration or coordination of the over-all program ~- and with the
two changeover mechanisms. The relationship between these mechanisms,
as they interact in program operation, is illustrated schematically
in Figure 13.

While the idea for formalizing such mechanisms is somewhat foreign
in the practice of education, there is, in the opinion of those who
have been associated with the ComField model, little alternative to
such formalization. As this occurs, however, there is the danger that
the primary purpose of the program will be lost sight of or relegated
to a position of secundary importance. With so many functional
components needed in its support, a ComField based program is practic--
ularly susceptible to this threat; any of the support ccumponents could
readily become "an agency unto itself,"

' The organizational structure summarized in Figure 13 represents an
effort to protect against this kind of danger. Conceptually, the
structure a) places the instructional program squarely in the center
of things, b) stresses the idea that information and directional
influence flows both from the instructional component to the support
units and vice versa, and c) provides for a continuous flow of infor-
mation to the program management components so that program adaptation
can be effected wherever necessary in order to maintain balance and
perspective. While such an organizational structure cannot guarantee
that all units within a ComField based program will be appropriately
supportive of instruction, or act in concert, it does provide an opera-
tional framework which at least makes such interaction possible.
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Reaction to the ComField Model
on the Basis of the Feasibility Study

The general reaction to the ComField model as it was originally
described by those who have worked on the Oregon feasibility study is
that it serves reasonably well as a hroad, organizing conceptual
framework but that the specifications it provides for program design
need elaboration and clarification. Specifically, the conceptual
framework underlying the ComField model (see pages 6 to 16 in Volume
I of the Phase I final report), with some elaboration, held up well
as a guide to the development of an operational program, but the
specifications that derived from that framework for either the model
generally (see pages 17 to 36 in Volume I of the Phase I final
report) or for implementing an operational program (see pages 37 to
130 in Volume I of the Phase I final report) did not hold as well.

Two aspects of the conceptual framework underlying the model
needed elaboration: the personalization process and the nature and
operation of a ComField Coalition. These elaborations have been
made and have been summarized briefly in the preceeding pages.

Changes required in the general model specifications were primarily
ones of reorganization or reconceptualization rather than ones of
addition or deletion. Nearly all of the general model specifications
found their way into the program proposed .at OCE, but their synthesis
took a somewhat different form than outlined in the original model
description. While this variance was not so great as to deny the
utility of the original model it was sufficiently great as to effec~
tively establish a new set of general model specifications. Essentially
these have been summarized in the present chapter.

- As might be expected it was at the level of program operations
that the variance between specifications contained within the model
and specifications that were acceptable to members of the OCE Coali-
tion was the greatest. This partially stemmed from the necessity of
baving to become explicit about detail. Additionally, however, it
stemmed for the elaboratioms required in the basic conceptual irame-
work underlying the model and in the general model specifications.
With so much change occuring in the broader dimensions Gf the model,
change at the program operations level had to follow. A summary of
these changes will be found in Parts IIT and IV of the report.

In reflecting upon the utility of the original description of:the
model as a guide to the development of the program proposed at OCE, it
should be kept in mind that other institutions or other states may find
it to be either more or less functional than was the case in Oregon.

It is quite likely, for example, that institutions in the state of
Washington would find less within the original description of the model
to be changed, since personnel from those institutions were primarily
responsible for the initial development of the instructional components
of the model —— and those were the components that received most change

37




by the Oregon group. On the other hand, institutions who had no part
in the initial design of the model may find it to be even more lacking
than did those who developed the OCE program. The likelihood of this
being the case points to twe conclusions that those who have beéen
involved in the model program in Oregon have been forced to come to:

1) to have general utility a model must be stated at a general
level of applicability, for example, at a level corresponding
to the "conceptual framework" or the "general model specifica-
tions" provided within the initial description of the
ComField model; and

2) to implement a model based program those responsible for its
implementation must be involved in its definition.

Both conclusions assume that a model can at best be only a guide to
operational program development, and that those responsible for an
operational program must have ultimate authority for its definitiom..




—

CHAPTER 2

JUDGMENTS AS TO THE FEASIBILITY OF IMPLEMENTING
THE PROPOSED PROGRAM WLTHIN THE OCE COALLTION

H. Del Schalock
Teaching Research

Bert Y. Kersh
Oregon College of Education

Four aspects of feasibility were investigated in relation to
implementing the program proposed within the OCE Coalition:

1. The acceptability of the program to all who would be
affected by it;

2. The economic feasibility of developing and operat ‘ng such
a program;

3. The availability of the human resources needed to develop
and operate it; and

4, The ability of OCE and its coalition schools t~ accommodate
the staff and activities that would have to be added to
effect a change from the existing to the proposed program.

By design, these various aspects of feasibility also were investigated
in the order in which they have been listed. Obtaining evidence of
economic feasibility without first obtaining evidence of acceptability

would represent a relatively empty exercise. Similarly, the knowledge

that a program is desired and that it is economically feasible is not
enough; evidence must also be obtained as to the availability of the
human resources needed to implement such a program and the capacity of
a given setting to accommodate the increased energy required in its
implementation. The purpose of the present chapter is to summarize

the conclusions reached within the OCE Coalition about these dimensions
of feasibility.

Acceptability
Essential to the adoption and implementation of a program that
requires major change is the opportunity for those who will be influ-
enced by the change to have a part in its definition and to understand
its implications. It is simply not possible, for example, for a

. department chairman or a dean of faculty to impose a program upon a
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staff and have it operate if the staff does not understand it or is not
committed to it. Nor is it possible for an elementary education faculty
to inctitute a major program change without first obtaining undcrstand-
ing and support for it within the whole School of Education, the college
administration that must ultimately approve the program, the public
schools with whom they must work in the program, etc. Within this

frame of reference evidence as to the acceptability of a program means
that it can be shown that all who are to be touched by the program have
in fact had an opportunity to influence its definition, and that by
having had this opportunity have come to both understand and become
committed to a) what the proposed program is cbout, b) what it will
mean for existing programs, c¢) what it will mean when it is put into
operation, and d) what it means to make it operational.

The range of persons from whom evidence as tc the acceptability of N
a proposed program must be obtained will necessarily vary by the nature
of the program that is being proposed. Since the program proposed at
OCE calls for a coalition of instituticms and agencies, and rests within
the context of an integrated state system of higher education, evidence
as to the acceptability of the program must be obtained from a wide
range of sources. Thirteen such sources were identified:

1. The elementary education faculty, which includes staff
members from all departments across campus;

2, Students in the elementary education program;

3. The faculty of the Department of Education and Psychology
as a whole; .

4. The Advisory Committee on Teacher Education of the faculty
senate;

\
5. The faculty of the college as a whole;

6. The administration of the college;

7. The faculty and administration of participating school
districts;

8. The boards cof education within participating districts;

9. The faculty and administration of the Teaching Resesrch
Division of the Oregon State System of Higher Education;

10. The professional education associations in the state:

1l1. The State Department of Education;

12. The Chancellor of the Oregon State System of Higher
Education; and
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13. The State Board of Higher Education.

Both the procedures follewed during the course of the project that per-
mitted each of these "constituent' groups to reach a judgment as to the
acceptability of the proposed program, and the judgments they gave,

are summarized in the next few pages.

Procedures Followed During_thg Course of the Project that Permitted
Representatives from Each Constituency Within the OCE Coalition to
Assess the Acceptability of the Proposed Program

THE PROCEDURE FOLLOWED IN DEFINING THE PROPOSED PROGRAM. Consis—
tent with the assumption that commitment to a program can be achieved
only if the individuals or the institutions that are to be involved in
its implementation have had an opportunity to influence its definition,
a task force comprised of representatives from the central constituen-
cies within the OCE Coalition developed the initial design for the
program. Operationally, this involved members ot the OCE elementary
teacher education faculty, students enrolled in the OCE elementary
teacher education program, staff from the public schools, and staff from
Teaching Research in adapting the specifications of the original ComField
model to fit the commitments aind constraints of the OCE setting. The
task force was supported in its design function by an advisory body
that consisted of a staff member from each of six other institutions
in the state that prepare elementary school teachers and selected
staff members from the school districts that work with these six insti-
tutions.

THE PROCEDURE FOLLOWED IN DETERMINING THE ACCEPTABILITY OF THE
PROGRAM DESIGNED BY THE TASK FORCE TO MEMBERS OF THE COALITION. A six
step procedure was followed in reviewing the program proposed by the
task force: . :

1) a meeting with members of each of the constituencies within the
coalition to crient them to that which was being proposed;

2) a meeting with representatives from the various constituencies

to clarify questions about the proposed program and to receive
recommendations relative to it; ‘

3) a meeting with the same representatives to clarify questions
about the five~year plan for program implementation and receive
recommendations relative to it;

|

4) meetings with the State Department of Education, the deans and
directors of teacher education in the institutions comprising
the state-wide consortium, the Vice-Chancellor of Academic Affairs
for the Oregon State System of Higher Education, and the Advisory
Committee on Teacher Lducation of the OCE Faculty Senate to
clarify questions about the program and to receive recommendations
relative to it;
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5) a final reading/editing conference by selected members from
the coalition; and

6) a set of "balancing' conferences where the program that had
been proposed was weighed against the projected costs of its
implementation and long-term operation, and modified until
manageable within realistic resource estimates.

A summary of the orientation and planning meetings held with members
of the Coalition appears in Appendix L. The persons involved in the
reading/editing conference are listed in the Preface.

On the basis of the involvement cescribed above, members of
each constituency within the coalition were asked to make a judgement
as to the operational feasibility of the program being proposed. With-
out- exception, though with the qualifications of "'on the basis of the
information available" and "on the assumption that outside funds would
be available tr- support initial implementation costs,' everyone within
the coalition felt that the proposed program should be implemented
with all possible speed. The position taker. by members of eacn of the
constituencies within the coalition, and the information base upon whirk
they were acting, is summarized in Table 1.

Economic Feasibility

A primary determinant of the economic feasibility of the proposed
program is whether the cost of operating the program, once the change-
over has been made, will be within available stite funding. The ration-
ale underlying such a constraint is straight forward: wultimately the
resources ‘required to operate and maintain the program will have to be
local resources, and to plan a program which would not be able to be
maintained within those resources would represent fiscal irrespons-
ibility.

Two problems are encountered, however, in attempting to forecast
operational costs: 1) estimates have to be made on the basis of a
program that has not as yet been fully developed and tested, and 2)
the funding which will be available at that time iz not predictable
(i.e., the economic and legislative enviromment in which the program
will be operating is not known). As a consequence, a three-step
process wus followed in attempting to insure that program operation
after changeover will be within funding limits:

"1. Operating costs for the ongoing OCE Elementary Teacher Educa-
tion Program were identified and projected for 1976 as an
estimate of the most likely level of funding available for

. program operation at that time; '
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2. Estimates were made of the likely operating costs for the
proposed program in 1976, and adjustments were made through
"balancing" conferences until projected operating costs
‘'were within reasonable range of projected resources; and

3. A cost control procedure was devised which will be activated
after the second year of the implementation effort to insure
that program operation will be consistent with the avail-
bility of state and local resources by 1976.

Projected Current Program Operating Costs

The best estimate of funding availab’e for program operation in
1976 is a projection of the funding available for current program
operation. A comparison of the 1968-69 actual operating costs with
costs forecast for 1975-76 on the basis of present operations appears
in Figure l4. The forecast is based upon an estimated 6.5% per annum
increase in salaries and wages, 5% per annum increase in materials,
capital and other expenses, indirect costs of 67.07 of direct costs
annually, and ar anticipated elementary education enrollment increase
‘of 12.47% in fiscal 1971 and 7% for each of the years following. These
costs and rates were developed by the OCE business office and are deem-
ed reasonable for approximating future funding.

$4.04 Million

$1.76 Million ‘ 2,131
Students
1,352
Students

1969-70 1975-76

Figure 14. Current and projected funding available to the OCE
Elementary Teacher Education Program.
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Estimated Operating Costs for the Proposed Program

Cost estimates for program development and implementation are
based upon estimates of the resources required to activate each of the
operational mechanisms in the program (see Part IV for a description of
program mechanisms) and support their operation until the program is
fully implemented.l Given the estimated resources available in 1975-76
a base for expenditures was established against which all planning for
development and implementation was referenced. Ac a consequence re-
source requirements had to be projected for each operational mechanism
as it would function when fully operational. On the basis of these
estimates it appeared reasonable that the proposed program could operate
when fully developed with the funds that are likely to be available to
it.2 For a detailed estimate of the resources required to develop and
operate all program mechanisms see Appendix K; for an estimate of the
costs associated with their development and operation see Part VI of
the report.

The Development of a Cost Control Procedure

While the apparent fit between estimated operatirg costs and avail-
able monies in 1975~76 is encouraging, it is not th= kind of data that
generates confidence on the part of fiscal planners. Both the estimates
of funds that will be available and the estimate or cperational costs
for a program year to be developed are too loosely grounded for that.

As a consequence, an internal means for projecting operational costs
on a year~to-year basis, and ensuring that they will be kept within
available funding, has been developed. Specific responsibilities for
cost control have been assigned to the Execution, Information Manage-
ment and Cost Accounting systems and will take effect the second year
(1972) of program development. These responsibilities require analysis
of program development-to-date, a forecast of operation costs for the
fully implemented program, and a careful accouriting of the coalition's
ability to annually absorb those aspects of the new program that are
ready for implementation. Results from these forecasts will then be
further analyzed and distributed to program management staff for

1 This does not include the Instructional Operations Mechanism. All
instruction required during program implementation, other than that
involved in preliminary field trials of new materials, is figured

as OCE instructional cost.

2 Two factors contribute heavily to this: 1) the freeing of staff time
from instruction by heavy reliance upon student-controlled instructional
materials and utilization of "competent peers'" in the instructional-
management process, and 2) the absorption of the salaries of clinical
supervisory staff for the Intern program by participating school districts.
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recommendations, if necessary, for altering the rate or direction of
program development to ensure that it will operate within available
funding upon full implementation. In order to obtain continuously
refined estimates of operating costs this analysis and forecast pro-
cess will be repeated in year three (1973), four (1974) and five

(1975) of program development. The responsibility for altering the
program to fit within funding limits rests with the ‘Executive Director
and the Policy Board of the program. Advantages in using such a proce-
dure are two:

l. It realistically recognizes the limitations of presenting
a long-range operations cost forecast at this point in time,
and it provides a means by which most current cost data
generated within the program can be used to prepare bettar
forecasts; and

2. It presents an opportunity to assess operating costs of the
program long before its completion, this allowing for re-
definition of the program or reallocation of program resources
to ensure that operating costs and available funding are
compatible.

In operating the cost control proredure the balance sought between
resources and projected costs will be guided by an estimate of the rate
at which the new program will replace the old. The target for change-
over, in terms of the percentage of students engaging in the new program,
is as follows:

, Development Year
1971 1972 1973 1974 1975 1976 1977

Percentage of
students in the - 10 25 65 90 95 99
new program

Using this time table as a rough guide decisions relative to program
acceleration, deceleration, long-term cost estimates in llght cf current
expenditures and program maturity, etc. can be enhanced

1 1t will be noted that two "contingency years" have been added to

reach a state of full program implementation. Even then a one percent
deficiency in year 1977 is anticipated. This implies that some outside
support will probably be necessary for program development even after
‘even years of implementation effort. Such contingency factors will
psobably be of a nature that if outside funds were unavailable at that
time no serious handicap in new program operation would be sustained, or
that unfinished aspects would need to be extended slightly longer in
reaching their completion.
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Given the assumptions, procedures and constrainis that have been
outlined, and the availability of monies from outside sources in the
amounts specified in Part VI of the report, the program envisioned is
economically feasible. If monies cannot be obtained from outside
agencies to support changeover costs, however, then the program simply
is not eccaomically feasible -- at least not if it is to be developed
within the time line proposed. It is estimated that a period of twelvc
to fifteen years would be required to implement the program if only
state and local funds were available for development instead of the five
to seven years estimated with adequate funding from outside sources.

The dependency of program development upon outside monies does not
imply that the proposed program will be abandoned if outside develop-
mental monies are not available. The OCE Coalition is committed to
develop the program with or without outside support, but the task will
be difficult and the time required will be great if limited only to
local resources.

The Availability of Human Resources

Assuming that monies can be found to support development, and
assuming that once implemented the cost of program operation will be
manageable within the funds anticipated from local sources, there is
still an overriding feasibility question, namely, are the human resources
needed to carry out the program available? The development and operation
of a program of the kind being proposed will require competencies not
usually found within the faculty of an elementary teacher education pro-
gram, and as a consequence, institutions that wish to implement such a
program must be clear about the kind of personnel that will be needed to
do so.

The OCE Coalition is fortunate in this regard Lor both OCE and its
cooperating school districts have been moving in the direction outlined
in the proposed program for the past decade (since the initiation of
the Tord Foundation sponsored "Oregon Program")l* As an outgrowth
~of the Oregon Program, OCE established a network of off-campus teaching
centers, entered contractual relationships with school districts for.
the support of school based clinical supervisors, engaged in the system—
atic development of instructional materials, etc.

In addition, the Teaching Research Division of the Oregon State
System of Higher Education is located on the OCE campus. Teaching
Research, as the instructional research and development arm of the
Oregon State System of Higher Education, has had a wide history of
experience in activities comparable to those which will have to be

* See references at the end of the chapter.
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engaged in the implemg%tation of the proposed program. Furthermore,

a history of cooperative effort between OCE and Teaching Research makes
it pessible for the staff of the two institutioms to work together with
understanding and trust -— a relationship which is not commonly found
between colleges and educational research and development agencies,
Without such a relationship between OCE and TR, and between OCE and the
public schools, it is hard to imagine how a program of the kind proposed
could ever function for it is totally dependent upon an effective mesh-
ing of the competencies possessed by these three kinds of institutions.
A brief description of the schools participating in the coalition
appears as Appendix N; a description of Teaching Research appears as
Appendix O.

In order to convey some idea of the human resources needed to
implement the proposed program the series of tasks to be accomplished
in its implementation, and the experience that OCE, Teaching Research
and the participating school districts can bring to them, will be cited.

1. The design and development of instructional materials.

With the advent of the Oregon Program, both OCE and Teaching
Research, in cooperation with school districts throughout the state,
pioneered in the systematic development of instructional materials;
Teaching Research and OCE, under the leadership of Drs. Kersh2,3 and
Twelker4,5,6 have received national acclaim through their work in the
application of the principles of instructional simulation to teacher
education; Teaching Research is responsible for an EPDA sponsored pro-
gram to provide school personnel with the competencies required for
instructional research and development;7 and for three consecutive years
Teaching Research has offered an Office of Education sponsored summer
institute for college personnel from across the nation in the design
and development of instructional systews. The manual that has evolved
from these institutes is considered by many in the nation to be the best
and most advanced description of the methodology of instructional systems
development that exists.8 '

2. The development and operation of a performance based program.

The history of experience in the development of instructional
materials lends itself to the development and operation of a performance
based curriculum, for the careful measurement of objectives expected
to derive from performance based instruction is at the heart of systems
development methodology. Also, staff at OCE and Teaching Research have
been working on the development of measurement methodologies that will
accommodate the demands of such a program, and these are now becoming
functional.9,10,ll,12 : !

3. The development and operation of a personalized teacher education
program. \
Within the past two years OCE has carried out research on, and
initiated, an intensive advisement program that provides the basis for
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the personalization of the instructional program that is proposed.13’14’15
In addition the methodology of work cctract negotiation specified as

part of the personalization process has been implemented on a pilet

basis in both the elementary education and the general education pro-
grams at OCE. The proposed methodology of personalization is also

supported by work being carried out in the public schools by Teaching
Research.16,17,18

4., The development and operation of an information management system
that will support a personalized, field-centered and performance
based teacher education program.

* OCE has long been a leader within the Oregon State System of Higher
I Education in the movement toward the utilization of computers in the
information management process. Dr. Bert Kersh, Dean of Faculty at OCE,
was Chairman of the Inter-Institutional Committee on Computer Applications,
1963-69,19 and currently is a member of the Governors Data Systems
Committee. He also is on the steering committee for the WICHE-MIS project
for higher education in the Western region of the United States.20
LEfforts in this area are supported by the computer assisted instructional
program at Teaching Rescarch,2l and the involvement of CCE and TR in the
NSF Regional Computer Center at Oregon State University which has been
experimenting with remote uses of computers in iastruction.

5. To develop and carry out the research and evaluation functions
required by a systematically designed, performance based teacher
education program.

Much of the thrust of Yeaching Research has been in the area of
instructional research and evaluation, and the full range of expertise
that the agency possesses in these areas will be available in support
of the proposed program.22 Current efforts at the public school level
to design data nets that will support empirically based on-lime and

reflective decision making are directly related to the demands of the
task.23,24

6. 'To develop and carry out the procedures required- to obtain, cost/
benefits data on the on~going program.

The experience which OCE arnd Teaching Research personnel have gained
in developing cost estimates for the proposed program represents a first
step in the evaluation of the competencies needed to establish and main-
tain a system by which resources available to the program are to be allo-
cated by objectives. Working with the management consulting firm of
Cresap, McCormick & Paget has been most instructive in this respect, and
they, will be called upon as consultants to future costing efforts. In
addition, the experience which Teaching Research is currently gaining
through the development of the methodology needed to obtain cost/benefits
data in the public school setting2d should be of considerable value in
meeting the cost accounting requirements of the program that has been
proposed.
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While the tasks listed do not represent an exhaustive catalog of
those to be ac:.omplished in implementing the proposed program, their
mention points up the combination of resources, experience, and exper-
tise that will be needed to carry thom out. The summary of the exper-
ience that OCE and its participating school districts are able to bring
to the implementation effort, in conjunction with those available
through Teaching Research, is intended to show that in combination the
members of the OCE Coalition prcbably possess the human resources needed
to carry the task required to develop and operate a program of the kind
proposed. But what of institutions that do not hsve such a resource
pool readily available? What is the likelihood that institutions could
assemble such a resource pool if it does not in large part already exist?
While there is not a clear-cut answer to such a question, there is
reason to be both hopeful and pessimistic. On the hopeful side is the
fact that more and more institutions are moving to obtain personnel who
possess expertise along these lines. On the pessimistic side is the
fact that persons with such competencies are still a scarce commodity in
education. As the situation now stands nationally, it is doubtful whether
many institutions starting to assemble such a resource pool from scratch
would be successful, or if they were successful, that those being
assembled could begin working immediately and effectively with existing
staff.

The Ability to Accommodate the Demands of
Program Implementation

In developing a plan for implementing the program that has been pro-
posed at OCE a dimension of feasibility emerged that was unanticipated
at the outset of the project, namely, the ability of an institution to
accommodate the increased energy level that will be required to develop
the program without disrupting or in other ways threatenlng its on-going
programs. Assuming that money was not an issue, and that the human
resources needed could be found, how many new people and new activities
could an institution the size of OCE be expected to accommodate without
destroying the integrity of the institution? Could OCE, for example,
manage to integrate into its on-going teacher »ducation program half
again as many staff members as are now in the program or as many as are
now in the program? At the moment, the faculty engaged in elementary
education across the campus number approximately fifty people. The !
estimated number of full-time—equivalent professional personnel needed '
to carry out the implementation plan during its first year of operation
is 81; during the second year 111; and ‘during the third, fourth, and
fifth years 107, 82, and 52 respectively. 1In addltlon, some 26 fuli-time
equivalent non—profe331ona1 staff are projected for the first year of
operation; 44 for the second year; and 40, 32, and 23 for the third,
fourth, and fifth years. Is it reasonable to assume that an institution
the size of OCE can in fact accommodate such an increase in personnel
and activity without jeopardizing its ability to carry out the tasks for
which it is currently responsible? 1Is it reasonable to assume that
any elementary education program would be able to do so?
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This became a matter of central concern in preparing the five~year
plan for implementing the program, and the plan finally adopted reflected
a number of considerations:

1. The kind of activities required in the implementation effort
and the working relationships required between college,
school and research and development agency staff are rela-
tively well established within the coalition;

N

The energy required to implement the program is to be
distributed between four constituencies within the coalition —-
the cross campus elementary education faculty, the students
within the elementary education program, seven school districts,
and Teaching Research —-- thereby reducing the impact of the
implementation effort on any one segment of the coalition;

3. ©Staff assignments, with few exceptions, should involve
either one-~half time in developmental efforts and one~half
time in operating the existing program., or one-~half time in
two aspects of the implementation effort. Such a staffing
pattern should help reduce the danger of "separatism",
"empire building", lack of sense of identity with colleagues,
etc., which so easily emerges in the process of institutional
change;

4. The implementation plan should reflect a considered judgment
as to the energy level that can be accommodated by the coali-
tion, and not forced to fit within a given time period.

Taking these considerations into account, the plan of implementation
calls for a six-year period to bring all developmental efforts to a
refined stage. In the judgment of those responsible for developing

the implementation plan, attempting to accomplish the changeover process
in less time would represent a high risk strategy.

Even with these consideratious, and the open recognition by the
administration of the college and schools that changing to the proposed
program will significantly alter that which occurs throughout their
institutions, there is question about the ability of the context to
accommodate the energy increase that is scheduled for it. Armed with
such recognition, however, the implementation effort can proceed with
the awareness that the implementation schedule might well need to be
modified, and that it will be when necessary.

Summary and Conclusions

Four dimensions of feasibility have been explored: 1) the accep-
tability of the proposed program to those who will be influenced by it;
2) the economic feasibility of the program; 3) the availability of the
human resources to carry out the program given its acceptability and .
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the ‘availability of funds to do so; and 4) the ability of institutioms
within the OCE Coalition to accommodate the increased energy that will
be required to accomplish the changeover process. On all counts, so
far as judgment is aple to be made, the implementation of the proposed
program within the OCE context appears to be feasible.
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CHAPTER 3

JUDGMENTS AS TO THE FEASIBILITY OF IMPLEMENTING .
A COMFIELD BASED ELEMENTARY TEACHER EDUCATION PROGRAM ON A
'STATE~-WIDE BASIS

H. Del Schalock
Larry Horyna
Teaching Research

The study of the feasibility of implementing a ComField based
elementary teacher education program at Oregon College of Education
has always been seen as part of a study of the feasibility of imple-
menting such a program on a state-wide basis (see Preface). The
rationale underlying state~wide implementation is straightforward:

1. It would provide evidence of the feasibility of imple-
menting a ComField based vrogram in a variety of
settings;

2. It would provide evidence of the effectiveness of a model
based program on a significant political segment of the

nation and thereby, if effective, increase the likelihood
of its widespread adoption; !

3, It would provide a test of a dissemination-utilization
model that, if effective, could be used to optimize the
impact of the OE models program across the nation;

4. It would, if successful, increase the quality of teacher
education in a significant segment of the na-ion; and

5. It would decrease the likelihood of students majoring
in elementary teacher education being penalized in
moving from institution to institution within a state.

As submitted originally, the Phase II proposal included detaiied
plans for feasibility iesting’within each of the institutions within
the Oregon consortium. Generally speaking the plan involved four
steps: a) representatives from each of the consortium institutions

&

1Institutions that comprise the consortium are Eastern Oregon
College, Oregon College of Education, Oregon State University, Porcland
State University, Southern Oregon College, and the University of Oregon
within the Oregon State System of Higher Education, and Marylhurst
College as a representative of the private institutions within the
State. A map showing the geographical distribution of these institu-
tions appears as Figure 1 in the Preface.
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would be involved in the design and costing efforts at OCE; b) they
would then familiarize their colleagues with what was being done at
OCE; c) on the basis of this information each institution in the con-
sortium would modify that which was being proposed at OCE to fit its
own relatively unique charactericetics; and d) cost estimates for imple~
mentation would be made on the basis of the revised programs.

With the granting of fewer funds than requested, the plan origi-
nally proposed for state-wide feasibility testing had to be abandoned.
In an effort to carry out as much state-wide activity as possible, a
state-wide Review and Advisory Panel to the OCE effort was created. The
panel was made up of representatives from each of the colleges in the
consortium and a representative of one of the school districts coopera-
ting with each of the colleges in their elementary teacher education
program. It served three functions: '

1. To periodically review the work being done at OCE and
advise about it from the point of view of the other
institutions within the consortium;

2, to inform the faculties of the other institutions in the
consortium of the work that had been reviewed; and

3, to determine the-acceptability of the program being pro-

posed at OCE as a basis for a state-wide elementary teacher
education program.

Members of the Review and Advisory Panel met six times with program
planning staff during the course of the project ~nd a varying number of
times with their respective faculty groups. These meetings, and the
involvement of the Deans and Directors of the teacher education programs
represented in the consortium as project Advisory Committee members,
provide the basis for judgment as to the feasibility of implementing a
ComField based program on a state-wide basis.

As with program implementation at OCE, several dimensions of feasi-
bility had to be assessed when considering state-wide implementation:

l. The acceptability of the proposed program to other
institutions in the state that prepare elementary teachers;

2. The acceptability of the strategy governing the imple-
mentation plan;

3. The economic feasibility of state-wide implementation; and

4, The availability of human resources needed to implement
such a program. ~ '

The issue of follow-on institutions being able to accommodate the
energy reguired to effect changeover is probably not as critical as
it is to institutions within the OCE coalition since it is anticipated
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that the major share of developmental work will be done within the OCE
coalition. ’

The Acceptability of the Program Proposed at OCE
to Other Institutions in the State

In planning for state~wide implementation, it has always been
recognized that the program developed at the pilot institution would
not be exactly applicable to other institutions within the state. To
be functional a model based program must reflect the idiosyncrasies of
the institution(s) which implement it. At the same time it has always
been anticipated that the products that derive from the pilot institu-
tion would have utility for other programs as prototype procedures or
materials that could subsequently be modified. As such, a state-wide
plan of implementation would build upon the work carried out at the
pilot institution but would provide for the unique requirements of other
institutions,

This rationale is dependent upon the acceptability of the pilot
Program to the institutions that are to build upon it. What is the
acceptability of the program proposed by tk:z OCE coalition as a model
around which to build a state-wide elementary teacher education program?
Without exception the 3ix institutions that comprise the Oregon consor-
tium have found it acceptable as a point of departure for the develop-
ment of a state-wide elementary teacher education program. So too has
the State Department, the professional education associations within
the state and the State System of Higher Education. Moreover, all have
indicated that they would like to participate with the OCE coalition in
a state-wide implementation effort. Letters from the Deans and Direc—
tors of Teacher Education expressing these views in behalf of the con-
sortium institutions appear as Appendix O. The Foreword by Dr. Miles
Romney expresses this view in behalf of the Oregon State System of
Higher Education. Letters of endorsement were not obtained from the
State Department and professional education associations for the pre—
sent report although they are available on call.

Acceptability of the Strategy Proposed for Implementing
a ComField Based Elementary Teacher Education
Program on a State-Wide Basis

At the time the decision was made to submit a Phase II proposal,
a preliminary plan had been worked for state~wide implementation should
a Phase III grant be obtained. In general terms it called for each
institution in the consortium to monitor that which was being developed
within the OCE coalition, take for its own use that which was found to
be acceptable or which was able to be modified to the point of becoming
acceptable, and share all adapted products with other members of the
consortium. It also recognized that different institutions would adopt
differing amounts at differing rates in differing areas. With the ex-
ception of an increased sensitivity to the idiosyncratic needs of
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institutions even when operating within the framework cf a consortium
the original plan still stands. It appears schematically as Figure 15.

Several points about the state-wide implementation plan warrant
emphasis:

1. Institutions will differ in readiness to implement a
ComField based program, and these differences must be
accommodated;

2, Each institution must have the prerogative to differ-
entially select from the materials that flow from the
OCE effort and to adapt them as they see fit;

3. Extra financial and human resources will be needed by
each institution to carry out the adaptations that they
determine necessary; and

4. The community colleges within the state, and the remain-
ing private institutions that prepare elementary teachers,
must be made aware of the state~wide effort and helped to
accommodate their programe to it. This is scheduled to
take place in the spring of 1970. '

The Economic Feasibility of Implementing
a ComField Based Elementary Teacher Education Program
on a State-Wide Basis

The principle costs associated with state-wide implementation are
those required to translate, extend or supplement that which has been
developed at the pilot institution and to establish and maintain a

state~wide information and materials distribution .network.
I

Developmental Costs Beyond Those Incurred at the Pilot Institution

Two kinds of developmental activity will have to be supported in
state~wide implementation:

1. The detailed study of the program proposed by the OCE
coalition by each of the institutions participating
the state-wide effort; and

2, The modification, extension or supplementing of the
OCE program until it is appropriate to the setting
in which it is to be used.
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THE DETATLED STUDY OF THE PROGRAM PROPOSED BY OCE, MOLIFYING IT AS
NEEDED, AND DEVELOPING A PLAN FOR IMPLEMENTING THAT WHICH HAS BEEN PRO-
POSED. Because all institutions participating in the state~wide
developmental effort need to engage in this kind of activity, and all
can engage in it irrespective of their readiness to initiate change in
program, it is possible to obtain a relatively accurate estimate of the
cost of the activity. Given the procedures to be followed (see Part VII
of the report), and assuming that six institutions will be participating,
it is estimated that the study-planning activity will cost approximately
$200,000. The activity would take place in the first year of the imple-
mentation effort, and would result in a specific plan by each institution
for implementing the proposed program. A working budget to cover these
activities appears on Page 237.

MODIFYING, EXTENDING OR SUPPLEMENTING THAT WHICH HAS BEEN DEVELOPED
AT CCE. Because institutions participating in the state-wide effort will
vary in their readiness to begin the changeover process and in the extent
to which they will find the products developed at OCE useful in their own
programs, it is not possible to project costs for specific implementation
efforts beyond year one. As a consequence, extra developmental costs
have been projected on the basis of a 'per year average' for each insti-
tution for the last four of the five year implementation schedule. The
formula used is one agreed to by institutional representatives, but it
should be viewed only as a "best guess' as to what minimal average extra
institutional development costs will be. The per year average rates
projected for each of the six institutions are: $40,000 (forty-thousand
dollars) for years two and three and $50,000 (fifty-thousand dollars) for
years four and five. Including first year costs, the total estimated cost
for program development, less that required for coordination and state-
wide materials distribution, would be $1,288,767.

The State-Wide Coordination of Materials Development and Distribution

For costing purposes coordination of materials development and
materials distribution should be treated separately.

INTERINSTITUTIONAL COORDINATION. In order to coordinate implemen-
tation activities each institution must know the progress of each other
institution. Operationally this will require provision for on-site
visitations and extended interaction for awareness of program activities
must extend beyond simply being told of that which is occurring.

One vehicle that will facilitate interinstitutional coordination
is the Review and Advisory Panel that serves the OCE coalition. It will
be recalled that the Review and Advisory Pamel is to be made up of
representatives from each of the consortium institutions in the state
and the public schools that are participating with them in their elemen-
tary teacher education programs. Provisions must be made, however, for
staff in addition to those on the Review and Advisory Panel to engage
in on-site visitations. It is estimated that each institution and its
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participating schools will require approximaiely $3,000 per year to
carry out such visitations, ¥#unds to support Review and Advisory Panel
member activities and on-site visitations on the part of OCE faculty are
accounted for in the cost of developing the OCE program.

Assuming six institutions other than OCE in the state-wide consor-
tium, the cost of the communication network needed in support of state-
wide development would approximate $18,000 per year or $90,000 for the
full five~year implementation period. :

MATERIALS SHARING. In order to minimize developmental costs, and
to capitalize upon the advantages that a state-wide information network
provides, there must be provision for the easy sharing of materials and
procedures that emerge from any and all institutions taking part in the
developmental effort. Materials and procedures developed at OCE must
be provided te any institution in the state that wishes to adcpt or
adapt them, and that which has been developed in all other institutions
must be provided to institutions who wish to adopt or adapt them. By
following such a plan the materials and procedures needed to support an
operational program on a state-wide basis could soon be developed. If
each individual institution was to "start from scratch" to develop its
own program it is likely that the cost, the shortage of human rescurces
to carry out such a developmental effort, etc., would be defeating.

As presently conceived no extra monies would be required to support
the materials sharing activity. OCE has built into its budget provision
for the development of multiple copies of all instructional materials and
the budget projected to cover developmental costs within each institution
in the comsortium should make it possible for them to do the same. It
should be understood, however, that that which would be shared would be
first or second generation prototype materials rather than finished,
marketable products.

On the basis of the best possible forecasting of costs at this point
in time it appears that the state-wide implementation of a ComField based
elementary teacher education program would require funds over a five-year
period totalling approximately one and a quarter million dollars above
and beyond the cost estimated for implementing the pilot program at OCE.
Admittedly this is a minimal estimate, but assuming that it has some
sense of reasonableness to it, it would represent an extremely sound in-
vestment, For a million and a quarter dollars OE would obtain: a) a
test of the feasibility of adopting a ComField based program under a
wide variety of conditions; b) a test of the effectiveness of a model
based program on a politically significant segment of the population;

c) a test of a dissemination-utilization model designed to optimize the
impact of an illustrative teacher education program; and d) improved
teacher education within a total state. While such value is dependent
upon the coordinate investment of devegopmental monies in a pilot insti-
tution, the returns to be gained from such an investment represent, in a
real sense, the kind of dividends that the pilot program makes possible.
In the judgment of those who have been involved in program planning in
Oregon investment in state-wide development is a klnd of investment that
a sponsoring agency should make.
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Resource Availability

As fourd in the case of OCE, implementation is not only a matter
of the acceptability of the proposed program to those who plan to adopt
it or the availability of funds to support the changeover effort. There
is also the matter of the availability of the human resources needed to
carry out the changeover. An institution that wishes to implement a
ComField based program will have to have staff with expertise in in-~
structional materials design and development, instructional research and
evaluation, information management, cost-benefits analysis, clinical
supervision, work contract negotiation, the management of self-confronta-
tion experiences, etc. Fortunately, as was the case with OCE, most of
the institutions within the state have staff that can function in field
settings, carry out clinical supervision, take part in instructional
materials development, etc. Some of the functions to be performed with-
in a ComField based program, however, such as information management,
research and evaluation, and cost-benefits analysis, will require human
resources be found to carry them out for most inetitutioms in the state
do not now have such resources. In this regard, Teaching Research
should be able to be of general assistance, either in the role of pre-
parer of staff to carry out those functions or as provider of services
- to institutions who do not wish to develop such capability within their
own staffs. Since Teaching Research is an integral part of the State
System of Higher Education, and is also free to work with institutions
_outside of the State System, these services should be able to be pro-
vided without complication. | ' | ' ‘

Considering these factors, and considering that the task of develop-
ment and implementation within the various institutions will be simpli-
fied by that which has been developed and tested at OCE, it seems reason-
able to assume that the human resources needed for implementing a ComField
based teacher education program on a state-wide basis exist 1in Oregon.

Summary and Conclusions

Four dimensions of feasibility relative to the implementation of a
ComField based elementary teacher education program on a state-wide basis
have been explored: 1) the acceptability of the program propcsed by OCE
as a basic framework for the elementary teacher education program in all
institutions in the state; 2) the acceptability of the strategy pro~
posed for implementing such a prograxm on a state-wide basis; 3) the
economic feasibility of implementing such a program; and 4) the avail-
ability of the human resources needed to carry out such an implementation
effort. On all counts, so far as judgment is able to be made, there is
reason to believe that a ComField based elementary teacher education pro-
gram could be implemented on a state-wide basis.
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THE ELEMENTARY EDUCATION PROGRAM AT OREGON COLLEGE OF EDUCATION

Jesse H. Garrison
Oregon College of Education

The Context Within Which OCE Rests

Oregon College of Education is situated in Monmouth, a small
community located in the mid- Wlllamette Valley. Since the populatlon
of Oregon is centered principally in the Willamette Valley, Monmouth is
near the population center of the state, It is in a rural setting with
a great part of the population at a medium or relatively low income
level. Salem, with a population of 50,000 people, is located 12 miles
east; Portland is 60 miles north; Corvallis is 20 miles south; and
Eugene, 60 miles south, The Oregon beaches are 60 miles to the west
and the summit of the Cascade Mountains is about 80 miles to the east.

There are a number of private liberal arts colleges and a major
university located within 20 miles of OCE. Because of this, it does
not serve a specific geographic area as a regional college. Although
approximately 507 of its students come from Salem and surrounding areas,
a large number also come from either out-of-state or from foreign
nations,

. The college operates as part of the Oregon State System of Higher

Education. This system, organized in 1932, includes all of the public

four-year institutions in the State of Oregon' Oregon State University
at Corvallis, University of Oregon at Eugene, Portland State University
at Portland, Oregon College of Education at Monmouth, Southern Oregon
College at Ashland, Eastern Oregon College at LaGrande, Oregon Techni-
cal Institute at Klamath Falls, and the University of Oregon Medical
School end University of Oregon Dental School in Portland. The State
System also has a Division of Continuing Education which represents

all institutions in making college level courses and special programs
available to the people of the state. 1In addition the System includes
the Teaching Research Division which is located on the campus of Oregon
College of Education. Formerly administered through’'the college as

an agency of the State Board of Education, the Teaching Research
Division was made a part of the centralized activities for the State
System of Higher Education in 1964, At the present time the Division
employs 60 full time professional staff in research, development and
evaluation activities, ,

The function of the Oregon State System of Higher Education is to
provide widely spread educational opportunities throughout the state in
the areas of general and liberal education. To avoid unnecessary dupli-
cation and competition, specialized préfessional and technical programs
are centered at specific institutions.
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OCE's Commitment to Teacher Education

The recent tendency of colleges of education to change their title
to state colleges has not been followed by OCE. It was the decision of
the administration and faculty of the institution to retain the title
College of Education, and also to retain its commitment to teacher
education as its primary emphasis. Presently, over 90% of its graduates
are prepared to teach in the public schools. Of those, approximately
40% major in elementary education. |

Oregon College of Education has been vitally involved in the
preparation of teachers since it was chartered by the territorial
legislature in 1856 as Monmouth University. The name was changed to
Christian College, and the institution was chartered by the State
Legislature in 1865.” In 1891, it became Oregon State Normal School,
continuing under that name until 1939, when the legislature designated
all the state normal schools as colleges of education. Though Eastern
Oregon College, Southern Oregon College, and Portland State University
have re-defined their basic functions, OCE has retained its specialized
emphasis. '

Historically, Oregon College of Education has specialized in the
preparation of elementary school teachers. Fifteen years ago the
decision was made to include education of teachers at all levels of
public school education. With teacher education as its primary emphasis,
the college has thrived. 1Im recent years, OCE has been the most rapidly
growing institution in the Oregon State System. The college presently
has approximately 3,650 students. The undergraduate population is com-
prised of about 407 elementary majors, 40% secondary majors and 20%
general studies or pre-professional students, Predictions of future
growth presume that the distribution of majors throughout the college
will remain approximately the same. The recent development of community
colleges in the state and in the local area may diminish the ratio of
lower to upper division students, but no official assessment has been
made.

As a result of its rapid growth, the recruitment of staff has
been an important but seldom difficult task for the college. The
favorable location, the competitive salary schedule in comparison with
other small colleges, and the unique purpose and function of Oregon
College of Education apparently have been positive factors in staff
recruitment., The college is committed to quality education in its under-
graduate program and has been able to successfully attract those academic
people who consider the education of undergraduates as important. The
growth in quality as measured by academic degrees, years of preparation,
and other standardized measures is also notable in the various academic
departments over the past ten years. There are strong tcaching majors
for secondary teachers in the arts, humanities, natural and social
sciences, and in physical education, as well as in health and a number
of highly specialized areas such as teaching the physically and socially
handicapped.
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Perhaps there is more support for the elementary major at OCE than
there is on many larger campuses and in most universities. A large
segment of the college faculty have taught in the public schools, and
virtually all faculty see their role primarily as that of being an
effective teacher., Elementary school teaching is seen as a worthwhile
educational goal by the members of the academic departments as well as
by the members of the professional education faculty,

General Education Foundation for Specialized Programs

The 1964 guidelines statement of the Oregon State Board of Higher
Education designated Oregon College of Education as a liberal arts
college with special emphasis on the preparation of teachers and on
research in teacher education. The general education curriculum of
the college provides the basis for programs designed to prepare
teachers at all levels as well as various related programs, inter-
disciplinary in nature, which prepare students for advanced study and
for other professions related to teaching. »

At Oregon College of Education all students are provided a general
education regardless of their area of specialization. This means that
the college curriculum is designed to foster certain knowledges, abilities,
and attitudes which define the liberally educated person. Each student
is expected to show that he has made some progress in his efforts to
achieve liberal breadth as well as mastery of a particular area of
study before being graduated, but each in his own unique way. It is
hoped that each student learns that the completion of a college education
is "nly the beginning of a lifetime of 1earn1ng

An identifying characteristic of a liberally educated person is
the avility and self-discipline to learn independently. The basic
general education program of the college attempts to provide the driving
force towards continuing study after graduation. It is directed toward
the development of a capacity for learning in all fields of study.

The Professional Education Program for Elementary Teachers

The program for elementary majors, as described in the college
catalog, includes ithe following requirements: 104 hours of liberal
arts and related courses plus a 36 hour subject matter minor. Each
student takes 48 credit hours in professional education, including 12
hours in either student teaching or an internship. Elementary majors
may elect a second training minor, take electives in special education,
or take other courses to complete the 192 hours required for the
baccalaureate degree and for certification as an elementary teacher.
The State Board of Education provides guidelines for planning the
curriculum for elementary majors but does not dictate the specific
courses or elements required for elementary certification. The
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elementary graduates of the college are received favorably by public
schools., 1In contrast to national figures, which indicate that only
507% of elementary education graduates enter the teaching profession,
90% of OCE graduates enter the profession and approximately 80% remain
in teaching the second year,

Laboratory and field experiences begin at the sophomore level.
Through a five-term sequence of team-taught, correlated and integrated
course patterns,, students participate in laboratory and practicum
experiences prior to student teaching. These "block" programs allow B
for a more meaningful interaction between students and professors. The
student can contribute more readily to this interaction as a result of

tiie extended field experiences and his feelings and perceptions about
them,

Distinctive Aspects of OCE's Elementary Teacher Education Program

The paragraphs *nich follow will focus on significant restructurings
within the college during the past ten years that have led to an improved
elementary teacher education program: a) changes in the basic liberal

. arts program, b) the development of an integrated developmental
psychology sequence, c) the initiation of a new system of student
advisement, d) the development of a correlated sequence in professional

education, and e) the development of laboratory and practicum settings
for short and long-term field experiences.

Changes in the Basic Liberal Arts Program

Those aspects of the basic general education program for elementary
teachers that deal with the content to be taught in the elementary
schools have undergone vital changes., Perhaps the most significant
course change has been the development of a year-long sequence in the
field of mathematics which attempts to overview the development of
the number system, the various meanings that may be assigned to numbers
and numeration, and attempts to develop a readiness on the part of future
elementary teachers to deal with the 'new mathematics." Similarly, |
learning activities in the areas of speech and drama have been designed |
toward giving future teachers a greater sense of stage presence, and a 1
greater facility for effective use of oral communication in teaching, 1
The music sequence has been modified to include both demonstration and
participation in elementary classrooms located in the campus elementary
school. The Art Department has organized a series of courses around
the principles involved in effective art production and the ralationship
of those principles to the normal developmental pattern of elementary
school children. These changes increase the effectiveness of the

content courses in creating more insight and understanding of the subject
and its relationship to children.

The General Studies Committee is currently involved in proposing
changes in general education requirements from a fixed set of prescribed
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courses to a more outcome-oriented definition. The most recent college
catalog lists the following ten statements as indicative of a liberally
educated person.

"The OCE student should strive to develop:

-the ability and self-discipline to learn independently in
preparation for a lifetime of continuing study.

-the ability to communicate more effectively in both speech and

writing.

-an acquaintance with thought and culture expressed through works
of literature,

music,

and art.

-the capability for mature thought and judgment through know-
religion, and philosophy.

ledge of history, literature,

-the ability to solve problems or to communicate with men or
machines for problem solving using quantitative and non-quanti-
tative mathematical systems.

-a fixed pattern of sustained physical and mental vigor through
regular physical activity and through application of good mental
and personal health practices.

-the capability for creative expression and aesthetic enjoyment
through knowledge and experience in the creative and performing

arts,

-a basic understanding of computer-based man-machine systems used

in such fields as transportation,

education,

communication, health, and

through knowledge of the physical and social sciences.

~the ability to deal with processes of human interaction, learning,
and development as a parent,
change, through knowledge of the natural and social sciences.

-the ability to deal with political,
mental problems and processes,
and social sciences."

teacher,

or other agent of social

social, economic, and environ-

through knowledge of the natural

The committee is developing a list of alternative courses and

activities to be selected by each student in achieving these ten criteria.

It is proposed that competency tests be developed, so that 'students who
have achieved a satisfactory performance level in one or more of these
areas will not be required to select prescribed learning activities.
Advanced placement, based on established competenC1es will have a much
more meaningful part in the college program.
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A number of courses are currently being changed from lab and lecture
organization to a more individualized organization through modifications
of the auto-tutorial approach. Involved in this change-over are the
basic courses in biology, first aid and educational medid and materials.
It is believed that this mode of instruction will provide for more
efficiént and effective learning experiences, and that participation in
a course with this greater flexibility of time and direct experience in
learning will be more effective in teaching the prospective teacher
about individualized instruction.

The Development of an Integrated Developmental Psychology Sequence

A basic required psychology sequence was re-organized into an
integrated, year-long sequence with the inclusion of new types of
learning activities., This was first initiated in 1959, 1In its present
form, one quarter of the sequence is largely comprised of content presen-
tations, including lectures and demonstrations, re-organized and focused
more sharply in an effort to condense the content of the former courses.
A second quarter of the sequence affords the student an opportunity to
interact with fellow students under the leadership of a competent
faculty member in a series of encounter groups, reading and lecture
situations concerning various types of group interaction, and group
roles. The other quarter is designed around field visitations and
relational experiences, and subsequent discussions about the student's .
perceptions of these experiences. Students have an opportunity to visit
culturally deprived areas, state hospitals, schools for blind, deaf,
and similarly handicapped persons as well as visits to both urban and
rural secondary and elementary schools, The psychology sequence is
intended to increase a student's awareness of himself and aid him in
his vocational choice. It is further felt that providing this type of
curricular re-organization in the second year of the program may assist
in avoiding an apparent loss of enthusiasm in teacher education students
who have had few contacts with children after their initial choice to
enter a teacher education program,

The Initiation of a New System of Student Advisement

The '"new student advisement program" is another attempt at providing
more individualized attention to students. 'The previous program con-
sisted of a random assignment of 30-plus students to each member of the
faculty whose function was to advise students of appropriate courses
in a specified program, and to be available to counsel at the request
of a student. Many faculty members were concerned over their competency
to provide this counsel and saw the program as limited in effectiveness,
The present program adopts the concept of advisement teams comprised
of an interested faculty member assisted by at least two upper-division
students majoring in the same field as the advisees. The fall registra-
tion period provides an opportunity for advisement teams and new students
to meet together informally. The informal meetings allow advisors and
students to come to know each other as people, as well as td provide
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assistance to the student through registration. This program is
viewed as a hopeful system of organization. With increased skill,

experience, and in-service training it is anticipated that increasingly
effective advisement teams will develop.

The Development of a Correlated Sequence in Professional Education

A fourth and perhaps most dramatic development in the elementary
teacher educaticn program was a junior year correlated professional
sequence for elementary majors, This program, first developed in 1959,
was recognized for distinguished achievement by AACTE in 1967. Tt
may be described as follows and shows the incipient beginnings of a
"ComField Model" philosophy at OCE:

"The first step in utilizing the theoretical framework for re-defining
the role of the college instructors was to form the group of staff
members assigned to the program into an instructional team. As they
planned the objectives of the Junior Block program together, and
shared materials and activities to implement these objectives, the
model was used to clarify, modify, and define the meanings different
team members assigned to terms, objectives, materials and activities.
As the instructors observed each other teach, the model was used as
a means of communicating and evaluating the effects of the teaching
with the students. New and beginning college instructors utilized
the model with experienced instructors to facilitate their induction
into the program. An instructor who felt an inadequacy in cne area
utilized the model to increase his expertise by observing, or being

observed by another instructor with more background and training in
the area of felt need."

"The second step taken was to design a system of scheduled and
voluntary individual conferences and small discussion groups in
order to get to know the students and to increase the effective-
ness of our work with them. Each instructor is assigned twenty-
five Junior Block students and schedules a minimum of four to six
individual conferences with each student. Weekly discussion groups
are also scheduled. These conferences and groups are primarily
used to assess and evaluate the progress of the student and to

identify the next steps to take the needed input for implementing
those steps."

"The third step was to correlate and interrelate the Junior Block
Program to the student teacher and intern programs. Each instructor
was assigned, as a part of their teaching in-load, five to ten
student teachers and/or interns. The translation of the Block
Program into the classroom setting of the student teacher was
facilitated by the cycle of supervision utilized and the lesson

plan format, each of which correspond to the theoretical framework.
The prc-conference phase of the cycle is utilized by the college
supervisor to have the student teacher identify those elements: of
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his situation, perceptions, and behaviors that affected the
development of his intent and to specify, in terms of what the
pupil will do or say, to indicate the level of mastery attained

in regard to the learning task designed as a part of the lesson,
Input at this point is designed to clarify and extend the meaning
of the student teacher's intent and to provide alternatives if
needed, The actions and effects of the lesson with the children
are 'feedback' to the student teacher and, combined with his self-
report, form the bases for developing the intent of the next
lesson(s). 1Input in the form of alternatives at this point has
more meaning because of the experience the student teacher has
gaivned from the situation. The supervisor uses this opportunity
to gain informat’on as to the effectiveness of the Program to pre-
pare the student for this step in the teacher education program
and brings it back to the instructional team to study and evaluate,"

"The fourth step was to relate the pre-service training program to
the in-service program. This was facilitated by individual demon-
strations and conferences held 'on-the-job' with the cooperating
teacher and administrator, In addition, training programs, con-
ferences, and meetings were held on campus to relate the program
to the cooperating teachers and administrators, to train them in
those aspects of the program that would improve their and the
cupervisor's effectiveness with student teachers and interns,

In return, the cooperating teachers and administrators reported

on the effectiveness of the teacher training program which was
utilized by the college instructors in increasing the effectiveness
of the program."

"It can be seen from the above activities that the college in-
structors' roles were re-defined by involving them in the complete
continuum of the teacher education program (the program being
viewed as not ending at any degree granting level).,"

"Levels and Process of Staff Involvement"

Junior Block
Instructor

Student Teacher
Internship
Supervisor

Graduate
Courses !
Instructor
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Cooperating Teacher
and Administrator
Consultant/Instructor

Local & College
In-service Program
Consultant/Instructor

This means that each college instructor is involved with and responsible
for developing the total product of the Teacher Education Program as an
individual and as a member of a team,

The Development of Laboratory and Practicum Settings for Short and
Long-Term Field Experiences

The Campus Elementary School has been basically involved in the
exploration of various types of student participation demonstration,
roles, and curricular alternatives during the developmental stages of
the elementary program., The Campus School is located in the immediate
area; it is staffed by competent elementary teachers and includes in its
purpose the function of contributing to the improvement of teacher
education. Since the primary administrative control of this school is
located in the college, changes may be made in organizational and curri-
cular structures in order to facilitate explorations necessary in the
development of mnew programs. In cases where the changes appear to be
effective, they might then be implemented in the participation-
demonstration experiences of students in local schuol districts,

Approximately one-fourth of the current elementary majors take
part in an internship program, developed in the period 1961-64, It
should be clearly stated that this is not an MAT-type experience, but
a student choice in lieu of student teaching. It involves a full-year
assignment in a cooperating public school with the student receiving
two-thirds of a beginning teacher's salary, student teaching credits,
and organized seminars. The public schools and the college coopera-
tively provide supervisory staff for the program.
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CHAPTER 4
THE STRUCTURE OF THE PROGRAM

Jesse H. Garrison
Oregon College of Education

The purpose of the chapter is to provide an overvier of the
three major phases of the program: the General Studies phase, the
Clinical Studies phase and the Intern phase. It will be recalled that
the General Studies phase has been defined operationally as that aspect
of the program that does mnot involve responsibility for the learning
of children; the Clinical Studies phase as that aspect of the program
that involves responsibility for the learning of 'children under simpli~
fied (laboratory or simulated) conditions; and the Intern phase as
that aspect of the program that involves supervised responsibility
for the learning of children in fully operational, real-life educa-
tional settings. It will also be recalled that two levels of certifica-
tion are provided in the program, an INITIAL certificate indicating
readiness to assume an Internship and a CONTINUING certificate indicat-
ing readiness to assume full responsibility for the education of

children. The structure of the program is shown schematically on page
19.

In reading the chapter, or for that matter, in reading all of the
chapters in Part III, a distinction should be made between the logical
ordering of the curriculum and its psychological ordering. As the
program is described in the following pages it follows a well defined
progression from simple to complex and from personal to professional
demands. Such an ordering is necessary as a guide to understanding and
program development. It does not describe the program from the students
point of view, however, as he moves through it. While program phases
and certificatior levels provide the broad structure within which a
student must function he tends to view the experiences to be encountered
within them in terms of readiness, interest, learning preferences,
idiosyncratic sequencing, and the like. While a logical order may be
superimposed upon the program by those who design or describe it a
pscyhological order dominates an individual's interaction with it.

The General Studies Phase of the Program

Function

There are two major purposes served by the General Studies phase
of the program. The first, and perhaps most critical, is that of

personal earichment. This attends to the need for future elementary
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teachers to have the subject matter preparation and the personal atti-
tudes and capabilities which identify them as "educated persons.” It
is anticipated that at least half of the total curricular experiences

encountered by students in the program will have personal enrichment
as their primary aim.

The second purpose served by the General Studies phase of the pro-
gram is that of professional orientation. Central to the realization of
this purpose is contact with children in various settings and early
contacts with public schecols. Both are designed to enhance the stu—
dent's ability to define his own professional role and to ascertain the |
relevance of much of his academic work to that definition. ZEfforts
to develop professional competency in the General Studies phase of the
program are minimal, though as pointed out earlier (see pp. 18-21),

learning experiences focusing upon personal enrichment always contribute
to professional development -~ and vice versa.

Content

The major source of curricular experience in the General Studies
phase of the program that aims toward personal enrichment will derive
from established subject matter divisions within the college. The
outcomes to be realized therefrom are described in Chapter 5. It is
anticipated that these experiences will involve a diagnosis of the
student's abilities, interests and limitations; the provision of
alternutive learning experiences in light of the diagnosis; an assess-
ment of the effectiveness of those experiences in aiding the student
in his educational growth; and the provision of additional experiences
if those provided initially have not been adequate. It is further
anticipated that students vill engage in a process of negotiation in
relation to personally enriching learning experiences. Finally, it
is anticipated that a module or topical approach to personally en-
richirg experiénces will be provided, rather than the present proce-
dure which enables courses to exist for arbitrary units of time.
Underlying such an approach is the further assumption that as assess-
ment becomes more focused om an individual student's abilities, in-
terests, and the like prescriptions will be made in terms of these
specifics. As a consequence, a much wider variety of experiences
: under a much wider variety of settings will be made available.

Curricular experiences that aim toward professional sensitization
will be designed around students entering the real world of elementary
| education for various periods of time. The nature and content of these
| experiences will depend upon an assessment of the insights as well as
the interests of the students in the program, but in general will
involve actual on-site visits to various institutions and agencies
‘ available in the area. The purpose of such visits is to increase the
| student's awareness of that which occurs in various institutions, the
i typc of professional demands made on people who work in those institu~
tions, and the necessity for students to relate their own perceptions
| and feelings to those demands. Additional exXperiences involve the
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student in the process of relating his capabilities and interests to
existing demands.

Experiences aimed at the development of beginning professional
competencies involve the interaction of the student with fully developed
instructional systems (see pp. 26 to 31).

Entry Requirements

Since the General Studies phase of the program generally describes
the first two years of college experience, entry requirements are essen-
tially those required for entry into collége. In the case of OCE there
are established entrance requirements dealing with the high school diploma
and reasonable high school performance. 1In addition, however, students
who have performed poorly in high school or who have had limited oppor-
tunity to benefit from the college preparatory function of the typical
high school are admitted on probationary status. 1In the case of students
admitted under these somewhat hazardous circumstances the college has
established a more intensive guidance and counseling program and a study
center designed to diagnose and assist students in their academic work.
Students cannot engage in professional orientation experiences, however,
until they have been screened for such experiences by interview. The
college cannot arbitrarily send students into public school classrooms
and state institutions without at least some examination of the impact
that each student is likely to have on those settings.

Estimated Time in Phase

As indicated previously, the General Studies phase of the program
will involve approximately half of a student's total time in the pro-
gram. Tt is assumed that this will for the most part be early in the
student's academic career, and might be grossly described as the first
two years of the student's experience in higher education. It is
important to note, however, that there is no commitment to requiring
completion of this phase of the program before entering either the
Clinical or the Intern phases. The assumption of a healthy interaction
between program phases has been central to all program planning.

Certification

At this time no formal certification procedure is seen as being
needed for either entry into or exit from the General Studies phase
of the program, though students employed as teacher aides for an extended
period of time may need a more careful screening than that which has
been described. There may even be some desirability in having a special
certificate for "students in teacher education" who are serving as aides.
Such a certificate would assure freedom from communicable disease and
protection against persons seen as undesirable for children. Whether
a formal certificate is issued or not, OCE is committed to the estab-
lishment of a system whereby such minimal screening does occur.
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Function

Content

The Clinical Studies Phase of the Program

The Clinical phase of the program is designed to assist the stu-
dent in bridging between his function as a student and his perceived
function as a teacher. While the General Studies phase aims toward
students defining themselves as young adults, the Clinical phase is
designed to assist the student in translating that perception into
the role demands of education, into defining his teaching style as
it grows out of his life style, and in integrating available know-
ledges, skills, sensitivities and feelings into an ihitial level of
professional competency.

The Clinical phase of the program will further assist the student
in making decisions about the specific settings in which he wishes to
work. Students will be afforded opportunities to work with preschool,
primary and/or intermediate children in a variety of social settings
and in a variety of content areas. Before entry into the Intern phase
of the program it is assumed that each student will be able to transact
learning experiences onr the basis of considerable information about his
own professional role definition and his own personal preferences.

The primary sources of content in the Clinical phase of the program
derive from the areas of educational psychology, educational methodology,
and related academic disciplines. In all cases such content will be
offered in conjunction with real life and simulated experiences so that
students can relate themselves "in settings'" to the information and
ideas being confronted. ' In addition the student will be offered essen-
tially unlimited opportunity to sythesize that which he has learned.

In so doing clinical supervision, interaction analysis, video tape
feedback, and classroom simulation strategies will be brought into play.
The commitment to enhancing the student's capacity for independent de-
cision making demands more effective, more direct, and more realistic
feedback systems. In the Clinical phase the student will be taught
about the various feedback and monitoring modes as well as receive
feedback from them relative to his own performance as a teacher under
simplified conditions. '

In combination these various kinds of experiences will be provided
within the context of instructional systems designed to bring about
specified professional competencies. As such, instructional systems
provide learning contexts within which a student studies his own opera-
tion as well as the usefulness and validity of the knowledges, skills,
perceptions and feelings that he possesses.

Another source of content will derive from intensive tests and
interviews designed to enable the student to increase his capacity for
celf-definition and self~determination. Operationally this will

78




him to function in a professional capacity in public schools.

involve an exploration of the fit between interests, capacities and
characteristics, and decisions about professional directions. The
assumption underlying this aspect of the curriculum is that as self-
definition and self-determination increase in clarity they will
translate into an increased capacity to form effective decision
making and the generation of self-direction in pupils.

Entry Requirements

Admission to the Clinical phase of the program requires a relatively
intensive screening of students. The plan calls for an intake interview
that will accomplish the following things: 1) documentation of a student's
physical health; 2) documentation of his general academic ability; 3)
documentation of his ability to use language in a public sense; and 4)
documentation of his general character as perceived by faculty members,
the dean's office, and other significant people in the student's life.

In addition, documentation will be obtained as to vocational commitments
and unusual problems or desires. On the basis of this assessment a
student will or will not be issued a provisional certificate which enables

Following the issuance of a provisional certificate, orientation
is provided as to the content and process of the Clinical program and
both long and short range ''work contracts" are negotiated.

Exit Requirements

Prior to entering the Intern phase of the program students must
demonstrate that they are competent to perform under simplified condi-
tions the functions that will be demanded of them in the Intern setting.
On first contact this statement, which is basic in the language of the
proposed program, sounds more adament and inclusive than the operations
which derive from it in fact represent. For example, there are a number
of competencies which cannot be reasonably assessed unless a student is
with pupils over an extended period of time. The ability to bring about
reading, writing and speaking skills are cases in point. There are also
certain types of affective or attitudinal learnings which simply cannot
be tested with limited numbers of students in contrived situations over
short periods of time. 1In both instances assessment of the competency
of students to bring about such outcomes requires going to the real
world and being t